
Running Head: VISUAL APPROACHES TO LEARNING THROUGH URBAN 

EXPERIENCE 

 

 

   

 

 

 

 

 

 

Cityscape: An Exploratory Study of Visual Approaches to Learning through Urban-Outdoor 

Experience 

 

by 

 

Roxanne van Gemert 

 

 

 

 

 A Thesis Submitted to the Faculty of Social and Applied Sciences in Partial Fulfillment of the 

Requirements for the Degree of 

 

 

 

 

Master of Arts in Environmental Education and Communication 

 

 

 

 

Royal Roads University 

Victoria, British Columbia, Canada 

 

 

 

 

Supervisor: Dr. Richard Kool 

April 2017 

 

 

 

 

 

 

 

Roxanne van Gemert, 2017 

 



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 2 

 

 

COMMITTEE APPROVAL 

The members of Roxanne van Gemert's Thesis Committee certify that they have read the 

thesis titled Cityscape: An Exploratory Study of Visual Approaches to Learning through Urban-

Outdoor Experience and recommend that it be accepted as fulfilling the thesis requirements for 

the Degree of Master of Arts in Environmental Education and Communication: 

 Dr. Richard Kool [signature on file]  

Amy Zidulka [signature on file]  

Final approval and acceptance of this thesis is contingent upon submission of the final 

copy of the thesis to Royal Roads University. The thesis supervisor confirms to have read this 

thesis and recommends that it be accepted as fulfilling the thesis requirements:  

Dr. Richard Kool [signature on file] 

 

 

 

 

 

 

 

  



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 3 

 

Creative Commons Statement  

 

This work is licensed under the Creative Commons Attribution-Non Commercial -

ShareAlike 2.5 Canada License. Please visit the following to view a copy of this license: 

http://creativecommons.org/licenses/by-nc-sa/2.5/ca/. 

 Some material in this work is not being made available under the terms of this license:  

• Third-Party material that is being used under fair dealing or with permission. 

• Any photographs where individuals are easily identifiable 

 

http://creativecommons.org/licenses/by-nc-sa/2.5/ca/


VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 4 

 

Abstract 

Over half of the world’s population lives in an urban environment. Visual approaches to 

learning in urban environments can offer interdisciplinary strategies for students to utilize the 

outdoor classroom to explore and increase their creative capacity. In this exploratory study, design 

thinking and design-based research were utilized to observe and interact with the lived experiences 

of a Grade 3/4 class in Victoria, BC as their teacher facilitated both short and long-term visual 

approaches to learning outdoors throughout the school year. Lesson length and level of creative 

competency seemed to be determining factors influencing the opportunity of a student to reach 

flow state, which is when they are fully immersed in a feeling of focus and engagement during a 

lesson. Cityscape will serve as a case study for the ways in which teachers can implement design 

thinking and visual approaches to facilitate place-based learning in an urban context. 
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“Above all, watch with glittering eyes the whole world around you. Because the greatest 

secrets are always hidden in the most unlikely places” 

Roald Dahl, Charlie and The Chocolate Factory 
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Chapter One: Introduction 

“The world is round and the place which may seem like the end may also be the 

beginning.” Ivy Baker Priest (1958) 

Research Context 

The world is currently experiencing the greatest rise in urban population ever recorded. 

As the United Nations Population Fund (UNPF) states, “More than half of the world’s 

population now lives in towns and cities, and by 2030 this number will swell to about 5 billion” 

(United Nations Population Fund, 2016). As the number of children in cities grows, I believe that 

it is important to support young people in fostering urban, place-based connectedness. 

Individuals obtain a sense of place through “experientially based intimacy with the natural 

processes, community, and history of one’s place” (Sanger, 1997, p. 4). Place-based learning 

(PBL) involves teachers developing an appreciation of how students construct their knowledge 

of where they are, what surrounds them, and how everything is interconnected, and seeks to re-

establish connections between students and their neighbourhoods (Inwood, 2008). In this case 

study, I explored whether visual approaches to PBL could influence the creative competency of 

children living in cities. PBL has the power to transform the way children live in urban areas, 

viewing young people as nested within and able to take action to improve communities and 

ecosystems (Cindy Thomashow, Personal Communication, August 7 2015).  

This thesis brings together a significant number of interconnected moving parts, each 

being instrumental throughout my research. I hope that as a result of my research, these 

connections will become clear. Design-based research was the central method used within this 

exploratory case study; a teacher and I were able to collaboratively investigate whether visual 

approaches to learning outdoors during school hours could influence the creative competency 
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(explained in detail later) for children living in urban environments. This exploratory research 

serves as a case study for the ways in which teachers can use design thinking and visual 

approaches to facilitate PBL in an urban context. It may also help to further shift the 

environmental education research community into looking more closely at the city as a place that 

can provide students with transformative experiences (Cindy Thomashow, Personal 

Communication, August 7 2015). Such experiences go beyond environmental education, and can 

include learning the history of one’s community, and developing interpersonal connections to 

fellow community members (Sanger, 1997). 

Design thinking can act as a multi-disciplinary strategy whereby students and teachers 

observe, analyze, and evaluate real-life problems and come up with solution-oriented feedback 

for the system (IDEO, 2012). During the initial stages of my case study, design thinking and the 

ways in which it valued a proactive approach to learning intrigued me. Both the teacher and I 

were heavily influenced by design thinking, and it became the underlying philosophy of my 

research design. After I stepped into the classroom I was going to be investigating, I noticed how 

creative the teacher already was within her classroom. However, if you are a teacher that wants 

to make change within the education system, but doesn’t naturally facilitate visual-based 

pedagogy within your teaching practice, design thinking can give you a system to lean on if you 

want to introduce and establish an approach to creativity that has been developed and proven 

credible by companies like IDEO, and educational institutions like Stanford University (IDEO, 

2012). Design thinking was the type of educational pedagogy I was searching for; it was critical 

to the evolution of my case study and will be touched upon in my Literature Review for the 

interested reader.  
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Very little research has been done with intersecting the disciplines that I explore in this 

study, which displays how valuable an attempt at integration can be. The following are terms that 

were of great value and were instrumental in guiding my research:   

• Environmental Education is an interdisciplinary approach that connects 

educational processes with real life, in an effort to understand the nature of both 

natural and built environments resulting from the interaction of an individual with 

the biological, social, and cultural aspects of any given environment (UNESCO-

UNEP, 1977). 

• Design Thinking is a structured approach to developing and implementing 

solutions-oriented ideas, and involves five stages: discovery, interpretation, 

ideation, experimentation, and evolution (IDEO, 2012). Teachers can use this 

strategy to address the needs of an increasingly diverse body of students. 

• Visual approaches to learning is a learning style whereby learners are 

introduced to cross-curricular strategies that involve either artistic (drawing, 

painting etc.) or visual thinking (mind maps) (Blandy & Hoffman, 1993). The 

concepts presented within the lesson are supported with a visual cue that can be 

categorized in the two areas: artistic thinking and visual thinking. 

• As a part of British Columbia’s curriculum revision of 2016, the creative thinking 

competency “ involves the generation of new ideas and concepts that have value 

to the individual or others, and the development of these ideas and concepts from 

thought to reality” (Ministry of Education, 2016). For this exploratory case study, 

I have operationalized creative competency to include five elements—focus, 

effort, pride, self-validation, and willingness to ‘think outside the box’— all while 



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 14 

 

fully immersed in a visual learning experience. I needed a term that signified the 

process or progression of reaching a state of creative confidence, which is why I 

operationalized the term, and created five categories that can help achieve this 

state. Self-validation is accepting and embracing one’s own thoughts and 

emotions. Thinking outside the box is a metaphor for thinking in an 

individualistic and unconventional way. 

• Creative confidence is a state that is attained when creative competency’s five 

elements, such as pride and self-validation, are achieved. It can be defined as a 

student’s ability to tap into their imagination (Kelley & Kelley, 2013), and have 

the capacity to brainstorm with others, generate new ideas, and create solutions 

that evolve through innovation (Kelley & Kelley, 2013).  

• Flow is a mental state in which an individual performing an activity is fully 

immersed in a feeling of energized focus and full involvement or enjoyment in the 

process of the activity (Csikszentmihalyi, 1990). This concept has been taken 

from Csikszentmihalyi’s research on optimal experience, and distilled to fit with 

this research study. For the purposes of this study, I created five categories that 

indicate the presence of flow: focus, control, self-validation, enjoyment and 

engagement.  
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Study Area 

The elementary school that took part in this study is within School District #61 (SD61), a 

public K-12 school district in the province of British Columbia. SD61 has over 50 schools and 

serves families that live within the municipalities of Victoria, View Royal, Saanich, Oak Bay,  

 

and Esquimalt. Sitting on the southern tip of Vancouver Island, Victoria is the oldest city in 

western Canada, and has a regional population of 300,000. Home to British Columbia’s 

provincial government, an ever-growing tourism industry that sees over 3.5 million visitors a 

year and recent growth in the technology sector that is now worth over $4 billion, it is an urban 

community filled with a rich history that has paved the way for creativity and innovation. 

Victoria’s landscape embodies the interconnection between breathtaking natural settings and the 

everyday hustle and bustle of a small city.  
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The Lekwungen Nation are the original inhabitants of the region. The 200-acre park that 

is across from the school is culturally significant because portions of it hold burial sites for these 

indigenous people. Furthermore, the elementary school used in this study is located just 600 

metres from the Legislative Assembly of British Columbia, as well as Victoria Harbour, which 

contains a ferry port, seaplane airport, and is one of the many tourist attractions in the area. The 

school is at the centre of a crossroads between natural and urban environments; while a large 

park exists across the street from the school, there are still multiple elements of an urban 

environment that surround the school and place boundaries on where students are allowed to 

explore. From construction, to bus routes and traffic, the elementary school is confined to a small 

corner of James Bay, which is the most populous neighbourhood in Victoria. More will be 

presented on my study population in Chapter Three: Research Design and Methodology. 

Research Question and Objectives 

The 2016 BC curriculum released by the BC Ministry of Education highlights both 

creative thinking and PBL (Ministry of Education, 2016). It seems to me that given the current 

state of education in BC, there is a need for individuals who are creative thinkers and are capable 

of understanding their sense of place. My investigation serves as a case study for the ways in 

which teachers can use design thinking and visual approaches to learning to facilitate PBL in an 

urban context. The following research question guided this journey: 

• How can visual approaches to place-based learning influence the creative competency of 

children living in cities? 

Research objectives to explore this topic are outlined below:  

• Evaluate the nature of students’ environmental understanding through a visual self-

reflection assessment 
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• Capture the lived experiences of students participating in visual urban-outdoor lessons 

using unstructured, informal interviews 

• Assess the creative competency of students as they navigate both short-term and long-

term lessons throughout the school year  

• Track the progress of students through two self-assessments: Creative Confidence and 

Making Connections  
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Chapter Two: Literature Review 

“ I begin with an idea and then it becomes something else.” Pablo Picasso  (1988) 

My literature review is split into five components: Design Thinking, Place-Based 

Learning, Cities, Visual Approaches to Learning, and Creativity and Creative Competency, 

which will include an in-depth discussion on creativity, creative competency, creative 

confidence, and flow.  

Design Thinking 

Cityscape was not a clear cut process; design thinking was the underlying philosophy for 

the evolution of this case study as it is a human-centered approach that influenced how I 

approached my research, how visual approaches to learning was formed in the classroom, and 

was critical to the evolution of my work. Design thinking is a structured approach to developing 

and implementing ideas, and involves five stages: discovery, interpretation, ideation, 

experimentation, and evolution (IDEO, 2012). Design thinking can be utilized by teachers to 

address the needs of an increasingly diverse body of students. In Canada, curriculum standards 

and core competencies are designed at a provincial level. While such standards provide high-

level structure, each school is contextually unique. Through design thinking, a teacher can re-

shape the creation and implementation of curriculum so that it meets the needs of each and every 

learner in a classroom. 

Design thinking is a creative act and lets teachers understand that the act of creating a 

really effective learning environment is an art that is both reflective and intentional. If we 

want to change education and learning to make it more relevant, more effective and more 

enjoyable for all involved, teachers need to be the entrepreneurial designers and re-

designers of the ‘systems’ of schools and of the schools themselves. (IDEO, 2012, p. 8)  
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Teachers utilize design thinking each day; from feedback systems during parent-teacher 

interviews to assessing the needs of children in their classroom, teachers are constantly cycling 

through the rhythms of designing curriculum, overcoming challenges, and taking action within 

their school community. Teachers can utilize design thinking to implement new approaches to 

learning that may differ from what is traditionally seen within education (Scheer, Noweski, 

Meinel, 2012).  

Design thinking is heavily influenced by learner-centered approaches, which can increase 

problem-solving skills for both students and teachers (Razzouk & Shute, 2012). “Associated 

activities can be designed in a way that requires students to generate ideas and solutions, receive 

support for their emergent design thinking skills, as well as ongoing feedback about the 

feasibility of various solutions” (Razzouk & Shute, 2012, p.14). This process can work both for 

the teacher as he/she implements a new lesson that is part of a larger design thinking model, or 

for a student who is increasing their awareness of action-oriented learning processes. Teachers 

and students can be involved in their own simultaneous solutions-oriented design process where 

they can “experiment with different ideas, collaborate with others, reflect on their learning and 

repeat the cycle while revising and improving each time” (Razzouk & Shute, 2012, p.14). Cross 

(2004) believes that the shift from being problem-focused to solution-focused, as a teacher or 

student, can help develop an awareness of and experience with the design process (Cross, 2004). 

As a designer builds their expertise, they are able to identify problems, actively propose new 

solutions, and systematically reevaluate the new solutions they implement. This cycle is key to 

the design thinking process (Cross, 2004). 

Scheer et al. (2012) claim that design thinking offers teachers support toward a holistic, 

action-oriented model of constructivist learning. They found that there was an improvement of 



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 20 

 

classroom experience for students and teachers when using design thinking, which led to a 

positive attitude towards constructivist learning and an increase of its application and 

implementation within the classroom. Constructivist learning theory posits that people will 

construct their own understanding of the world through experience. Scheer et al. (2012) believe 

that constructivist learning design can help to develop 21st century skills, which include 

“communicative, social and creative meta-competences in addition to cognitive skills” (Scheer et 

al., 2012, p. 1). Design thinking can act as a multi-disciplinary strategy whereby students and 

teachers observe, analyze and evaluate real-life problems, and come up with solution-oriented 

feedback for the system. As a result of design thinking, students are encouraged to explore, trust 

is built up between students and their teacher, confidence in self-exploration increases, and 

groups of students have a safe environment to share their thoughts and feelings (p. 11). 

Design thinking can also act as an intentional process because it can support designers 

with transforming challenges into opportunities (IDEO, 2012). It operates with an underlying 

sentiment of optimism; the process is prefaced with the idea that we can all create change 

(Kelley & Kelley, 2013). If a challenge is seemingly too large, teachers can look at collaborative 

partnerships throughout their design process to help meet their needs. “Design thinking is the 

confidence that new, better things are possible and that you can make them happen. And that 

kind of optimism is well-needed in education” (IDEO, 2012, p. 11).  

Design thinking can re-shape the process of introducing new ideas into a traditional, 

formal school system. Through an intentional and formal process, design thinking in the 

classroom can also be very experimental (IDEO, 2012); students and teachers can both learn by 

taking action-oriented steps toward a goal. As the needs of students change, so do the problems 

and solutions that become a part of the feedback processes within the design thinking system. 
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Because each student has a diverse range of needs, each new, action-oriented idea that is 

implemented within the system will have varying levels of feedback that teachers are able to 

learn from. The design thinking process will never be perfect, in particular when it is first 

implemented. The better a teacher gets at receiving feedback regarding their students, the more 

effective they become at re-adjusting their learning style to accommodate such feedback. “There 

is an underlying expectation that educators must strive for perfection, that they may not make 

mistakes, that they should always be flawless role models” (IDEO, 2011, p. 11). Such 

expectations can be constricting. In agreement with IDEO, I feel that it is important for teachers 

to let go of the expectations that may exist within the traditional education system and take risks. 

Furthermore, research by Razzouk & Shute (2012), Cross (2004), and Scheer et al. (2012) shows 

that design thinking can provide a structure for teachers to learn through the act of doing. 

Optimal learning experiences for students can be created when a teacher steps outside of their 

comfort zone and assesses the education system with a human-centred lens. 

Place-Based Learning 

PBL is a concept that fits within this case study because the teacher and I worked with 

the students’ local community as a primary resource for her visual approaches to learning during 

each urban-outdoor learning experience. “Individuals obtain a sense of place through 

experientially-based intimacy with the natural processes, community, and history of one’s place” 

(Sanger, 1997, p. 4). According to Sobel (2012):  

Place-based learning is the process of using the local community and environment as a 

starting point to teach concepts in language arts, mathematics, social studies, science and 

other subjects across the curriculum. By emphasizing hands-on, real-world learning 

experiences, this approach to education increases academic achievement, helps students 
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develop stronger ties to their community, enhances students’ appreciation for the natural 

world, and creates a heightened commitment to serving as active, contributing citizens. 

(p. 6) 

As teachers undertake the interdisciplinary process of PBL they can utilize the local, 

natural, and constructed environments surrounding their school as a starting point to teach a 

variety of cross-curricular subjects (Sobel, 2012). Through the act of engaging with local 

community members and local environmental resources unique to their sense of place, students 

and teachers may see an improvement in both community vitality and environmental quality 

(Sobel, 2012). 

Sanger (1997) has created a three-pronged approach to PBL that outlines the components 

of the educational strategy: build connections, build community, and use narratives. Building 

Connections means that students will develop confidence and an understanding of their sense of 

place through an experiential mode of learning. Building Community means involving all 

members of a place within the educational process. Cooperative learning strategies may invite 

community members into the classroom to connect with students, but can also mean individual 

classrooms within a school breaking out of their silos to work with one another. Using 

Narratives can support efforts of building both community and connections within a place 

because they encourage creative and authentic participation. The art of storytelling can have a 

transformational power (Chalquist, 2015). Stories provide a framework for our minds, and can 

bridge experience and culture. 

Additionally, PBL provides a meaningful context for the learning that occurs at school 

each day, as can be seen in research completed by Program Evaluation and Educational Research 

(PEER) Associates (2004). PEER Associates shows that well-designed, place-based initiatives 
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can shape a school’s culture, boost student achievement, engage students in their community, 

and support a collaborative and engaging environment for teachers. As a place-based context is 

cultivated, students may begin to recognize the strength of their communities as a catalyst for 

creativity, innovation, and change. PEER Associates has an initiative called the Place-Based 

Education Evaluation Collaborative (PEEC), where they conducted individual and cross-program 

evaluations of six PBL programs over four years. Through interviews, focus groups, and 

conversations with over 700 adults and 200 students, as well as surveys of nearly 900 teachers 

and 1,500 students, PEEC was able to find three key themes that illuminate the importance of 

PBL: 

• Teachers engaged in PBL became more excited and collaborative within their professional 

practice, which in turn made them far more likely to use local learning resources.  

• Student academic achievement was bolstered through the implementation of PBL because 

students began to have rich experiences outside, which translated into complex and detailed 

learning.  

• PBL supported students in engaging with their community, which is directly related to 

sustainability; “sustainability involves strengthening the relationships between a community 

and a project, such that eventually the project naturally happens on its own because the entire 

community is so invested in its success” (Duffin, 2007, p. 29).  

The use of a PBL framework to develop curricula can help connect children to their 

community, and increase their skills and confidence in an interdisciplinary, experiential manner.  

Although this isn’t a school-based example, The Lower East Side Tenement Museum in 

New York City shows how communities can use PBL to encourage civic engagement with social 

issues that are currently at play in the urban areas surrounding the museum. PBL can “provide an 
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entry point for exploring shared experience, for creating narrative about the meaning of 

community, and for connecting people with the issues that shape the communities to which they 

belong” (Russell-Ciardi, 2006, p. 72). For example, the museum offers neighbourhood walking 

tours that visit unique but largely unknown landmarks, which shed light on social issues that 

have shaped the area. The Lower East Side Tenement Museum utilized a PBL framework to 

support visitors in exploring their personal connection to the social issues that impact the lives of 

those within the community surrounding the museum. In a school context, teachers can start 

looking beyond the four walls of a classroom to expand the horizon of their students through a 

PBL framework. Russell-Ciardi (2006) also speaks to the significance of using learning situated 

within place to further engage students in a social context. “Educational institutions in urban 

settings can use PBL to interest people in the issues that shape urban life and spark civic 

engagement with urban issues” (Russell-Ciardi, 2006, p. 72). Whether a community member 

visits a class on school grounds, or a class uses the urban environment that surrounds their school 

to learn and explore, place-based connection can be fostered through community member 

participation in a profound way (Russell-Ciardi, 2006). Through this engagement, students can 

bridge the gap between learning and experience, and begin relating the educational context of 

curricula taught in the classroom to the real world.  

Cities 

Cities have become a hub for creative, innovative, and economic growth. Today, over 

half of the world’s population lives in urban areas, and in North America, creativity and 

innovation can be a leading factor in the geographic concentration of individuals in these areas 

(Florida, 2010). “Canada may occupy an enormous land mass and some may think of it as a 

nature-loving, outdoorsy culture, but the truth of the matter is that 80% of Canadians live in 
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cities and metro areas, more than double the amount of a century ago” (Florida, 2010, p.19). 

Creativity and innovation as economic factors influencing mobility are not evenly distributed 

across Canada, and are in fact concentrated in urban environments where there a high influx of 

talented, driven individuals (Florida, 2010). He describes this movement as the ‘cluster force’; 

new ideas can be generated far more efficiently in cities where citizens live in close proximity to 

one another. According to Florida, those who consider themselves creative are attracted to urban 

environments because they prefer being close to others, and are drawn to its convenience. 

“Creative people and companies cluster because of the powerful productivity advantages, 

economies of scale, and knowledge spillovers such density brings” (Florida, 2010, p. 30). These 

findings hold great value because they expose a strong link between cities and creativity; urban 

environments hold great opportunity for city dwellers, both young and old, to tap into their 

creative and innovative outlets. 

As the number of children in cities grows, it is critical that research looks at the ways in 

which children can use their city as a resource for their learning, and for developing their sense 

of place within their local community. In the most recent Canadian census, Statistics Canada 

(2016) reported an increase in the number of children aged 14 and under to over 5.8 million. The 

number of children in Canada, and number of citizens populating urban areas are both 

increasing, which raises a question of how these children in particular feel a sense of community 

within their urban environment. Whitlock (2004) asked 318 students in grade 8, 10, and 12 how 

they perceived their school and community, investigating which elements of both school and 

community life children felt a sense of belonging, care and respect. She found that “when 

children feel that they and other children are developmentally supported in schools and 

communities, they are likely to report feeling connected to each setting” (p. 5). Feeling 
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developmentally supported means having a developmentally-attentive culture which encourages 

participation in community life, increasing the number of developmental supports available to 

children (counselors, mentors etc.), and creating engaging opportunities for children of all ages 

(p. 8). This is important to note in relation to my research because a feeling of connectedness to 

both school and community is a foundation for PBL (Sanger, 1997). Furthermore, Whitlock 

(2004) has shown that children encountering community members—both during school hours or 

outside of school —in public spaces within their community can learn how to interact with 

others and feel that they are part of a community (p. 6). An opportunity to experience a sense of 

place readily exists in urban environments, and feelings of collectivity and belonging may lead to 

trust and promote individual and civic health (Whitlock, 2004, p. 11).  

Two examples of the way in which children connect with urban environments emerge 

from the research of Zorzi and Gagne (2012) and Kudryavtsev (2013). A recent study by Zorzi 

and Gagne (2012) asked 664 young Canadians to share their views on and experiences with the 

outdoors. The typical survey respondent lived in a city or suburb. The assessment found that 

70% of children spend around an hour outdoors each day in their local community. Furthermore, 

two thirds of children surveyed accessed the outdoors through school, highlighting the value of 

getting children outside for programming during school hours. They found that the largest barrier 

for children to get more time outside within their local community was a lack of time, and cost of 

the programming itself. School can act as a vehicle for connecting children to the outdoors, and 

can provide the time and space to access programming at no cost, giving students the confidence 

to explore more and enhance their place-based connection.  

Additionally, Kudryavtsev (2013) explored the impact that urban environmental 

education strategies had on the sense of place of 87 urban high school students. He identified 
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“City as Classroom” as a trend within urban environmental education whereby the goal is to 

“foster environmental literacy or knowledge of the local environment, independent of whether or 

not it leads to pro-environmental behaviours” (p. 7). Kudryavtsev (2013) conducted pre and post 

surveys of 64 students that were participating in a 6-week urban environmental program 

(experimental group) and 23 students in a non-environmental summer children program (control 

group). He found that “urban environmental programs significantly strengthened ecological 

place meaning” (p. 2). He took his research one step further and collected narrative profiles from 

9 teachers and 5 students with the purpose of investigating the motivations behind developing 

ecological place-making within urban environments. His analysis revealed, “Educators were 

trying to cultivate ecological place meaning among students to help them understand and 

appreciate urban nature and places, and imagine how the urban environment could be improved” 

(Kudryavtsev, 2013, p. 3). Results from the student narratives showed a theme in students 

nurturing ecological place-making through “direct experiences of urban places, social 

interactions with teachers and environmentalists, and the development of students’ ecological 

identity” (Kudryavtsev, 2013, p. 3). Kudryavtsev’s (2013) research bears great significance 

because it highlights a meaningful discussion about which nature-based elements are valued by 

teachers and students living in urban environments. This research moves toward “urban 

environmental education strengthening students’ appreciation of the urban environment and 

nature, and experiences in these programs themselves becoming part of students’ ecological 

place meaning” (Kudryavtsev, 2013, p. 3).  

Both of these examples are critical because they highlight how schools can play a role in 

developing place-based connection (Zorzi and Gagne) and fostering environmental literacy and 

knowledge of students' urban environments (Kudryavtsev). 
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Visual Approaches to Learning 

Visual approaches to learning are cross-curricular strategies that involve both artistic (i.e. 

drawing, painting) and visual thinking (i.e. mind maps), and can be a vehicle for urban place-

based connection. Visual approaches to learning within this specific study did have both artistic 

and visual thinking lessons, however artistic lessons (i.e. drawing, painting) did outweigh visual 

thinking lessons. Zhao and Chan (2010) have assessed the relationship between drawing skill and 

artistic creativity, and have found that drawing can be a means to enhancing the creative 

competency of a student (Chan & Zhao, 2010). Blandy and Hoffman (1993) see creativity and 

artistic lessons as “a vehicle for engaging students with social issues in a way that empowers 

them, creating connections and establishing community” (p.  29). Visual approaches to learning, 

like drawing or painting, can be nurtured outdoors and have the potential to further enhance a 

child’s place-based connection. As Inwood (2008) states,  

Some communities have maintained a close connection to place through their schools, 

but in many more (particularly in industrialized nations), these connections have been 

greatly reduced, if not entirely lost, over the last century in the shift towards curricular 

standardization, national achievement tests, and mass-produced curricular resources. (p.  

30)  

Inwood (2008) strongly supports cross-curricular approaches to PBL and environmental 

engagement through visual approaches to learning because it taps into the affective orientations 

of each student and moves away from the traditional, cognitive-based approaches that have been 

linked to environmental engagement and awareness in the past (p. 87). 

 The integration of place-based education with visual approaches to learning promises an 

innovative approach to ecological and environmental education; one that balances the 
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traditional roots of these disciplines (found in the cognitive, positivist approaches of 

science education) with the more creative, affective, and sensory approaches of art 

education. (Inwood, 2008, p. 30)  

There appears to be an increasing interest in the role of visual approaches to learning. 

Jewitt (2008), for example, describes the move toward visual learning as “the visual turn, which 

points to the fundamental role of the visual in society and culture, and the need to attend to visual 

manifestations of the social and cultural in order to understand society in general” (p. 9). The 

visual materials that exist within any given learning environment are a sum of the beliefs of the 

teacher creating the learning space (Jewitt, 2008). As the author states, “Images and visual 

objects, visual experiences and practices are common in the classroom and have a central role in 

how knowledge is presented, and support dialogue and interaction between learners” (p. 21). The 

emergence of the visual turn prompts us to understand how the visual can be harnessed for the 

purposes of creativity within education (Jewitt, 2008).  

Visual approaches to learning can actively shape the many ways in which a child can 

interpret and experience educational concepts across a variety of subjects. In science, teachers 

can use images, data visualizations and diagrams to break down complex ideas. In English, 

teachers can accompany speech and writing with photographs and videos to create a holistic 

approach to communicating narrative structures. Reiss, Boulter & Tunnicliffe (2007) 

investigated drawings of natural environments completed by 13 and 14 year old students and 

found that taking children's drawings seriously can reveal their motivations for producing 

knowledge and can offer a strategy for engaging with students’ experiences. Reiss’ work is 

meaningful because he discovered that by utilizing visual approaches to learning, teachers can 
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gain a more holistic representation of the environmental perceptions that may exist in any given 

classroom. 

Creativity: Competency and Confidence 

Visual approaches to learning can offer a, “fertile ground for fostering creativity” (Alter, 

2010, p.2), which is competency that can be defined as “the ability to make new things or think 

of new ideas” (Merriam-Webster, 2017). Visual approaches to learning provide ways in which 

an individual can develop their creative competency, which can contribute to their overall level 

of creative confidence. “Engaging in art making or art production has long been considered an 

effective way of developing creative behaviour amongst students and this has often emerged as a 

rational for the inclusion of art education in school curricula” (Bates, 2000). As a part of British 

Columbia’s new curriculum, the creative thinking competency “involves the generation of new 

ideas and concepts that have value to the individual or others, and the development of these ideas 

and concepts from thought to reality” (Ministry of Education, 2016, p.2). According to the BC 

Ministry of Education, the central areas that teachers can tap into to further develop a student’s 

creative competency are novelty, and generating and developing ideas. Students develop creative 

ideas that have varying levels of novelty, and can be shared with peers, or their entire school 

community. Generating and developing ideas can come to fruition through free-play 

brainstorming or collaborating with other students and teachers, and can be further refined 

through evaluation of the idea and sustained perseverance over time (Ministry of Education, 

2016). Creative competency in an educational context can be built upon through previous 

experience and learning, and is a skill that can lead to creative confidence in a child. 

Creative competency can act as a vehicle to achieving creative confidence. A student 

demonstrates creative confidence when they are able to access their imagination and display a 
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willingness to try and enact that which they can imagine. This state is achieved through a 

student’s level of creative competency and the capacity to brainstorm with others, generate new 

ideas and create solutions that evolve through innovation (Kelley & Kelley, 2013). As Kelley 

and Kelley (2013) state, “Creative confidence is about believing in your ability to create change 

in the world around you. It is the conviction that you can achieve what you set out to do” (p. 2). 

Tapping into creativity at a young age can help students realize how powerful a creative mindset 

can be in pushing the boundaries of traditional ways of thinking (Kelley & Kelley, 2013). 

Gaining a psychological perspective of creative confidence could provide a new lens for 

evaluating the importance of nurturing creativity in young people, and using it as a springboard 

to meet the needs of students across curricula. 

Rauth et al. (2010) explored creative competency and confidence by interviewing 

professors from design schools at Stanford and Potsdam; their goal was to take a closer look at a 

framework of design education focused on enhancing creativity. Creative confidence was an 

element that was brought up by a significant number of interviewees, who explain this term as 

trusting one’s own creative skill (Rauth et al., 2010, p. 6). Through their findings, Rauth et al. 

(2010) proposed a definition of design thinking in relation to creative competence and 

confidence:  

As a result of this paper, design thinking is defined as a learning model which supports 

design creativity, utilizing a project-based learning process by emphasizing creative 

confidence and competence. By defining creative confidence and creative competence as 

the product of design thinking education, we suggest a bigger picture of the learning -- 

experience that proposes design thinking as a concept for further development within the 

creative education in design. (p. 7) 
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Rauth et al.’s research has put creative confidence at the centre of their learning framework and 

the core of creative education, whereby the creative competencies generated within an 

educational context are the means to achieving such confidence. Connecting this back to central 

research question of this study, an interdisciplinary, project-based educational framework can be 

used as a platform for meeting standards across curriculum, and developing skills like creative 

confidence in an outdoor environment. 

Personal Creativity. 

Runco (2003) focuses on personal creativity — one of the categories of visual approaches 

to learning (Alter, 2010) — highlighting that for children, creativity means the construction of 

new meaning through personal interpretation. Personal creativity supports teachers in targeting 

self-expression as a means to increase a child’s creative confidence in the classroom. 

Additionally, he posits that all children have the mental capacity for personal interpretation (p. 

319) as well as the potential for creative growth. Thus, teachers should regularly utilize strategies 

to develop creative confidence. While this finding supports equal opportunity for tapping into the 

creativity of each child, it is important to note that the subjectivity of artistic expression can be 

intertwined with objective standards when comparing one’s work of art with a fellow student: 

A child’s potentially creative work might very well be original and adaptive only for that 

individual child but unoriginal when [objectively] compared with ideas or insights that 

other individuals have had. A child’s creativity can be quite personal. (Runco, 2003, p. 

318) 

While developing a child’s creative skill may further develop their self-efficacy, constant 

comparison of self-expression at a young age may actually impede creative confidence (Runco, 

2003). If a child’s self expression is constantly compared to his/her peers, that child might be 
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disinclined to share what they’ve created with others. Runco (2003) describes this dichotomy as 

product versus product where:  

On the one hand, the theory of personal creativity is very different from existing theories 

of creativity. Many existing theories are, as noted above, focused on objective 

performances and achievements. They tend to be product oriented. The theory of 

personal creativity is, on the other hand, focused on the creative process and the 

mechanism that underlies creative behaviour (p. 319). 

Teachers that support student creativity using visual approaches to learning should 

emphasize the process, as opposed to the product (Runco, 2003). If objective standards of 

comparison are held superior, children may feel anxious when delving into their creative process 

when they are asked to do something that they care about. Runco (2003) also emphasizes how 

children need to be cognitively stimulated, but not with something that is either too far behind or 

ahead of their cognitive ability (p. 320). Linking this back to the central research question of this 

study, in an attempt to influence the creative competency of children living in cities, lessons 

should target self-expression without objective comparison, cognitively stimulate the child at an 

appropriate level, and be of a subject matter that is relevant to the child’s interests and 

capabilities (Runco, 2003).  

Creativity and Self-Efficacy. 

 Through the process of nurturing and strengthening a child’s creativity using visual 

approaches to learning, students have the potential to impact the world around them, and further 

develop their self-efficacy (Kelly & Kelly, 2013). Kelley and Kelley (2013) cite Bandura who 

has stated that, “Our belief systems affect our actions, goals, and perceptions. Individuals who 

come to believe that they can affect change are more likely to accomplish what they set out to 
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do” (p. 10). Also known as self-efficacy, an individual who has this trait will overcome 

challenges in a resilient manner because they believe they have the skillset to do so. Bandura 

(1976) states, “Self-efficacy refers to personal judgments of one's capability to act in specific 

situations that may contain novel, unpredictable, and potentially stressful encounters” (p. 321). If 

creative confidence can grow into an integral part of one’s belief system, then the affect from 

such cognitive development can be a sense of self-efficacy.  

Young children are highly imaginative and creative. Sharp (2004) states, “Most theories 

of child development view young children as highly creative, with a natural tendency to 

fantasize, experiment, and explore their environment” (p. 6). She summarized Sandra Russ’ 

model that has been developed to explain the relationship between creativity and psychological 

processes using the following three elements: personality traits (i.e. self-confidence), emotional 

processes (i.e. play, anxiety, tolerance etc.) and cognitive abilities (i.e. divergent thinking) 

(Sharp, 2004, p. 7). The implication of this approach is that children need a combination of these 

attributes in order to express creativity (Sharp, 2004, p. 7). Developing these attributes along 

with their confidence in the early stages of life can enhance a child’s ability to nurture their own 

creativity later, even if their external environment shifts throughout their lifespan (Runco, 1994). 

Runco (1994) further suggests that teachers should show a keen interest in students’ creativity, 

encouraging them to create their own personal interpretation of information and events. Learning 

to stand up for your own ideas can transfer into contributing to one’s self-efficacy. As Mellou 

(2006) suggests, students further develop their creative confidence through “continuous 

enrichment of their environment, creative programs for developing creative thinking, and 

creative teachers with creative ways of teaching” (p. 120). Mellou (2006) believes that these 
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proposed methods could build a foundation for enhancing and incorporating creative confidence 

in a student's belief system, which may lead to a sense of self-efficacy. 

Flow: Optimal Experience. 

A child’s focused engagement and enjoyment of an activity that utilizes visual 

approaches to learning can also be explored using Csikszentmihalyi’s (1990) concept of flow. 

Flow is the term used to describe what Csikszentmihalyi suggests is optimal human experience, 

which looks at the quality of an experience or interaction with an activity through the 

relationship between challenges and skills; for any level of challenge, there is an appropriate 

level of skill that if met with the level of challenge, can elicit flow in an individual. Within the 

context of this study, flow was a concept that best described a deep sense of engagement that was 

experienced by the participant. There are six elements that create an experience of flow 

(Csikszentmihalyi, 1990):  

1. Focused concentration on the present moment 

2. Merging of action and awareness 

3. A loss of reflective self-consciousness 

4. A sense of personal control over the activity  

5. A distortion of temporal experience 

6. Experience of the activity as intrinsically rewarding 
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Figure 1 Optimal Experience Through Flow 

  

 

 

 

 

 

 

 

 

Figure 1. Optimal Experience Through Flow. Reprinted from: Handbook of positive psychology 

by Snyder, C. R. ; Lopez, Shane J. Reproduced with permission of OXFORD UNIVERSITY 

PRESS, INCORPORATED in the format Thesis/Dissertation via Copyright Clearance Center. 

 

In flow, there is no room for self-doubt or scrutiny because “when enjoyable activities 

have clear goals, stable rules, and challenges are well matched to skills, there is little opportunity 

for the self to be threatened” (Csikszentmihalyi, 1990, p. 63). Visual approaches to learning have 

the potential to make these kind of optimal experiences easier to achieve because they facilitate 

concentration and focus, which are key factors in achieving flow. Visual learning can be an 

open-ended yet structured process, which facilitates an ordered state of mind that can be highly 

gratifying. Once this order aligns itself with realistic goals, personal skill and contextual 

opportunity can merge to create an action that may allow the actor to reach flow state.  
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The pursuit of a goal brings order in awareness because a person must concentrate 

attention on the task at hand and momentarily forget everything else. These periods of 

struggling to overcome challenges are what people find to be the most rewarding part of 

their lives. (Csikszentmihalyi, 1990, p. 6)  

By encouraging students to conquer challenges within the skill development process, they 

have the ability to achieve a flow state during visual learning experiences. 

In sum, this chapter brought together literature from a variety of disciplines as they relate 

to my research question: How can visual approaches to PBL influence the creative competency 

of children living in cities? Visual approaches to PBL is a critical piece of this study because of 

the ways in which a teacher can utilize visual strategies, in addition to the students’ local 

community to engage with, and foster learning in students. Urban environments are increasingly 

a place where children develop a sense of place and feel a place-based connection to their local 

community, and PBL can be used as a starting point to teach concepts across curriculum that 

relate to a student’s place (Sanger, 1997). Furthermore, visual approaches to learning in the 

classroom can be a springboard for fostering creativity (Alter, 2000). As students engage with 

visual approaches to learning, they have the opportunity to develop their creative skill (Bates, 

2000) and deeply immerse themselves in curricula in a focused, engaging and enjoyable way 

(Csikszentmihalyi, 1990). In light of the 2016 BC curriculum released by the BC Ministry of 

Education, which highlights both creative thinking and PBL, there seems to be a need for these 

disciplines to merge, and for students who are creative thinkers and are capable of understanding 

their sense of place. 
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Chapter Three: Research Design and Methodology 

“Creativity is intelligence having fun.” Albert Einstein (1921) 

This thesis is an exploratory case study that utilized a mixed-methods approach to 

observe and interact with the lived experiences of a Grade 3 and 4 class, as their teacher 

facilitated interdisciplinary visual approaches to learning outdoors throughout the school year.  

Case study methodology is where the researcher investigates a phenomenon within a particular 

context (Baxter & Jack, 2008), which in this case was an alternative urban public school located 

in Victoria, British Columbia. This thesis also employs Design-Based Research (DBR), a model 

for educational research (Bereiter, 2002) which was used because interventions in a real-world 

context were conceptualized and implemented in the classroom to help inform new strategies for 

visual approaches to learning. I used qualitative coding to make sense of the data that was 

collected during the phases previously mentioned which involved sifting through each segment 

of data and synthesizing any themes or patterns that may emerge (Charmaz, 2006). This process 

also has a heavy self-reflective component throughout the data collection and analysis phase, 

which was a central focus of this research, both for myself as well as participants. Through the 

integration of multiple methods, I was able to investigate whether visual approaches to learning 

outdoors during school hours can influence the creative capacity of children living in urban 

environments. 

Mixed Methods 

Mixed Methods is the collection of quantitative and qualitative data in response to a 

research question (Creswell, 2003). Afterwards, both sets of data are analyzed and integrated into 

“a design analysis through merging the data, connecting the data, or embedding the data” 

(Creswell, 2003, p. 217). Throughout this case study, quantitative (self-assessment rubrics) and 
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qualitative approaches to research (unstructured, informal interviews) were combined. Assessing 

students using rubrics allowed me to track the progress of each student in a statistical manner, 

however feelings and emotions could not be captured during such a process. The integration of 

informal, unstructured interviews allowed for a deeper, holistic representation of the lived 

experiences of each student. The convergence of both data sets for the benefit of my research 

involved a strategy known as a side-by-side approach where, “ the researcher will first report the 

quantitative statistical results and then discuss the qualitative findings (themes) that either 

confirm or disconfirm the statistical results” (Creswell, 2003, p.222). During the data collection 

phase, it is critical that qualitative data builds on quantitative results, although they will occur in 

two distinct phases. Throughout this case study, both sets of data collection remained separate, 

but were often utilized separately during the same session. For example, I would interview and 

observe students through their lived experience of engaging with a lesson, but in one instance, 

had to follow-up that lesson with a self-assessment rubric once we were indoors. This 

methodology was chosen for this case study because, “the combination of qualitative and 

quantitative approaches provided a more complete understanding of my research problem than 

either approach [Quantitative or Qualitative Research] alone” (Creswell, 2003, p.4). 

Case Study 

Case study methodology was appropriate to use for this research because the contextual 

conditions that were observed and recorded were directly relevant to the research taking place 

(Yin, 2003).  A case study is “an approach to research that facilitates exploration of a 

phenomenon within its context using a variety of data resources” (Baxter & Jack, 2008, p. 1). 

Multiple data sources ensure that the phenomenon can be understood using multiple lenses. 

Using a constructivist paradigm, Stake (1995) highlights that through participant narratives, 
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views of their reality and an understanding of participant actions may emerge. I used a case study 

methodology because (a) the focus was on a “how” question; (b) there was no manipulation of 

the participant behaviour; (c) contextual conditions were observed because they were relevant to 

the phenomenon; and (d) the boundaries between phenomenon and context were not clear (Yin, 

2003).  

This specific case study is exploratory because it looked at a situation in which the 

experience being observed and evaluated did not have a direct set of outcomes (Yin, 2003). The 

tight-knit relationship between the participants, the teacher, and myself supported a collaborative 

environment, and provided a safe space for participants to share their perspective throughout the 

course of the study. The case study reporting for Cityscape is presented here in a clear manner, 

concisely transforming a complex phenomenon into a comprehensive report. This further enables 

the reader to determine whether or not the study findings can be applied to their own research 

(Baxter & Jack, 2008). 

Design-Based Research 

Design-based research (DBR) was created by teachers who identified a need to link 

research practices to real-world context (Bereiter, 2002). A sustained innovation practice within 

the education system is the overarching goal of design-based research. By filling the gap 

between research practices and innovation in the classroom using design-based research, 

solutions to educational problems can be achieved through collaboration in a real-world context. 

There are three key principles that make up the foundation of design-based research (Bereiter, 

2002):   

• A well-defined problem needs to be identified.  
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• Testing this theory in a real-world context; schools can provide a real-world 

context to incorporate such outdoor learning activities into a child’s weekly 

routine (Zorzi and Gagne, 2012).  

• The researcher actively contributes to theory and practice 

My case study bridges the gap between theoretical research, practical collaboration, and 

innovation in the classroom. Design-based research encourages collaboration on all levels in 

developing solutions to educational problems that may exist. Researchers and educational 

practitioners “collaboratively design[ed] research-informed learning experiences for students and 

then studied the impact of these designs on learning” (Jacobsen, 2014). Cityscape hopes to 

contribute to educational theory and practice by taking a closer look at the ways in which 

teachers can implement design-based research and visual approaches to facilitate PBL in an 

urban context. 

Design-Based Research is interventionist (Jacobsen, 2014). Because the teacher and I 

collaborated to further understand complex problems within the classroom, research-informed 

solutions came alive. Innovation that grows out of an authentic learning context can be grounded 

heavily in theory, but often cycles through the three phases of the design-based research process: 

analysis and exploration, design and construction, evaluation and reflection (McKenney and 

Reeves, 2012). As learning experiences are designed in relation to an existing complex problem, 

educational practitioners get to implement a collaboratively constructed solution while the 

researcher studies the impact of these designs on learning. Within this case study, I felt that the 

collaboration between the teacher and myself was innovative and effective.  

As part of this study, I engaged in the three phases of the design-based research process: 

analysis and exploration, design and construction, evaluation and reflection (McKenney and 
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Reeves, 2012). In the first stage, I focused on identifying the problem. Problem identification can 

be developed through an extensive literature review as well as collecting and analyzing data on 

participants and consulting experts in the field. Within this case study, I engaged with a 

classroom practitioner within an urban environment and collaboratively investigated whether 

visual approaches to PBL influenced the creative competency of children living in cities.  

The second phase is design and construction. An extensive review of literature and an 

initial in-person assessment/meeting with the teacher and students occurred within this phase of 

the design-based research process as I gathered information about the problem that existed, and 

then proceeded to designed solutions that I thought would work for implementation. For 

example, I assessed the learning styles and skills of students through initial observation during 

my meet and greet session with the students, in addition to multiple consultations with the 

teacher. Since students were constantly judging one another in the classroom, the teacher and I 

knew that self-reflection assessments would be more sensible because they eliminate the notion 

of judgment and comparison. This part of the research process also heavily involved an 

implementation and evaluation element, including collaborating with the teacher, which is a 

foundational component of design-based research. I believe that collaboration with all 

stakeholders is an important function of this type of research, because through collaborative 

practices, both parties are able to have a meaningful, authentic, and effective experience.  

The final stage of DBR is evaluation and reflection, where the observations within an 

educational context are executed. The researcher gathers data about the impact of the innovation, 

which in this case study are visual approaches to learning in urban environments. As this 

innovation is implemented through a variety of design cycles created in collaboration with both 

the teacher and myself, local impact was determined. It is very common to have multiple forms 
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of data, which in this case study involved interactive lessons, self-reflective rubrics, informal 

interviews with students, and observations through lived experience outdoors. 

Study Population 

South Park Family School is an elementary school in District #61 (SD61), a public K-12 

school district in British Columbia. As mentioned previously, SD61 serves students living in the 

communities of Victoria, View Royal, Saanich, Oak Bay and Esquimalt. While this school is 

within the public system, it is built upon values of alternative education where the teaching staff 

focuses on the development of the child as a whole, and parents work very closely with teachers 

to meet the needs of their child (Greater Victoria School District, 2016). It is also a school of 

choice, meaning that this school has no geographic catchment area; students within the district 

are able to apply, giving students of a wide range of socio-economic status and diverse needs the 

opportunity to attend. Since this school is community-oriented, they heavily incorporate 

cooperative learning through play, and encourage parent participation through the learning 

process (Greater Victoria School District, 2016). Furthermore, this school uses varying forms of 

assessment for the students, including self-assessments, and allows students to take ownership of 

their educational journey through student-led conferences twice a year. This school values the 

connection between creativity and intellectual development, and thrives on interdisciplinary 

learning in each grade (Greater Victoria School District, 2016).  

The class that participated in this study was a Grade 3 and 4 class, which had a total of 22 

students with a wide range of learning abilities. Since the study was facilitated in a real world 

classroom, not all participants took part in all 15 of the lessons; there were 17-19 students 

present during each stage of this case study.  On occasion, participants were absent because of 

illness, doctor appointments and other personal reasons. During the onset of this study, the class 
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had a significant number of students who lacked focus and engagement with each lesson that the 

teacher facilitated. Maintaining an appropriate level of attention and focus required that 

significant boundaries and rules were set prior to venturing outside. Boundaries and rules 

included: 

• Walking with your partner at all times 

• Crossing walkways and streets with the entire group 

• Setting physical boundaries for how far the students could spread out during each lesson 

• Giving time limits for each section of the lesson 

• Managing noise levels throughout the various parts of the lesson 

• Respecting public spaces and pedestrians sharing the space with students 

The elementary school and I connected through Dr. Richard Kool, my thesis supervisor. 

The elementary school had received funding to implement place-based initiatives individualized 

to each class, and they were looking for a researcher to collaborate with. Through my connection 

with Rick, I was introduced to the teacher of the Grade 3 and 4 Class. The teacher is also an 

artist, and heavily incorporates visual approaches to learning across all subjects, whether she is 

taking her students outdoors or staying indoors. Each lesson that was facilitated outdoors was 

within a 1-kilometre radius of the elementary school, and expectations of the students were 

always outlined in the classroom before heading outdoors. Leaving the school grounds did take 

significant planning for the teacher because she needed two chaperones for each excursion; I 

counted as one chaperone, and her student-teacher was the other. 

Data Collection 

A Research Information Sheet, Informed Consent, Children Consent, and Media Release 

Forms were distributed to participants within the Grade 3 and 4 class in January 2016. There 
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were three data collection periods using self-reflections: Visual Self-Reflection, Creative 

Confidence Self-Reflection, and the Making Connections Self-Reflection (see Table 1 for 

description), in addition to unstructured interviews (Bailey, 1996). As seen below, each method 

had a very specific place within a data collection timeline. This timing is crucial to the themes 

that grew out of the data set because as time went on, the commitment and dedication from 

students grew (in certain areas), which had an impact on results.  

Table 1 

Data Collection Timeline (Chronological) 

Note: Case Study, Design-Based Research, and Qualitative Coding were foundational methods 

that informed the entire research process 

 

Assessment 

Name 

Assessment Description Method 

Visual Self-

Reflection 

(Draw-An-

Environment) 

• In the initial stage of the case study, a cognitive 

mapping exercise focusing on the nature of the 

students’ spatial environment was distributed. 

Known as the Draw-An-Environment activity, 

student’s environmental attitudes and 

awareness were captured through a visual self-

reflection period. Students were asked to draw a 

habitat or ecosystem that they play in each day 

(Flowers, Green & Larson, 2015, p. 849).   

• Adopted from Flowers et al.’s (2015) research 

on art assessments for environmental education 

outcomes, this micro-geographical method also 

contained a rubric to assess the open-ended 

drawing prompt.  

• For depth, the rubric (See Appendix A) also 

contains a count of 15 environmental 

components found in each drawing (e.g. trees, 

sun, birds), as well as a habitat type designation 

(indoor, backyard, park/playground or natural 

outdoors). This activity generated numerical 

data through the rubric that accompanies the 

activity. 

 

• Assessment 

• Self-

Reflection 

Feedback 

• Rubric 
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Lesson 

Observations 
• Informal interviews allow a researcher to learn 

and discover information about the setting of a 

person (Bailey, p. 72, 1996). Both the 

researcher and participant are engaged in the 

dialogue, which will vary significantly from 

one participant to another, and from one setting 

to another. 

• Each interview was transcribed and coded using 

Dedoose, a digital platform used for qualitative 

and mixed methods data analysis.  See Table 2: 

Visual Approaches to Learning: Descriptions of 

Lessons Observed 

 

• Unstructured 

Interviews 

• Photographs 

• Memo-

writing 

Creative 

Confidence 

Self-

Reflection 

• After Lesson #10, a worksheet (see Appendix 

B) that offered a deep inner-reflection of the 

students’ level of creative confidence was 

distributed. This worksheet also asked the 

students to reflect on their focus in an outdoor 

learning environment as well as their drawing 

skills.  

• The semi-structured self-reflection worksheet 

was a combination of yes or no questions, 

followed by an open space for students to 

explain their answer. The structured questions 

within the worksheet generated numerical data 

with a quantitative output. 

 

• Assessment 

• Self-

Reflection 

Feedback 

What Does 

Creativity 

Mean To 

You? Lesson 

• During this lesson, students got into groups of 

5, and discussed the 5 pictures provided: Mona 

Lisa, an Emily Carr painting, a waterpark, Maid 

of the Moss statue, and graffiti. They were to 

debate and discuss within their groups, and 

write their final answers down on the worksheet 

I gave them.  

• The questions on the worksheet were: What do 

you think is the most creative artwork, least 

creative, and one that your teacher thinks is the 

most creative. The purpose of the activity was 

to highlight that creativity means different 

things for different people. 

 

• Unstructured 

Interviews 

• Photographs 

• Memo-

writing 

Lesson 

Observations 
• See Table 2: Visual Approaches to Learning: 

Descriptions of Lessons Observed 

 

• Unstructured 

Interviews 

• Photographs 



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 47 

 

• Memo-

writing 

 

Making 

Connections 

Self-

Reflection 

• 6 of the 15 observations were a part of a year-

long project with the students known as the 

Heronry Observatory.  

• At the end of the 6 Heronry observations, a 

self-assessment rubric (See Appendix C) was 

given to each student where they were to reflect 

on how the lessons either increased or 

decreased their knowledge of the great blue 

heron, as well as the student’s ability to focus, 

draw, tap into their creativity and feel proud of 

their creations. This rubric generated numerical 

data with a quantitative output. 

 

• Assessment 

• Self-

Reflection 

Feedback 

• Rubric 

Community 

Art Show  
• At the end of the school year, there was a 

Community Art Show where students had the 

opportunity to share the art that was created 

over the course of the year during the Heronry 

Observatory Lessons. The entire school 

community was invited to come honour and 

celebrate the student's art. 

 

N/A 

 

Table 1 shows when each method was implemented to collect data, as well as a 

description of the assessment that took place. Please note that Design-Based Research, Case 

Study Methodology and Qualitative Coding were all used throughout the entire process. 

Data was collected based on a combination of: a) unstructured interviews (Bailey, 1996), 

b) photographs, c) memo-writing (Charmaz, 2006), and d) self-reflection feedback. Through 

these research methods, data not only included “objects of perception, but also those of memory, 

imagination and feeling” (Polkinghorne, 1989, p. 41).  

My data collection strategies (Bailey, 1996; Frith, Riley, Archer & Gleeson, 2005) were:   
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1. Unstructured Interviews: Informal interviews allowed me to learn and discover 

information about the setting of the students (Bailey, 1996, p. 72). Both the researcher 

and participants were engaged in a dialogue, which varied significantly from one 

participant to another, and from one setting to another. Each interview was transcribed 

and coded using Dedoose, a digital platform used for qualitative and mixed methods data 

analysis. Fourteen interviews were recorded and transcribed, all varying in lengths and 

level of interaction. 

2. Photographs: Photograph elicitation is a valid visual method when used in combination 

with other non-visual methods (Frith et al., 2005), and supports the reflection of the topic 

being explored in a unique way. In this case study, photographs were used to refresh my 

memory on each lesson and were paired with memo-writing (Charmaz, 2006), self-

reflection feedback and informal interviews to provide a grounded context for the other 

data collection methods. 

3. Memo writing: This process required me to record what I observed and experienced 

throughout the course of collecting data (Charmaz, 2006; Miles & Huberman, 1984). 

Personal self-reflection through memo writing (Charmaz, 2006) allowed me to look back 

to my notes later in the research process, and re-ground myself in the context of each 

lesson. 

4. Self-Reflection Feedback: Within this case study, students were given the opportunity to 

self-reflect on their experiences. This process acted as a form of structured memoing for 

the students. The importance of student self-reflection feedback through the design 

process was crucial, and facilitated on multiple levels through the Visual Self Reflection, 

Creative Confidence Self Reflection, and Making Connections Self Reflection. 
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Self-reflective rubrics were an active component of the reflections within this case study. 

As Flowers et al. (2015) states, “Scoring rubrics provide a uniform assessment of drawings and 

are adaptable to any environmental subject or component” (p. 848). However, it is also important 

to highlight that not all students perform well on survey-based metric evaluations (Armstrong, 

1994). For this reason, this case study used a mixed method approach, where self-reflective 

rubrics were used in conjunction with unstructured interviews. The self-reflective rubrics used 

within this case study were not formal assessments; the students did not determine their own 

grade. The goal of each self-reflective assessment was to “identify areas of strength and 

weaknesses in one’s work in order to make improvements and promote learning (Andrade & 

Valtcheva, 2009, p.1). Learning can be promoted through self-assessment if the following eight 

conditions are fostered (Goodrich, 1996): (a) awareness of the value of the assessment; (b) 

access to clear criteria on which to base the assessment; (c) a specific task or performance to 

assess; (d) models of self-assessment; (e) direct instruction in and assistance with self-

assessment; (f) practice; (g) cues regarding when it is appropriate to self assess; (h) opportunities 

to revise and improve the task or performance. Each condition listed above was incorporated in 

the design, implementation, and collection of self-assessment data that was involved in this case 

study.  

Out of the 15 lessons observed, 6 of them were long-term (multiple classes making up an 

overarching, longitudinal lesson that spans over weeks or months), and 9 were short term 

(completed within a 15-20 minute session). Below is an outline of the lessons observed with the 

number of times that the lesson occurred, lesson length, and a brief overview of the focus of each 

lesson:  
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Table 2   

Visual Approaches to Learning: Descriptions of Lessons Observed 

Name of 

Lesson 

Lesson Description Lesson 

Occurrence 

Lesson 

Length 

Heronry 

Observatory 
• This lesson had the students taking a 

closer look at the life cycle of the great 

blue heron by visiting their nesting 

habitat across the street from their 

school to draw and write their real-

world observations. At the end of the 

year, there was a Community Art Show 

where students had the opportunity to 

share their creations. 

 

6 times Long-term 

Visual Food 

Chain 

Sierra Club BC facilitated this lesson 

outdoors, which involved the students 

standing in a circle, each with a picture 

of their habitat or species in hand. 

Students proceeded to say their name 

one by one, grab a piece of rope, and 

either connect it to the soil, or another 

student’s picture. At the end, students 

tug on the rope to show how everything 

is interconnected; if the environment 

changes then everything is effected.  

 

1 Short-term 

Daffodil 

Sketch 

This lesson involved students sketching 

daffodils that were popping up in and 

around the playground at school. These 

daffodil sketches were then on the 

cover of their report card that students 

brought home to their parents. 

 

1 Short-term 

Community 

Map Making 

Students were given a map of the 

neighbourhood, and a math sheet with 

a clipboard. Over the course of the 

lessons, students were to estimate the 

distance in kilometres and minutes 

from one destination to another. The 

purpose of this exercise was to have 

students learn how to conceptualize 

distance, time, and place.  

1 Short-term 
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Local 

Culture 

Treasure 

Hunt 

Students were to find a local landmark 

with cultural significance by using the 

clues provided and, using watercolours, 

paint the statue there. The purpose of 

this lesson was to teach the students 

about the rich cultural history that 

exists within their local community. 

 

1 Short-term 

Fawn Lilies 

Sketch 

This lesson was facilitated in the 

spring; pink fawn lilies (Erythronium 

revolutum) were popping up on the 

school grounds. The teacher gave the 

students black construction paper and 

colour pencils, and let the students 

individually sketch the plants. 

 

1 Short-term 

Camas Lily 

Pastels 

This lesson was facilitated in the 

spring, and took place in the park 

across the street from the school. The 

teacher gave each student their own 

pack of pastels, and instructed them to 

individually re-create the Camas 

(Camassia quamash) in the park. 

 

1 Short-term 

What Does 

Creativity 

Mean to 

You? 

During this lesson, students got into 

groups of 5, and discussed the 5 

pictures provided: Mona Lisa, an 

Emily Carr painting, a waterpark, Maid 

of the Moss statue, and graffiti. They 

were to debate and discuss the 

questions, what do you think is the 

most creative, least creative, and one 

that [the teacher] thinks is the most 

creative, within their groups, and write 

their final answers down on the 

worksheet that I gave them. The 

purpose of the activity was to highlight 

that creativity means different things 

for different people. 

 

1 Short-term 
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Community 

Wish Sticks 

Facilitated by a local environmental 

artist and parent of one of the students, 

the lesson began with student’s closing 

their eyes and thinking about what they 

enjoy about the park. After this, 

students were told that they were going 

to be celebrating the park, and making 

wishes for it as well. She gave each 

student a small piece of paper, where 

they were able to write a wish about 

the park. Once they were finished, they 

grabbed a stick that was in the circle, 

and wrapped yarn around the stick, 

sticking the wish paper in between the 

stick and yarn. 

 

1 Short-term 

Native and 

Invasive 

Plants 

An individual from the Parks 

Department in Victoria facilitated a 

small workshop on the various native 

and invasive plants that can be found 

around the park and close to the 

student’s school. The facilitator used 

visual representations, and had each 

one of the plants there to show the 

students. He spoke about where 

invasive plants came from, and how 

they can help or hinder nature 

environments in the city. Afterwards, 

students were to draw one of the plants 

that were talked about. 

1 Short-term 

 

In summary, the data collection process went as follows: Visual Self-Reflection, Outdoor 

Lessons with unstructured interviews (10 Lessons), Creative Confidence Self-Reflection, What 

Does Creativity Mean To You? (1 Lesson), Outdoor Lessons with unstructured interviews (4 

Lessons), Making Connections Self-Reflection. 
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Data Analysis 

Text Analysis. 

The interviews that were transcribed and coded during this case study were informed by 

qualitative coding, which contains multiple phases: 1) an initial phase involving naming each 

word, line, or segment of data followed by 2) a focused, selective phase that uses the most 

significant or frequent initial codes to sort, synthesize, integrate, and organize large amounts of 

data. (Charmaz, 2006, p. 46). Through the process of coding, I was able to make sense of my 

data. Charmaz (2006) continues:  

We interact with our participants and subsequently interact with them again many times 

over through studying their statements and observed actions and re-envisioning the 

scenes in which we know them. We define our codes and perhaps later refine them; we 

try to understand participants' views and actions from their perspectives. These 

perspectives usually assume much more than what is immediately apparent. We must dig 

into our data to interpret participants' tacit meanings. Close attention to coding helps us to 

do that. (p. 47) 

This meticulous process involved three steps after transcribing the interviews: initial, 

focused, and axial coding (Charmaz, 2006). 

In the first step of the qualitative coding, Initial Coding, I coded using words that 

reflected action (Charmaz, 2006, p. 47). I remained open to my data, but still diligently coded my 

transcripts line by line, and identified themes by grouping the words that were coded that 

reflected action. For example, doubt, judgment, and validation were action-oriented codes that 

emerged from conversations with students. These codes were then grouped into the theme of 
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self, because doubt, judgment, and validation were all attributes of the dialogue where students 

were critiquing themselves. 

 During the next stage, Focused Coding, I used the most significant codes (codes that 

appeared the most frequently) in the Initial Coding phase to sift through all of the transcripts. 

“Focused coding requires decisions about which initial codes make the most analytic sense to 

categorize your data incisively and completely” (Charmaz, 2006, 58). For example, codes 

labeled doubt, judgment, and validation were then grouped into theme of self, because doubt, 

judgment, and validation were all attributes of the dialogue where students were critiquing 

themselves.  

The third stage in this process is called Axial Coding, and “relates categories to 

subcategories, specifies the properties and dimensions of a category and reassembles the data 

that has been fractured during initial coding to give coherence to the emerging analysis” 

(Charmaz, 2006, p. 60). For example, I re-coded the dialogue that was coded for doubt and 

judgment (self) multiple times, and was able to code the interviews for emergent themes like 

negative or positive lesson engagement, short-term and long-term lesson codes etc. This third 

stage of coding allowed me to layer various themes to see if any patterns emerged. Negative or 

positive lesson engagement was identified by addressing the tone and dialogue that the student 

had with me during the interview. Once I coded the general themes during the Initial and Axial 

Stages, I began looking more closely at dialogue during the Focused Stage, and re-coded to 

create categories and subcategories several times. 

Memo writing is a significant component of qualitative coding because it prompts the 

researcher to analyze data and codes early on in the process, and was a significant component of 

the data collection and analysis phase for me. Since the interviews that I facilitated were 
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unstructured and done in the moment, they were very fast-paced. After each session I created 

space in my day for post-lesson reflection time where I analyzed the thoughts, ideas and 

moments within my data collection. The memo-writing process continued throughout the 

analysis of my interview transcripts as well. 

After completing each session with the students, I typed up field notes, self-reflected and 

transcribed each interview. The qualitative coding framework bridged the gap between the data 

that has been collected and developing reasoning to explain the data (Charmaz, 2006). By 

analyzing my data using qualitative coding, I was able to engage with my data in a deep way.  

Self-Reflection Instruments. 

Data analysis for my research involved three components: qualitative coding for the 

interviews, tabulation of the results from the Creative Confidence Self- Reflection and Making 

Connections Self-Reflection, and a rubric grading framework for the Visual Self-Reflection. The 

self-reflection instruments were the Visual Self-Reflection completed at the onset of the study, 

the Creative Confidence Self-Reflection completed after the Camas Lily Pastels short-term lesson 

(Lesson #10), and the Making Connections Self-Reflection completed after the long-term 

Heronry Observatory Lesson. Appendix A shows the Visual Self-Reflection (Flowers et al., 

2014) Worksheet; a blank sheet with a drawing prompt that asked the student to “Please draw 

and label a habitat or ecosystem that you play in each day”. The students had 20 minutes to 

complete the independent activity at their desk. The worksheet has a rubric (Appendix A) that 

lists drawing factors: human, biotic, abiotic, and human built or designed. Each student’s 

drawing was given points that ranged from 0-4 for each drawing factor. For example, a human 

drawing factor worth one point would be ‘any humans’, worth two points would be ‘a human 

standing on a bridge or the ground’ etc. The purpose of the drawing rubric is to rate the 
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complexity of the student’s drawing according to each drawing factor. Each drawing was also 

categorized further by habitat type (indoor, backyard, park or playground, natural outdoor). Once 

all of the drawings were collected, I rated each picture using the rubric, and externally validated 

my ratings by having an external researcher rate each picture independently using the same 

rubric. All of the data was then tabulated into Microsoft Excel, and analyzed for themes and 

patterns. 

The Creative Confidence Self-Reflection was an independent, open-ended writing 

exercise (after the Daffodil Sketch Short-Term Lesson) that asked students if they gave the 

lesson all of their attention and focus, how they felt after the lesson, if they were proud, and if 

they would choose to do the lesson inside or outside (Appendix B). This exercise was distinct 

because each question had students asking why they felt the way they did. The purpose of asking 

why was to find out the reasoning behind the emotions of each student. For example, one of the 

students said that they did feel proud of what they had created, and when asked why, they said 

that they worked hard on it. While the interviews that I completed also looked at eliciting the 

why, I wasn’t able to speak with every student during each lesson to hear their thoughts and 

feelings. Having a self-reflection worksheet allowed me to hear each student’s voice on an 

emotional level. These results were also tabulated into Microsoft Excel, and analyzed for themes 

and patterns.  

The Making Connections Self-Reflection (Appendix C) was given to the students at the 

end of the school year, once the long-term Heronry Observatory lesson was complete. The goal 

of this lesson was to have students reflect on their ability to focus, draw, tap into their creativity 

and feel proud of their creations throughout the long-term lesson. The student’s were able to rate 

each skill as ‘yes’, ‘sometimes’, ‘not really’, or ‘not at all’. This worksheet was made in 
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collaboration with the teacher, and was utilized as a part of the student’s individual grade 

assessment at the end of the school year. Since this was a close-ended self-reflection, I was able 

to tabulate all of the results into Microsoft Excel which allowing me to compare and contrast the 

students’ results from the other self-reflection, and supported me in creating graphs, pulling 

percentages from each question and drawing results accordingly.  

Trustworthiness and Credibility 

Qualitative researchers embark on a journey of observing and understanding the lived 

experiences of their participants through an often-complex research design. To ensure credibility 

throughout this qualitative case study, I utilized several data collection methods during my 

observations, and searched for patterns and consistencies within the data set that grew out of 

each method. Triangulation is a concept that was utilized in this case study to sort through my 

data and look for patterns that emerged by comparing a variety of methods (Clark & Creswell, 

2011). As seen in Table 1, the wide range of data collection methods that I used throughout this 

study all have a purpose, and supported me in looking for common themes throughout multiple 

methods. To ensure the credibility of the patterns that I was seeing in the data set, Dr. Richard 

Kool and I met on multiple occasions to discuss the patterns that grew out of each method. 

Additionally, for the Visual Self-Reflection Assessment, I graded the visual assessment using the 

rubric that accompanied the activity. To ensure credibility of the grading of each visual 

representation, I had an independent researcher rate each picture herself. We had discrepancies 

on 3 components out of the 17 rubrics that had 4 components each, and resolved these 

discrepancies through meaningful discussion.   
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Research Ethics 

To ensure record confidentiality, all of the digital data and participant files collected from 

this research study were stored in a locked folder within an external hard drive that was kept in a 

secure place and not accessible to the public. All paper files, including worksheets and 

evaluations, were stored in a secure binder in my personal office. I am the only person that has 

access to this secure location. Participant confidentiality was further maintained through Consent 

Forms, which gave parents and/or children the opportunity to opt out of any and all components 

of the study. Consent was granted for participants being audio taped, photographed, using a 

pseudonym, or choosing to remain anonymous. All of these boundaries were put in place so that 

parents and children had their comfort levels met before, during, and after the research study. 

Furthermore, the Principal of South Park Family School approved the usage of the school name 

within this study. The raw data was archived for further analysis, but kept confidential to ensure 

that the privacy of participants’ information and data was protected. Upon conclusion of the 

study, all digital data will be permanently removed from the external hard drive, and all physical 

data will be destroyed.  

Study Limitations and Delimitations 

The limitations of this exploratory study included the willingness of participants to fully 

engage with the research process. Students in a split-classroom have a wide range of learning 

abilities and as a result, their level of engagement and focus varied significantly. Through the 

informal interviews, I was able to meet the needs of a wide range of students because I had the 

flexibility to float amongst students and engage with them individually throughout the lesson.  

I acknowledge that it would have benefited my research greatly if I was able to distribute 

the Making Connections Self-Reflection rubric in the middle of this study as well as at the end. 
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Having the same instrument used twice would have allowed me to explore longitudinal change in 

a more reliable way. Since the Making Connections Self-Reflection rubric was created in 

collaboration with the teacher closer to the end of the study, the distribution of it partway 

through was not possible. 

Another limitation of this study was that I have little confidence in my ability to 

generalize. As Mayring (2007) states, “Explorative studies do not generalize well but develop 

general statements, hypotheses, which can be tested for generality in following studies” (p. 2).  

I acknowledge how small this case study is having only observed 22 students, and understand 

that more research will need to be done to further investigate my claims and put my proposed 

Optimization of Creative Competency for Visual Place-Based Learning four quadrant model into 

action. My findings were limited because my sample size was one classroom that was immersed 

in an urban environment unique to their geographic and socio-economic landscape. As such, I 

strongly encourage further research on this topic.  

During this study, the major delimitation was that I was constrained to only one class at 

one urban elementary school. As a result, the opportunity to engage participants was limited to 

one classroom, which had its own behavioural dynamics that influenced the structure of the data 

collection significantly; students struggled with comparing themselves to other students in their 

class, which led to the data collection for this study focusing on self-reflection.  
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Chapter Four: Findings and Discussion 

“ Good design encourages a viewer to want to learn more.” Alexander Isley (2008) 

This section provides results from each data set that are relevant to my original research 

question: How can visual approaches to place-based learning influence the creativity 

competency of children living in cities? Since there were many layers of data collection and 

analysis used to capture the lived experiences of the students participating in this study, this 

chapter is organized into two main sections: findings according to method collected, and data 

comparison through different methods.  

Findings According to Method Collected 

This section has been separated by the method through which the data was collected: 

visual self-reflection, creative confidence self-reflection, making connections self-reflection, and 

interviews.  
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Visual Self-Reflection. 

The Visual Self-Reflection rubric was created by Flowers et al. (2004) to capture the 

environmental attitudes and awareness of students through open visual representation of 

ecosystems (See Figure 2). Table 3 depicts the drawing elements that were found within the 

Visual Self-Reflection (the first reflection they did at the start of the program, that asked the 

students to draw a habitat or ecosystem that they play in each day), which include habitat 

components (human, biotic, abiotic, human-built), habitat type (indoor, backyard, park or 

playground, natural outdoor), and also goes into further detail regarding what specific features of 

the habitat exist within the drawing (sun, flower etc.) (See Appendix A for clarification of 

terms). 

Table 3 

 Presence of Drawing Rubric Elements (Habitat Components and Type) in Visual Self-Reflection 

Rubric Factor Count  

Habitat Components*  Percentage (of all components) 

Figure 2. Visual Self -Reflection Example: Watching Hockey on TV (Human-Built Habitat Component) 
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Human 

Biotic 

Abiotic 

Human-Built 

9 

5  

1 

36 

18% 

10% 

2% 

70% 

Habitat Type** 

Indoor 

Backyard 

Park or Playground 

Natural Outdoor 

 

13 

1 

2 

1 

Percentage (/17 students) 

76% 

0.5% 

1.2% 

0.6% 

 

* Students could indicate more than one habitat component 

** Flowers et al. (2014) rubric allows one habitat type to be chosen by the rater  

When asked to draw a habitat or ecosystem they play in each day, all 17 students 

incorporated a visual representation of something human-built or designed (See Figure 3) within 

their picture (e.g., play structures, apartment buildings, television set, video games, bedroom, 

home interior and exterior, school etc.); 4 students drew a biotic element (e.g., trees, flowers, 

bushes and grass) in their picture, 5 students drew humans (family and friends) in their picture, 

and only one student drew an abiotic element (a sun) in their picture. For clarity, one student had 

scores biotic twice, and the other three students had scored one each. As seen in Table 3, out of 

the 17 visual representations completed, a human-built component was drawn 36 times, making 
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it the most frequently drawn habitat component. For example, one student had 1 human-built 

habitat component within their picture because they drew a video game (Figure 3), while another 

student drew 3 apartment buildings, and received 3 human-built habitat component points for 

that complexity. The following results show that the environment that each student plays in each 

day has a strong focus on human-built, urban environments. 

Creative Confidence Self Reflection (After Camas Lily Sketch Short-Term Lesson). 

The following answers are from a self-reflection worksheet given to the students after a 

short-term, visual urban-outdoor lesson. When asked if they felt like their drawing skills were 

improving, students said yes 32% (6/19) of the time, and no 53% (10/19) of the time. When 

asked to elaborate on why not, some responses were: “Too easy… My drawing looks the same… 

I didn’t do better than before… It’s just another lesson”. These results show that students may 

have felt disengaged with the lesson and had a negative learning experience because their skills 

exceeded the level of expertise needed for the lesson i.e., challenge and skill did not match. 

During a short-term lesson, if a student’s level of skill surpasses the task/challenge at hand, there 

Figure 3. Visual Self -Reflection Example: Video Games (Human-Built Habitat Component) 
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were instances of boredom. An example of a student eliciting boredom during a short-term 

lesson is, “My drawing skills aren’t improving because the task is too easy”. If a student’s level 

of skill does not meet the task/challenge at hand during a short-term lesson, there were also 

instances of anxiety. An example of a student eliciting anxiety is, ‘My drawing skills aren’t 

improving because I didn’t do better than before’.  

As stated earlier, visual approaches to learning are cross-curricular strategies that involve 

both artistic (drawing, painting etc.) and visual thinking (mind maps), and can be a vehicle for 

urban place-based connection. Drawing is a visual approach to learning that was heavily utilized 

in Cityscape, and is an approach to learning that can be a means to enhancing the creative 

competency of a student (Chan & Zhao, 2010). 

Table 4 

 Creative Confidence Self-Reflection Results 

 Yes No 

Felt like they gave the lesson all 

of their attention and focus... 

 

90% (17/19) 10% (2/19) 

They practice their drawing 

skills outside of school... 

 

47% (9/19)  53% (10/19) 

Felt proud of what they’ve 

created...  

 

 74% (14/19)  21% (4/19) 

 

Through data analyzed from the Creative Confidence Self-Reflection (Table 4), out of the 

9 students that practiced their drawing skills outside of school, 6 of those students felt like their 

drawing skills were improving during the lesson, and 8 of those students were proud of what 

they had created. The one student that did practice their drawing skills outside of school, but was 

not proud of what he had created, repeated three times in his self-reflection that the task at hand 
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was too easy for him. This supports the results previously presented, which relate to the 

significance of the merging of skill and challenge in a lesson; if the student’s skill surpasses the 

challenge at hand, it is suggested that the result can be boredom. This same student is one of the 

two students (See Table 4) that stated they did not give the lesson all of their attention and focus. 

My interpretation is that this student felt bored, disengaged with the lesson and as a result, did 

not give the lesson his attention or focus. This comparison also highlights the importance of 

students’ practicing their drawing skills outside of school; for these 9 students, their level of skill 

improved both during and outside of school hours, and either matched or exceeded the task given 

to them during the lesson. 

Table 4 also shows that 4 students didn’t feel proud of what they had created. When 

asked to elaborate on why they didn’t feel proud, their responses were: “ It doesn’t matter, it’s 

just another lesson… I don’t like to draw, I don’t know… Because it’s easy… Because it looks 

like all of the other ones.” As stated earlier, these phrases can also be categorized on a spectrum 

of feeling from anxious to bored, which are responses to an experience that differs from flow. 

For example, the student that said his drawing skills weren’t improving also said that he didn’t 

feel proud of his creation because it was too easy. I’ve suggested that this student was bored as a 

result of high creative competency that is disproportionate to the challenge at hand. With a 

different challenge, this student might have been able to experience flow. For example, a student 

who said that she did give the lesson all of her attention and focus, felt proud of what she had 

created and felt that her drawing skills were improving, stated that “drawing is interesting… my 

arms are getting stronger too (when talking about how her drawing skills are improving)… 

every artist has their own strengths (when talking about how proud she was)”. This student’s 

level of skill was well-matched with the task at hand, and has given her a good chance to 
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experience flow. Another student that said they were focused because they “liked art and wanted 

to learn more about it”, and also stated that they “drew more carefully than at the start of the 

year”. This points to the longitudinal significance of the visual outdoor learning process; the 

Creative Confidence Self-Reflection was completed after a short-term lesson, but partway 

through the school year. As the student’s ability and skill develop, the teacher would need to 

further develop lessons that challenge students.  

Making Connections Self-Reflection (After Heronry Observatory Long-Term 

Lesson). 

The Making Connections Self-Reflection (See Table 2) rubric was separated into five 

categories (Appendix C): focus, drawing, scientific, creativity and feeling proud. These 

categories are relatively consistent with those found within the Creative Confidence Self-

Reflection that was distributed after Lesson #10. It was my objective to have similar assessment 

categories within each self-reflection, so that I could cross-reference both assessments for 

progression throughout the school year. The four options that students were given when rating 

their urban-outdoor visual learning experience at the end of the long-term heronry observatory 

lesson (and within the Making Connections Self-Reflection) were: ‘yes’, ‘sometimes’, ‘not 

really’, and ‘not at all’. Note that ‘sometimes’ is being categorized with ‘yes’ to present findings 

because it signifies progress towards the goal.  
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Table 5 

 Making Connections Self-Reflection Results 

 Yes/ sometimes Not really Not at all 

Felt like they could 

maintain focus for the 

entire heronry lesson 

outside by the end of 

the year… 

 

 

74% (14/19) 

 

26% (5/19) 

 

0 (0/19) 

As a result of the 

heronry lesson 

outside, they became 

a more creative 

person by the end of 

the year… 

 

 

84% (16/19) 

 

16% (3/19) 

 

0 

Felt proud of what 

they have created and 

accomplished with 

the long-term heronry 

observatory lesson… 

 

 

95% (18/19) 

 

0.5% (1/19)  

 

0 

Felt that as a result of 

the heronry lesson, 

their drawing skills 

improved… 

  

90% (17/19) 

 

11% (2/19) 

 

0 

 

Table 5 shows that during the Making Connections Self-Reflection, 17 students that felt 

like their drawing skills improved, 18 felt proud of what they had accomplished, and 16 felt that 

as a result of the heronry observatory, they became a more creative person by the end of the 

school year. The single student who did not feel proud of what he had created also did not feel 

creative, confident or that they could maintain attention and focus.  

In every category, the lowest rating -- ‘not at all’-- was not highlighted once. The 

effectiveness of the long-term visual urban-outdoor lesson can be seen in the high satisfaction 
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results expressed by students within the Making Connections Self Reflection. This self- 

assessment was designed, developed, and implemented in collaboration with the teacher that 

facilitated the long-term lesson throughout the school year.  

Making Connections Self-Reflection and Creative Confidence Self-Reflection. 

As stated earlier, during the Creative Confidence Self-Reflection, two students (Student 

A and Student B) felt like they could not give the lesson all of their attention and focus. The 

progression of these students was tracked using both the Creative Confidence and Making 

Connections Self-Reflection. Both Student A and Student B expressed that they could not give 

the short-term lesson all of their attention and focus, but had improved their skills in each area by 

the end of the school year. Student A said that although the teacher may have to sometimes 

remind him to keep focused on the lesson, the heronry observatory long-term lesson helped his 

drawing skills improve and as a result, he felt that he had become a much more creative person. 

Student B said that as a result of the heronry observatory lesson, he was able to focus if he really 

put his mind to it, became a more creative person, and was very proud of all that he had 

accomplished with the long-term lesson. These observations highlights a connection between 

creative competency and a student feeling completely immersed or engaged within a visual 

lesson (flow).  

Furthermore, during the Creative Confidence Self-Reflection, 10 students stated that they 

did not practice their drawing skills outside of school (Table 4). During the Making Connections 

Self-Reflection, these students were asked if they saw an improvement in their drawing skills, 

and 9 of the students who said they did not practice their drawing skills outside of school said 

yes (the final student in this comparison was absent during the Making Connections Self-

Reflection). The Making Connections Self-Reflection was separated into five areas: focus, 
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drawing, scientific knowledge, creativity and pride, while the Creative Confidence Self-

Reflection was separated into focus, drawing, pride, and whether the students draw outside of 

school. When comparing the two self-reflections, the focus, drawing skills, and pride of the 

students have increased as a result of the long-term heronry observatory lesson. Students that did 

not feel focused (10%) or confident (21%) with their skills during the short-term lesson (Table 4) 

felt focused (74%) and proud (95%) because of what they had accomplished with the long-term 

lesson (Table 5). As stated previous, I have operationalized creative competency to five 

categories: focus, effort, pride, self-validation, and willingness to think outside the box. By 

looking at the data presented within the Making Connections Self-Reflection, feelings of focus, 

effort, and pride all had increased. 

Interviews. 

Through a qualitative coding framework, themes within the unstructured interviews 

emerged. The codes that were created throughout this process were:  

Figure 4 
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List of emergent codes from transcripts 

 

 

 

 

 

 

 

 

 

The blue and green lines distinguish codes within a particular theme. The green line is a 

central theme that emerged, and the blue lines are sub-themes that fit within a central theme 

(green line above it). For example, Collaborative and Independent Study are two smaller themes 

that would fit within the theme of Lesson Interaction Type. The purpose of having central themes 

and sub-themes is for coherence, and gives me the ability to cross-reference the sub-themes for 

significance. Since the interviews were through the lived experiences of Grade 3 and 4 students, 

they were often short, informal interviews that evoked emotion and included significant dialogue 

amongst students. As a result, each interview was coded and re-coded multiple times. For 

example, an interview that was coded for focus or effort could then be re-coded multiple times 

for lesson length, engagement, collaborative or independent study etc.   

Negative and Positive Lesson Engagement. 

One of the important themes that emerged was lesson engagement. An indication of a 

negative lesson engagement would be disengagement and/or frustration with the lesson because 
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of a variety of factors, which in this case study included boys yelling or cars buzzing by. For 

example, in a short-term drawing lesson outdoors, a student had trouble focusing and noted the 

following: “It’s really warm. And the cars”. In this scenario, the student felt disengaged and 

frustrated with the lesson because the cars buzzing by were disrupting their focus. A positive 

lesson engagement would be when a student is fully engaged with the lesson, feeling hopeful and 

optimistic about the lesson. For example, in a long-term drawing lesson outdoors, a student noted 

the following:  

Lesson #1 - February 25, 2016  

Roxanne: Do you like drawing outside? 

Student #1: Yeah. I love doing it.  

Roxanne: You love doing it? Why? 

Student #1: Because there’s lots of stuff that I can look at then draw 

 

In the scenario above, the student felt engaged and optimistic about the lesson because 

she was focused and achieving the goal of the lesson. Negative (coded 12 times) and positive 

lesson engagement (coded 10 times) were coded in each interview, in addition to self-doubt and 

self-judgment. When cross-referencing the codes from all interview transcripts, negative lesson 

engagement (coded 12 times) and self doubt and self-judgment (coded 13 times each) always 

occurred within the same interview; there was never an instance of self-doubt and self-judgment 

being coded in a positive lesson engagement. Additionally, the codes self-validation (coded 10 

times) and negative lesson engagement were never coded in the same interview. This signifies 

that if a student is engaging with a lesson positively, there will be no self-doubt or self-judgment 

from the student (the student is showing self-validation during the process).  Once again, I do 

acknowledge that my sample size was only one class with 22 students; further research will need 

to be done to assess these patterns. An example of self-judgment is the following:  

Interview #1 - February 11, 2016  
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Roxanne: What’re you guys drawing? 

Student #2: I’m trying to draw it’s horrible 

 

An example of self-doubt is the following:  

Lesson #3 - February 25, 2016  

Roxanne: Does it make it easier when you can touch and feel the flower? 

Student #1: I just don’t get it. 

 

On the other hand, when cross-referencing interview transcripts, positive lesson 

engagement (number of codes) and self-doubt and self-judgment (number of codes) were never 

coded within that same interview transcript. As a result of this analysis, I have found a positive 

relationship between negative lesson engagement and self-doubt or self-judgment. 

Furthermore, when students had a negative visual urban-outdoor learning experience, 

there were 13 codes each for self-doubt and self-judgment (across all of the interviews) within 

that same experience.  If a student had a positive learning experience when they engaged with 

the lesson, there were no codes associated with self-doubt or self-judgment. Parallel to the 

findings that emerged from positive and negative lesson engagement, if a student had a positive 

experience with a lesson, self-doubt and self-judgment were not present.  As stated previous, a 

core component of both flow and creative competence is having self-validation, and one of the 

five elements of creative competency is pride. Self-validation and pride were two codes that 

emerged from the data set, and only emerged during interviews where codes of positive lesson 

engagement and positive outdoor experiences also occurred. To ensure that a student does not 

have self-doubt or self-judgment during a lesson (which could lead to negative lesson 

engagement), a student’s skill must meet the challenge or task at hand; if the student’s skill is not 

developed enough for the task, then feelings of self-doubt and self-judgment may emerge.  



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 73 

 

Although I wasn’t able to collect data from the teacher, throughout my time interviewing 

students as they participated in each visual lesson, I was also able to engage with the teacher of 

this study extensively; she had an immense passion for both visual learning and taking her 

students outdoors as often as possible. Prior to the beginning of the school year, she distributed a 

school district approved waiver to students so that she was able to organized parent chaperones, 

and obtained permission to take students off school grounds to explore their local community. 

The teacher that participated in this exploratory study had a long-term commitment to her 

student’s quality of education, which was shown in the highly detailed lessons outdoors and the 

simultaneous organization of logistics like chaperones and volunteers at the beginning of the 

year to ensure that her students had a quality urban-outdoor experience. 

What Does Creativity Mean To You? Lesson. 

Halfway through observations of the research-informed learning experiences, I was able 

to identify a barrier to learning for children, and had the opportunity to design, develop, and 

implement a unique lesson to try and overcome this barrier. This component of the case study 

falls outside of the realm of design-based research, and is more grounded in action research. 

This case study used design-based research, but was briefly informed by action research 

where I discovered a problem, and actively implemented a lesson called What Does Creativity 

Mean to You? (See Appendix D) that would support students with filling a gap in their learning 

that I had observed. The purpose of that lesson was to generate a conversation with the students 

about their varying perspectives of creativity, with the purpose of opening up the students’ minds 

further to different ways of thinking. This activity was facilitated two thirds of the way through 

the lessons with students outside in the community, and was in response to an observation: 

students seemed to lack creative confidence. During this lesson, students had meaningful 
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discussions about how creativity means different things for different people, and anything they 

create has value and is unique. The action research component grew out of the design-based 

research. As I was cycling through the three phases of design-based research, an opportunity 

arose where I got to step out of the observer role, and move into an educational practitioner role, 

which was a highly valuable experience. After this session was designed, developed, and 

implemented, a period of self-reflection occurred. 

 

 

Data Comparison Through Different Methods 

Themes that emerged during this study grew out of a multifaceted data collection 

approach that involved four assessments, as discussed above. In this section, I will highlight a 

number of themes that emerged through a layered, comparative analysis of the data sets from 

each method.  

Short Term vs. Long Term Lessons. 

As outlined earlier, both short and long-term lessons were facilitated in this study. A 

short-term lesson is completed quickly (15-20 minutes), while a long-term lesson is where 

multiple sessions make up an overarching, longitudinal lesson that spans over weeks or months. 

For example, a short-term lesson within this study was walking across the street of the school to 

sketch daffodils in the Spring (See Table 2). The central, long term lesson of this study was the 

heronry observatory, which had the students taking a closer look at the life cycle of the great blue 

heron through visiting their habitat across the street from their school, drawing and writing their 

real-world observations (See Table 2). Out of the 15 lessons observed, 6 of them were long-term, 
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and 9 were short term. A detailed list and description of each lesson can be found in Table 2: 

Visual Approaches to Learning: Descriptions of Lessons Observed. 

The Creative Confidence Self-Reflection (See Table 1) worksheet was completed after a 

short-term lesson, and compared with results of the Making Connections Self Reflection 

worksheet that students were given at the end of the long-term lesson. As stated previously, I 

tabulated the results that each student gave for both self-assessments in Microsoft Excel, 

calculated percentages for each question, and compared the questions and answers of both self-

assessments. For example, on the Creative Confidence Self-Reflection, Question 4 asks, “Do you 

feel proud of what you have created?” while on the Making Connections Self-Reflection, 

Question 5 asks, “Do you feel proud of what you have created and accomplished with the 

heronry art project?”. The comparison of students’ answers for both of these questions shows 

that during the Creative Confidence Self-Reflection (after short-term lesson), 74% (14/19) of the 

respondents felt proud—one of five elements of creative competency—while during the Making 

Connections Self-Reflection (after long-term lesson), 95% (18/19) of the respondents felt proud. 

Within the Making Connections Self-Reflection, students also said that by the end of the year, 

84% (16/19) of students felt that as a result of Heronry Observatory, they became a more 

creative person. These results suggest that the consistent progression of a long-term lesson that 

spans over weeks or months gives students the time to overcome challenges and further develop 

their creative skill.  

Relationship Between Flow, Creative Competency and Long-Term Lessons. 

Csikszentmihalyi’s (1990) concept of flow was operationalized for this exploratory study, 

and broken down into five categories: focus, control, self-validation, enjoyment, and 

engagement. The concept of creative competency was also operationalized and broken down into 
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five categories: focus, effort, pride, self-validation, and willingness to think outside of the box. 

The purpose of breaking down these concepts was so that as I was coding my interviews and 

patterns began to emerge, I could classify the actions that were occurring during the dialogue as 

an attribute of either flow or creative competency. Students did not have to exhibit all five 

categories within either flow or creative competency to illustrate a progression toward the 

concept. For example, if a student exhibited focus, control, and self-validation, but not 

enjoyment or engagement, I still counted this as a progression toward flow. Table 6 illustrates 

the codes that were present in each of the five categories that fall under both flow and creative 

competency. 

Additionally, since the interviews were coded for lesson length, I was able to 

compartmentalize patterns and themes that emerged within both short-term and long-term 

lessons. I pulled codes that fell within flow and creative competency from the interview data set 

for another layer of analysis: 

Table 6 

 Flow and Creative Competency Code Count for Long and Short Term Lessons 

 

 

Codes Long Term (Code 

Count) 

Short Term (Code 

Count) 

 

 

Flow 

Focus 8 4 

Control 5 3 

Self-Validation 4 1 

Enjoyment 6 2 

Engagement 10 4 

 TOTAL 33 14 

    

   

 

Creative 

Competency  

Focus 8 4 

Effort 21 7 

Pride 3 2 

Self-Validation 4 1 

Outside the Box 8 6 

 TOTAL 44 20 
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Table 6 shows that during long-term lessons, components of flow—focus, control, self-

validation, enjoyment, and engagement—were coded 33 times. Furthermore, during long-term 

lessons, components of creative competency — focus, effort, pride, self-validation, and thinking 

outside the box — were coded 44 times. Connecting these findings back with the self-reflection 

assessments shows that within the Making Connections Self-Reflection (long-term heronry 

observatory lesson), 74% (14/19) of students reported that they felt that they were focused, 84% 

(16/19) felt that they were more creative and 95% (18/19) felt proud of what they have created 

and accomplished. These are all elements that fall within the five categories that can build an 

individual’s creative competence. 

When I compared the results of the Creative Confidence Self-Reflection with the Making 

Connections Self-Reflection to the interviews that were coded (See Table 6), similar results 

emerged in the context of flow and long-term lessons. Level of focus, control, effort, self-

validation, thinking outside the box, enjoyment, engagement, and pride seem to be consistently 

higher in long-term lessons. For example, during the Making Connections Self-Reflection (after 

long-term lesson), 95% (18/19) of the respondents felt proud, 84% (16/19) felt more creative, 

and 79% felt like they could maintain focus during the long-term lesson (See Table 5). For 

example, Student A said that although the teacher may have to sometimes remind him to keep 

focused on the lesson, because of the heronry observatory long-term lesson, his drawing skills 

improved and as a result, became a much more creative person. While visual approaches to 

learning within this study involve both artistic (drawing) and visual thinking (mind maps), the 

teacher utilized artistic visual approaches – drawing in particular – more frequently, which can 

be a means to enhancing the creative competency of a student (Chan & Zhao, 2010). The 
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challenge that Student A overcame throughout the course of the long-term lesson was 

maintaining his focus; during the initial Creative Competency Self-Reflection, he said that he 

could not focus because he, “ran away when the teacher was talking”.  Furthermore, I speculate 

that a development of creative competence may be achieved through long-term visual lessons 

because it allows the student to establish a positive work ethic, and gives students the 

opportunity to work toward both personal and common goals with their classmate. Based on my 

research, further investigations should be carried out on the hypothesis that long-term lessons 

allow for the developing of a better work ethic, and the cultivation of personal and common 

goals with classmates. 

Csikszentmihalyi’s (2014) model for optimizing human experience outlines the various 

emotions that someone may have when undertaking a certain task; these include anxiety, 

boredom, apathy, and flow. Below, I present data from my interviews that represent these four 

quadrants. 

Boredom. 

Boredom occurred when the length of the lesson was short-term (no ownership over the 

process) and the creativity competency (skill) of the student is too high (skill surpasses 

challenge). 

Interview #5 - March 31, 2016 (Short-Term Lesson, High Creative Competency) 

Researcher: So you have drawn one of these before? 

Student #1: Yeah. With long grass. 

Researcher: Are you excited to draw it?  

Student #1: No 

Research: Why aren’t you excited to draw it? 

Student #1: Because I’ve drawn it before  

Researcher: But every flower is different right? 

Student #1: Why would I be excited to draw the same thing? 
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Anxiety. 

Anxiety occurred when the length of the lesson was short-term (not enough time to 

develop skill) and creative competency (skill) was low. 

Interview #1 - February 11, 2016 (Short-term Lesson, Low Creative Competency) 

Student #2: I’m trying to draw it’s horrible 

Student #3: I’m trying to draw. This is horrible 

 

Apathy. 

Apathy and a lack of enthusiasm occurred when the lesson length was long-term and 

creative competency (skill) was low. I believe that some students may show apathy during a 

long-term lesson when they encounter and work through challenges over the span of the school 

year that are simply too much for them; apathy may be a way to deal with the frustrations of 

encountering what they might see as an insurmountable challenge. 

Interview #3 - March 31, 2016 (Long-term Lesson, Low Creative Competency) 

Researcher: Are you proud of your drawing? 

Student #1: Not Really 

Researcher: Why aren’t you proud of your drawing? 

Student #1: It’s not one of my things 

Researcher: You’re really great at it though 

Student #1: *Shrugs* 

 

Flow. 

Flow seemed to occur if the lesson length was long-term and the creative competency 

(skill) was high. Within this study, when the lesson length changed from short-term to long-term, 

so did the opportunity to reach flow if creative competence also could increase. 

Interview #1 - March 31, 2016 (Long-term Lesson, High Creative Competency) 

Roxanne: How’s it going over here girls? 

Student #1: Good 

Roxanne: How are your drawings. 

Student #1: Good 
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Roxanne: Great 

Roxanne: Do you like drawing? 

Student #1: Yeah I love drawing 

Student #1: I just like to.  

Roxanne: Have you done it since you were little? 

Student #1: Yeah. Since I was 3 years old 

Roxanne: And do your parents like drawing? Did they teach you how to draw? 

Student #1: I just like drawing 

Roxanne: Why do you like drawing? 

Student #1: I don’t know. It’s fun. 

Roxanne: I know. I love drawing too.  

Student #1: I especially like drawing things outside. 

Roxanne: Using your imagination? 

Student #1: Mhm! 

Student #1: I just draw random stuff. 

 

Relationship Between Creative Competency and Long Term Lessons. 

In this study, lesson length and level of creative competency seemed to be determining 

factors influencing the opportunity of a student to reach flow state, which is when they are fully 

immersed or engaged in a lesson. I chose to focus on these two central themes because of the 

patterns that emerged from my self-reflection worksheets, rubrics, and interviews conducted over 

the course of this study.  

As shown in Figure 5, as both of these foundational elements increase (and they 

surpass a critical point), a student will have a greater opportunity to reach flow, which is 

when they are fully immersed and engaged in process a lesson and are able to fully 

optimize their visual PBL experience. Furthermore, the Optimization of Creative 

Competency (See Figure 5) illustrates what emotion may be elicited in a student at varying 

levels of lesson length and creative competency: anxiety, apathy, boredom, or flow. 
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Figure 5 

Optimization of Creative Competency for Visual Place-Based Learning 

 

As stated earlier, creative competency can be seen on a spectrum that involves focus, 

effort, pride, self-validation and willingness to think outside of the box while fully immersed in a 

learning experience. If a student has a low creative competency level during a short-term lesson, 

feelings of anxiety may emerge; they are being asked to do something quickly that they don’t 

feel that they can do. While a student may still express anxiety as a result of low creative 

competency during a long-term lesson, the student will be given the opportunity to build their 

skill and overcome challenges over a longer period of time. However, not all students given 

more time will do this, which is why Figure 5 has a section that says apathy.  

Results from the Creative Confidence Self-Reflection and Making Connections Self-

Reflection show that students who expressed anxiety and self-doubt during the short term lesson 
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felt focused, creative and proud  (95% or 18/19) of what they had accomplished by the end of the 

school year with the long-term lesson, while feeling like they had improved their writing (89% or 

17/19) and drawing skills (89% or 17/19) as well. After explanation and debrief, the average 

time for a short-term lesson during this study was 15-20 minutes. I believe that such a short 

amount of time did not allow students to become immersed in their creation and thus made them 

unable to reach a flow state or necessarily have the time needed to develop the skills to 

successfully feel competent in the task. As seen in the visual representation above, I believe that 

if both lesson length and the creative competency of a student increase, that particular student 

will reach flow. Once again, I do acknowledge that this is a small study, and further research will 

need to be done to strengthen validity 

On the other end of the spectrum, the student that expressed boredom seemingly as a 

result of their high creative competency during the short-term lesson felt that by the end of the 

long-term lesson, they had become a more creative person, increased both their writing and 

drawing skills, and was proud of what they had accomplished with the heronry observatory 

project. If one were to track this student’s level of creative competency on the visual 

representation above and compare it to the length of the lesson, a feeling of boredom emerged 

when the lesson is shorter in length. I suggest that this is a result of the student’s level of skill 

being too high for the task or challenge at hand. This seemed to result in a lack of commitment 

because the student thought the task was too easy, and there was simply no ownership over the 

process because it was so short. The quality of the experience seems to have been a function of 

the level of creative skill that the student has, in combination with having an ample amount of 

time to feel passion and commitment toward the project. If a student has a high level of skill 
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during a long-term lesson, they may still remain engaged because they take ownership over the 

entire process, and can be committed and focused on the end goal. 

Overall, my findings, limited as they are, show that lesson length and level of creative 

competency were determining factors influencing the opportunity of a student to reach flow 

state, which is when they are fully immersed or engaged in a lesson. Through observations made 

within this exploratory case study, if both lesson length and creative competency of a student 

increase, I believe that particular student will reach flow. As student’s ability and skill gradually 

develop during a long-term lesson, it is important that teachers are able to develop and modify 

their lessons so that they can continually match the skill level of students and challenge them in 

an engaging manner. 

A Reflection on Findings 

This chapter focused on weaving elements of my exploratory study together. I 

acknowledge that there are many moving parts to this study: PBL, creative capacities of children 

while embarking on learning experiences, visual approaches to such learning and flow, all within 

an urban environment. The layered approach that I took during this study was one that was both 

adventurous and enigmatic; I was not quite sure what I would find, but knew that the process had 

meaning to me, as well as the teacher and students that were involved.  

I’ll now conclude with what English literature calls a denouement, a tying of loose ends. 

By bringing together findings from my various methods, I will shed some light on what my 

participants experienced through visual urban-outdoor learning and what these experiences might 

mean.  
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Nature as a Vehicle. 

One of the foundational pillars of this journey was learning outdoors, in the elements. 

Whether we were in a wild, but manicured space (Beacon Hill Park) or an urban setting (along 

the sidewalk of a busy street), students were consistently learning outdoors in nature, rain or 

shine. Through my observations, it became clear to me that nature can be found both in wild 

spaces and busy places, and was a vehicle to accomplishing an array of skills including creative 

competency. A teacher doesn’t need wild nature to accomplish their PBL goals; they need 

nearby nature, however that may exist. Nature can act as a means to an end because it gives 

teachers a platform to learn through lived experience in a new environment with their students. 

Within my study, each lesson had a unique setting, often blending both urban and natural 

environments; each lesson was shaped by nature in a unique way each time. Through 

observations limited to this small case study, I believe that over a period of time (long-term 

lesson) nature supported students with increasing their sense of creative competency during each 

outdoor lesson. 

Place-Based Learning. 

Research has shown that engaging in outdoor learning in one’s local community has the 

potential to support students in building connections, communities and narratives, further 

enhancing their place-based connections (Duffin, 2007; Inwood, 2008; Sanger, 1997; Whitlock, 

2004; Zorzi & Gagne, 2012). 

Utilizing the city as their classroom, a teacher can foster an experience- and inquiry-

based learning experience. In this exploratory case study, the purposeful facilitation of place-

based activities echoed Russell-Ciardi’s (2006) experience of  “providing an entry point for 

exploring shared experience, for creating narrative about the meaning of community, and for 
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connecting people with the issues that shape the communities to which they belong” (2006, p. 

72). Through observing the long-term lesson, I found that students were given the opportunity to 

build not only their creative skill, but also their relationship to the environment that surrounded 

their school. The heronry observatory lesson had students visiting the same park across the street 

from their school over several months; 17/19 students felt that they knew more about the 

lifecycles of local species as a result of the long-term lesson. The heronry observatory lessons 

also turned into a final art project, where students had the opportunity to share their creations 

with peers, teachers, community members and family for a weeklong art show. By the end of the 

school year, students felt so proud of what they had accomplished that 95% (18/19) of students 

were confident enough to show their family and friends. Grade 3 and 4 students have two 

environments that are central to their day-to-day routines: school and home. I believe that the 

feeling of pride that students expressed with relation to showing their final art project to their 

family, friends, and school community can in fact transfer to a sense of place-based connection 

because at such a young age, loved ones and schoolmates encompasses the majority of their 

‘place’(Zorzi & Gagne, 2012). 

Flow and Creative Competency. 

As stated previously, flow is a mental state in which an individual performing an activity 

is fully immersed in a feeling of energized focus and full involvement or enjoyment in the 

process of the activity (Csikszentmihalyi, 1990). Csikszentmihalyi’s concept of flow was 

operationalized for exploratory study, and broken down into five categories: focus, control, self-

validation, enjoyment, and engagement. My findings suggest that both creative competency and 

lesson length might influence reaching a flow state during a visual urban-outdoor learning 

experience. As both of these foundational elements increase (and surpass a critical point), a 
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student may reach their flow channel. A student in flow can be recognized as one who is fully 

immersed and engaged in a lesson, and exhibiting the five categories used to operationalize flow 

for this study. As a student is engaged with the lesson or task at hand, they are able to fully 

optimize the experience they are having with the visual, place-based lesson outdoors. Long-term 

lessons give students the time and space to build creative skill, overcome challenges that they 

might find throughout this process, and reach flow during a visual urban-outdoor learning 

experience. 

The basis of Csikszentmihalyi’s (1990) research on flow is that there is a requisite of skill 

necessary to accomplish a required task. In this case, it seems as though there is a level of 

creative competency (and lesson length) needed to fully engage in a visual learning experience. 

Regarding the situational and personal correlation of happiness as it relates to flow, 

Csikszentmihalyi (2014) says:  

In our work we have come to the conclusion that a very important dimension of 

evaluation that contributes to the experience of happiness is the person's perception of the 

extent to which their capacities to act (or skills) correspond to the available opportunities 

for action (or challenges). When skills are perceived to be greater than challenges, people 

tend to feel bored. When challenges are seen as being higher than skills, they tend to feel 

anxious. When both challenges and skills are low, the person tends to feel apathetic. It is 

when high challenges are perceived to be matched with high skills—a subjective 

condition we have come to call flow—that a person experiences the highest levels of 

well-being. (p. 72) 
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Creative Competency and Self-Efficacy. 

The cultivation of creative competency and learning to build upon your own ideas can 

contribute to one’s self-efficacy, whereby, “individuals who come to believe that they can affect 

change are more likely to accomplish what they set out to do” (Kelley & Kelley, 2013, p. 10). 

For this study, I operationalized creative competency and broke it down into five categories — 

focus, effort, pride, self-validation, and willingness to think outside the box — because I 

believed that these factors provided students with an opportunity to tap into their creativity and 

develop the competency to engage successfully in a visual lesson. As stated previously, students 

had the opportunity to reflect on the heronry observatory lesson at the end of the school year, 

where 74% (14/19) of students felt that they were focused, 84% (16/19) felt that they were more 

creative as a result of the long-term lesson, and 94% (18/19) felt proud of their accomplishments. 

I believe that these findings fit into the five operational categories for creative competency, and 

showed how students were able to build upon their creative competency during long-term 

lessons. As the creative competence of a student grows through visual urban-outdoor learning, 

such confidence may grow into a central component of a child’s belief system (Mellou, 2006). 

The effect of such cognitive development might be self-efficacy (Bandura, 1976). Furthermore, 

developing this skill in the early developmental stages of life might enhance a child’s ability to 

nurture their own creativity later, even if their external environment shifts throughout their 

lifespan (Runco, 1994).  

Conclusion 

Louv (2016) has acknowledged that as of 2008 and for the first time in human history, 

there are more people living in cities than in the countryside. Inspired by this sentiment, he has 

outlined principles for creating a nature-rich city. As mentioned earlier, through my research I 
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have seen a shift in the role nature – however that may be defined in your environment – plays in 

being a platform to accomplish a wide range of goals as a teacher. Louv (2016) highlights how 

nature can be re-shaped in urban areas, and how it can be paramount in helping to connect 

students to their sense of place.  

Within this case study, resilience within outdoor learning was the ability to overcome 

challenges proactively in any given environment (playground, forest, busy side street etc.) 

throughout the course of a lesson. Looking forward, I believe that building resilience with 

students may be a key component in helping them manage risk and act appropriately outdoors 

with their class. It is my hope that as students spend more time outside at school overcoming 

challenges that may arise, the outdoors has the potential to turn into their classroom; a place 

where students can engage with others, develop resiliency, be in tune with their surrounding 

environment, and develop skills like creative competency.  

Through this exploratory study, I have seen that the quality of a visual urban-outdoor 

learning experience may be influenced by the length of the lesson and the creative 

competency level of a student, which together might give students the opportunity to reach 

a flow state during such an experience. Once engagement occurs, students have the 

opportunity to construct a rich sense of place because they are able to build narratives and 

connections to the world around them (Sanger, 1997), and share the pride that they have fostered 

through this local environmental connection with their family and friends. Through the nurturing 

of creative competency during visual urban-outdoor learning experiences, self-efficacy can be 

built within students, allowing them to feel confident when a challenge arises and attempt to 

overcome obstacles in a resilient manner for years to come. Louv’s (2016) final principal for 

nature-rich cities is that hope is contagious. To embark on a journey as ambitious as taking 22 
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Grade 3 and 4 students on a walk-about in the downtown core is what PBL is all about; it’s time 

to break outside the four walls of a classroom and reshape nature as our neighbourhood and 

actively involve ourselves with the network of community members that share the same 

optimism that we may have for the future of our planet. 
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Chapter 5: Recommendations  

“Creativity is the power to connect the unconnected.” William Plomer 

This journey has been nothing short of a profound learning experience. Growing out of 

the analysis and based on the themes that came out of my research findings, I bring forward three 

key recommendations that I hope will further shift the research community into looking more 

closely at the educational opportunities that exist within urban landscapes. Particular 

recommendations are bolded in the text below. 

Lesson Structure 

The first recommendation relates to teachers, and their ability to acknowledge the gap 

that students may have with feeling creatively competent to complete a particular lesson or 

challenge. When facilitating a visual outdoor lesson, I recommend that there needs to be (1) 

an understanding of what creativity means for each student, and (2) what expectations 

teachers may have for their students for each lesson and (3) clear and concise instructions 

to students prior to the lesson. From there, students need to be given guidelines and tools to 

help support them in the visual outdoor lesson at hand. I believe that if these three elements 

aren’t acknowledged prior to the lesson, students may feel misguided or unprepared for 

achieving the goals of that specific task.  

The What Does Creativity Mean to You? lesson that I implemented is an example of an 

exercise that supported students in developing an understanding of what creativity meant to 

them; this lesson can be adapted from my study and used at an elementary school level. The 

purpose of this lesson was to generate a conversation with the students about the varying 

perspectives of creativity, with the purpose of opening up the students’ minds further to different 

ways of thinking. I feel that ‘opening’ can be crucial in helping students understand that 
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creativity means different things for different people, and that anything they create has a form of 

value and is unique. The outline for this lesson can be found in Table 1: Data Collection 

Timeline (Chronological), and heavily involves a student-centred approach to collaboration and 

discussions surrounding creativity.  

I also believe that teachers should provide students with lesson expectations, and concise 

instructions to meet these expectations prior to the lesson. Before embarking outdoors, the 

teacher that participated in this study gave students clear instructions and expectations, and 

demonstrated tips and tricks to further develop the student’s creative skill prior to going outside. 

For example, the teacher in this study demonstrated how to use the full sheet of paper, from 

edge-to-edge when students were drawing something; this supported the students in 

understanding the spatial representation of an object. The recommendations given to students 

before each lesson were tangible, and built upon previous instructions given to students during 

previous lesson. The teacher also demonstrated skills like shading, using pastels, and strategies 

for watercolour. 

Furthermore, I recommend that the length of visual lessons in an outdoor setting be 

long-term, which is where multiple lessons make up an overarching, longitudinal lesson that 

spans over weeks or months. As stated in the previous section, the quality of the experience that 

a student can have during a long-term visual urban-outdoor learning experience may better 

support students in developing their creative competency. In my study, short-term lessons did not 

provide students with the opportunity to become immersed in their creation and reach flow state. 

During longer lessons, students were given the time and space to build creative skill, overcome 

challenges that they may have found throughout this process, and an opportunity to reach flow. I 

do acknowledge that facilitating a long-term lesson that span the course of the school year takes 
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ample planning, but if organized before the beginning of the school year, I strongly believe that 

the outcome of such a commitment makes it worthwhile.  

Support for Teachers 

The next recommendation I have is that support is needed for teachers who wish to 

break beyond the boundaries of their classroom to connect students with their 

communities. The teacher that I observed had an immense amount of commitment and passion 

for both visual learning and taking her students outdoors. However, taking students off of the 

school grounds can be logistically challenging. The teacher in this study distributed a school 

district approved waiver form at the beginning of the year that went home with students. The 

waiver was similar to a field trip form, but instead, gave her permission to take students off 

school grounds to engage in learning within the community throughout the entire school year. 

This way, the teacher could, depending on weather and chaperones, make a decision on the spot 

if she wanted to teach outdoors. Adequate chaperones are another element of the excursion that 

can be complicated for some teachers. Throughout this case study, the teacher had a list of 

parent-volunteers that she would call upon prior to embarking on an outdoor lesson, and 

consistently had student-teachers observing or facilitating in her classroom, which helped with 

the student to chaperone ratio significantly. I believe that organizing logistics like chaperones 

and volunteers at the beginning of the year will break down the barriers for teachers, and support 

a smooth transition for students.  

Visual Self-Reflection (Draw-An-Environment) 

Lastly, the Visual Self-Reflection created by Flowers et al. (2004), which captured 

student’s  environmental attitudes and awareness through a visual self-reflection period, should 

be further developed to assess students’ perception of community: immediate family, extended 
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family, friends, or peers. As mentioned earlier, a student’s perception of community largely 

encompasses life at home and at school. I found that while grading each visual illustration from 

the students, their drawings largely focused on one of these two areas. The students had such low 

scores on their drawings — according to the assessment rubric provided — because they 

primarily focused on human-built environments that involved family and/or friends, which only 

accounted for a small section of the drawing factors provided on the rubric. Whether it was 

drawing the blacktop at school (drawing factor would be ‘human-built’) or being at their 

grandmother’s house (drawing factor would be ‘human’), I believe that this assessment could be 

expanded further to analyze the perceptions of a students’ community based on the 

individuals shown in each illustration and whether they are immediate family, extended family 

and beyond. Additionally, the researcher that externally validated my assessment of each 

drawing suggested incorporating a small writing component into the visual assessment, 

where students would write a description of the drawing that was completed to illustrate a habitat 

that they play in each day. A descriptive writing piece that accompanies the drawing would 

provide the researcher with more context and data for further analysis.  

Looking Ahead 

This exploratory study suggests that creative competency and lesson length might 

influence reaching a flow state during a visual urban-outdoor experience. Visual approaches to 

learning came in many shapes and forms throughout this experience; whether it was community 

mapping, painting in the park, or sketching herons in the Spring, the teacher within this study 

was able to bring in forms of visual learning across curricula in an effective and engaging 

manner. Pairing this learning style with adventuring beyond the four walls of the classroom 

added an interdisciplinary framework where students were outside, connecting with people and 
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places within their local community. By merging visual approaches with learning PBL, students 

had the opportunity to develop their creative competency skills during a wide range of lessons 

that varied in length. Flow is a state that can be reached if the student is fully immersed and 

engaged with the lesson at hand. The findings of this study suggest that both creative 

competency and lesson length were determining factors influencing the opportunity of a student 

to reach a flow state.  As students begin to develop skills like creative competency, self-efficacy 

(Bandura, 1976) might be fostered throughout the process, allowing students to believe that they 

can make a positive impact on the world around them, and accomplish all that they set out to do 

(Kelley & Kelley, 2013). 

This research serves as a case study for the ways in which teachers can use visual 

approaches to facilitate PBL in an urban context. Each lesson that was facilitated as a part of this 

study was within a 2-kilometer radius of the elementary school; some lessons were across the 

street in the park, while others involved searching for flowers in the cracks of pavement on 

school grounds. Each lesson is outlined in detail within this study (see Table 2), and provides 

examples for teachers currently working in the field who might need support with regards to the 

development of interdisciplinary lessons that are both manageable and realistic. Since facilitating 

a lesson outdoors adds an additional layer of responsibility for a teacher, having lessons that are 

easily accessible and adaptable for the every-day teacher will likely increase the chances of a 

teacher taking the leap to facilitate outdoors. Furthermore, my observations of lesson length 

shown throughout this study illuminate the importance of long-term lessons garnering 

commitment and dedication from students. Long-term lessons facilitated outdoors will also get 

students in a routine and develop skills related to one particular project over time. My 

observations have shown that the quality of the experience seems to be a function of the level of 
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creative skills that the student has, in combination with having an ample amount of time to feel 

passion and commitment towards the project. Looking ahead, I hope that this study further 

supports a shift in the environmental education research community into looking more closely at 

the city as a place that can provide students with transformative experiences (Cindy Thomashow, 

Personal Communication, August 7 2015), because as the number of children in cities increases, 

it is critical that we understand how we can support these individuals in garnering a sense of 

place.  
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Appendix A: Visual Self- Reflection Worksheet and Assessment 
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Appendix B: Creative Confidence Self-Reflection 
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Appendix C: Making Connections Self-Reflection 
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Appendix D: What Does Creativity Mean To You Worksheet 
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Information Sheet for Participants  

 

Title of Study: Cityscape: An Exploratory Study of Creativity through Urban-Outdoor 

Experience 

 

Principal Investigator: Roxanne van Gemert, Masters Student Candidate 

University Affiliation: Royal Roads University 

Project Type: Qualitative Masters Research 

 

This document will provide you with information surrounding this specific research 

study, and will help you in deciding whether or not you would like your son/daughter to 

participate. I would be happy to answer any questions you may have before I proceed with this 

research.  

 

The purpose of this research is to investigate what environmental art education can do to 

enhance place-based learning for children in urban environments. Place-based learning involves 

developing an appreciation of how students construct their knowledge of where they are, what 

surrounds them, and how everything is interconnected. It seeks to re-establish connections 

between students and their local neighborhood. I would like to better understand how educators 

can use art-focused activities to implement place-based learning at South Park Family School.  

 

Your child is invited to voluntarily participate in this project by allowing their 

observations and reflections generated within their regular learning activities be collected, 

recorded and analyzed. Your child’s grades and standing will not be affected through this 

research. 

 

Participant Involvement 

• The study involves the following process for each participant: 

• Researcher will conduct a Draw-An-Ecosystem Activity with students once, where they are 

asked to draw a habitat or ecosystem that they play in each day. 

o Purpose: To collect data on the students’ environmental attitudes and awareness 

o Researcher will be observing 1 outdoor art lesson each week for 10 weeks, 

totaling 10 lessons observed for each student 

o Question Examples: What are you drawing? What can you tell me about your 

drawing? How did you get this idea? 

• Researcher will be a participant-observer, and interact with students as they engage with 

the lesson that is being facilitated by the teacher.  

o Note: Dialogue and interactions with students will be recorded using an Audio 

Recorder. Photographs will also be taken of students completing the designated 

learning activity. 

 

Participants 

Students within                  Grade ¾ Class within the 2015/2016 School Year 
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Duration 

These observations will be occurring within 1 outdoor art lesson each week for 10 weeks 

totaling 10 lessons observed between February 2016 and April 2016 within your child’s 

class. 

 

Risks 

There are no potential or anticipated risks for any participants. The observations that are 

being conducted within this study are through activities that are already taking place at 

South Park Family School through the 2016 Whole School Place-Based Initiative. 

Additionally, your child’s grades and standing will not be affected through this research. 

 

Benefits 

The benefits of this research are that it will serve as a case study for how educators can 

use art to implement place-based education. For participants, this research will have them 

engaging with, and meeting curriculum standards in an outdoor environment, which will 

support students in becoming comfortable with learning in non-traditional educational 

settings. 

 

Project Findings 

There will be a considerable effort made to share any teachings made through this 

research study to the South Park Family School Community, in particular, with educators 

currently teaching in The Greater Victoria School District No. 61.  

 

Audio Recordings and Images 

Photographs and audio recordings will be collected during the students’ participation in 

this research study. The audio recordings are primarily for research purposes, while 

images will be used for both research and a self-published book. Participants have the 

option of signing the Media Release Form and Informed Consent Form, or opting out of 

certain portions if he/she does not feel comfortable (See Attached). If a participant does 

decide to withdraw from the entire study, all documents pertaining to that participant will 

be destroyed.  

 

External Verification 

If you would like to verify the authenticity of this research study, please contact Dr. Rick 

Kool, Program Head of the Environmental Education and Communication Program 

within the School of Environment and Sustainability at Royal Roads University.  

 

Conflict of Interest 

There is currently no actual or potential conflict of interest that exists. If a conflict of 

interest arises during this study, I will manage the conflict by consulting my Academic 

Supervisor, and ensuring that it does not affect the outcome of the research being 

conducted or your child’s learning environment. 

 

Withdrawal 

If a participant does decide to withdraw from the entire study, all documents pertaining to 
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that participant will be destroyed. Media Consent can also be withdrawn at any time. 

 

Records Confidentiality 

To ensure record confidentiality, all of the raw data and participant files collected from 

this research study will be stored in a locked folder within my external hard drive, that is 

kept in a secure place and not accessible to the public. The reason for storing all raw data 

and participant files on an external hard drive, and not on an online platform, is to ensure 

that no unwanted users have access to my files, and there is no possibility of this 

safeguard being breached. Any photographs, and audio recordings collected during this 

study will also be stored using the same process. 

 

Participant Anonymity 

There is the option for the name and opinion of the participant(s) to remain anonymous. 

Although photographs and audio recording will be collected to assess the interactions and 

reflections that students are having with the learning activity, the personal opinions, 

views, and full name of the student have the opportunity to remain anonymous (Please 

See Informed Consent Form). 

 

 

 



VISUAL APPROACHES TO LEARNING THROUGH URBAN EXPERIENCE 111 

 

Informed Consent Form  

 

Title of Study: Cityscape: An Exploratory Study of Creativity through Urban-Outdoor 

Experience 

 

Participant Name: _______________  Classroom: ____________   Date:_____________ 

 

Principal Investigator: Roxanne van Gemert, Masters Student Candidate 

 

Project Advisor: Dr. Rick Kool 

 

Section 1: Parental Consent 

I. I have read and understood the attached information sheet, providing all details of the 

research study 

II. I have had the opportunity to contact the researcher with any additional questions 

III. I understand that this is an independent research study 

IV. I understand that the decision to consent is entirely voluntary 

V. I understand that I am free to withdraw my child at any time during the study, without any 

prejudice 

VI. I understand that the audio recordings of my child for this study will be collected strictly 

for research purposes, and will not be shared with the public 

VII. I understand that photographs will be taken of my child throughout each learning activity 

may/may not be shared publicly within the Educator’s Handbook, and know that the 

researcher will contact the parent/guardian before publishing any given photograph. 

VIII. I understand that the name and opinion of my child will remain anonymous if I specify this 

request below 

IX. I understand that my child’s grades and standing will not be affected through this research 

 

Section 2: Child Consent 

I. I have read and understood the attached information sheet, providing all details of the 

research study 

II. I have had the opportunity to contact the researcher with any additional questions 

III. I understand that this is an independent research study 

IV. I understand that the decision to consent is entirely voluntary 

V. I understand that I am free to withdraw at any time during the study, without any prejudice 

VI. I understand that the audio recordings for this study are being collected strictly for research 

purposes, and will not be shared with the public 

VII. I understand that the photographs being taken of participants throughout each learning 

activity may/may not be shared publicly within the Educator's Handbook, and know that 

the researcher will contact the parent/guardian before publishing any given photograph. 

VIII. I understand that the names and opinions of the participants will remain anonymous if I 

specify this request below 

IX. I understand that my grades and standing will not be affected by this research 

 

There are several options for you to consider if you decide that your child is allowed to 
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take part in this research study. You are allowed to choose all of the below options, a 

portion, or none of them. Please place a check mark in the corresponding box that will give 

me permission to do the following:  

 

I give permission to be audio taped:    Yes     □   No □ 

 

I give permission to be photographed with my face shown:      Yes □   No □ 

 

I give permission to be photographed with my face hidden:      Yes □   No □ 

 

You may quote and use my name:   Yes □    No □ 

 

I wish to remain anonymous, but you may refer to me by a pseudonym: Yes  □  No □ 

 

I wish to remain anonymous:        Yes   □   No □ 

 

 

1. Participant Signature: _______________________    Date: _________________ 

 

   Participant Name: __________________________ 

 

 

 

2. Parent/Guardian Signature: ___________________         Date: ______________ 

 

    Parent/Guardian Name: ______________________ 

 

 

 

3. Researcher Signature: _______________         Date: _________________ 

 

    Researcher Name: __________________ 

 

 

Note: Please photocopy and retain a copy of these consent documents for future reference 


