Critically evaluate the emergence of pedagogy of place as an important focus for outdoor education 
 
The outdoor education community use terms such as place-based, sense of place, place specific, or place responsive, for describing a type of pedagogy that uses place to engage a personal experience of outdoor space, while also focusing on local traditions, culture, and history, alongside our environmental future (Beams, 2016; Quay and Seaman, 2016; Wattchow, 2007; Jukes and Reeves, 2020; McInerney, Smyth and Down, 2011; Stewart, 2004). 
This essay critically discusses the emergence of place-based pedagogy using the Higgins and Loynes model (1997, cited in Higgins and Nicol, 2002) which depicts outdoor education in a Venn diagram with an overlapping relationship between personal and social development, environmental education, and outdoor activities. It is a good example of how outdoor education has the potential to offer environmental learning in an actively engaging way, while fitting into the Eurocentric curriculum. It is relevant, thanks to a recent revival of experiential learning, caused in part by the internet revolution which has sparked a societal moral panic with regards to children spending too much time in front of screens and not enough time outside (Beams, 2015). 
This essay takes the view that for place-based pedagogy to continue to grow, the outdoor education community must first address some inherited issues. Providing that this is achieved, placed-based pedagogy could deliver a less morally questionable product and provide a much-needed focus to environmental concerns and answers. 
[bookmark: _Int_TLVz3jvJ][bookmark: _Int_9jseITza]Firstly, this essay will explore personal and social development within outdoor activities, discussing the history of the place-based theory while focusing on modern philosophies. It will touch on constructivist learning theories and, in this instance, how Friluftsliv’s inception into the UK curriculum (in the form of Forest School) has been both positive and limited (Leather, 2018). Secondly it will focus on environment learning, concentrating on colonialisation and discussing how this affects place-based education in countries with an indigenous population such as Australia, America, and Alaska. Arguing the need to embrace Indigenous people's understandings of place, to help our own relationship with the environment. The third and final point will discuss outdoor activities. Exploring how a Neo-Hahnian outdoor education theory has shaped what we consider to be fun and engaging activities and why this idea, needs to be seriously discussed within the outdoor education community as it is detrimental to the inclusion of place-based pedagogy. It is hoped by setting out the essay using the Higgins and Loynes model, it will draw attention to how these three seemingly separate parts of outdoor education are intrinsically linked and all have a role in both our understanding and the future of placed-based pedagogy. 

In the first instance the essay discusses how place-based pedagogy offers a way for education to create a connection to cultural and history and a ‘sense of their relationship to the land’ (Baker, 2005 p 268-269), while enabling an experiential focus. The Higgins and Loynes model (1997 cited in Higgins and Nicol, 2002) shows personal and social development as equally weighted to that of outdoor activities and environmental learning, they suggest that not everyone learns in the same way, therefore, we need more than one form of education to ensure more children get a chance to excel at learning. They discuss how the differing relationship between practitioner and student in place-based education, champions a constructivist pedagogy, where the learner decides what and how they want to learn with room to draw their own conclusions on what they have learned rather than ticking a curriculum box. It does not fit with what is considered a formal education, as this sees the teacher in control of the learning material and the student is considered as their lesser. Dewey championed experiential learning theory as he felt it reduced what could be conceived as an unhealthy relationship between teacher and pupil, while championing the act of learning itself, however he felt the need for some teacher input, so that children would still be able to learn if they felt worried or out of their depth (Wattchow and Brown 2011; Leather; 2018). Nicol (2003) suggests our western ‘dualistic thinking...deeply embedded cultural construct’ (Capra, 1996; Orr, 1992; Pirsig, 1974; Whithead, 1950 cited in Nicol, 2003 p 13) can act as a partitioner of knowledge, leaving us with the impression there is a right or wrong way to learn and that there needs to be a teacher and student. However, he argues this is not the case with place-based education, which allows agency and to learn in a primary way, not second hand from a teacher (Nicol 2003). Williams (2012) supports this theory suggesting a more participant led activity can foster the level of engagement for the participant encouraging self-development of skills, Campbell (2010 cited in Williams, 2003) and McInerney, Smyth and Down (2011) also reinforce this premise, discussing the importance of the student feeling like they are in control of their own personal development. 
[bookmark: _Int_p4DUx7sP]Friluftsliv a Norwegian tradition to experience free air life, could be perceived as one of the most well-known expressions of place-based education (Loynes 2002, cited in Leather 2018). However, Gurholt (2008) suggests due to a similar history to the UK, Friluftsliv wrestles with its foundations having been set up to create young men who would (having completed several years of Friluftsliv) be able to give back to society in a green and satisfactory way. The idea that place-based pedagogy could be used for the good of community is not a new idea, the concept is working to engage learners in a student led learning experience called Forest School to fit alongside the UK education system. However, fitting something so predominantly experiential into an education system which is structured, has its own limitations, such as getting staff who are accustomed to a different way of learning, on board (Leather, 2018) Wattchow and Brown (2011) comment on the dangers of the commercialised sections of outdoor education having a detrimental effect on the quality of the constructivist offering. Leather (2018) also highlights the difficulty transferring something so deeply rooted in culture, suggesting that western culture has a vastly different relationship with the outdoors, but contests that the positive benefits to accessing nature in a frequent and freeing system, outweigh any metaphorical drawbacks. Becker (2015) argues that educational activities in the outdoors over a prolonged period, allows a personal and lasting connection with nature. Leather (2018) agrees with the assertion. However, Gurholt (2004) found that while nurturing experiences to nature in childhood, creates a lasting link, that this link changes and develops over time to create a different understanding and interconnection, as the person becomes an adult. 
Somerville (2010) calls for a stronger association between local issues and global ones like climate change. She argues that education today is losing the potency that links to our immediate locality. She suggests children need more place-based experiences with the inclusion of storytelling to invigorate a personal and social relationship with their environment alongside social and personal skills. Wattchow and Brown (2011) agree, putting forward the argument that a bolt on approach to place, within formal education is limiting and does not generate the same emotional response experiential learning offers. Monroe et al (2019) carried out a systematic review of effective education strategies concerning climate change. The review revealed two themes supporting what place-based pedagogy offers, that making the learning “personally relevant and meaningful” alongside activities that interested and excited the learners, was the best way to gain positive learning experiences, and had the potential to be the most effective in changing ideas and instigating more interest from its young learners (Monroe et al, 2019 p. 799). 
Bowers (2006) and Theobald (1997, cited in McInerney, Smyth and Down, 2011) highlight the positive effect to the community, place-based education can have on the local and wider environment. Place-based education has the means to keep outdoor education relevant in current curricula and pedagogy, however, there is a danger that if outdoor education conforms to fit into the current education system, it will find itself ineffective and at best a tool for governmental hegemony. It could be argued that place has a greater ability to link with pedagogy, especially now, with the increased awareness of sustainability and environmental education (Wattchow, 2008). Brookes and Dahle (cited in Henderson and Vikander, 2007) suggest outdoor education has a part to play in environmental futures, but they agree with Somerville, suggesting the limitations outdoor education is experiencing due to the perceived decline of global education when considering climate change. This leads to a question for further research; Does outdoor education’s inclusion in educational curricula limit its ability to apply place-based pedagogy? 

The second point raised is that many outdoor activities take place in areas of wilderness. Higgins and Loynes (1997 cited in Higgins and Nicol, 2002) suggest that experiencing learning through different senses is essential to understanding and visiting somewhere new can be helpful for this. However, the narrative of untamed rivers, majestic mountains and forgotten forests is just not representational, as most places on Earth have been altered in some way by man. This leads to the problem of place-based education allowing Eurocentric values to remain the focus and to affect how land is approached from an outdoor education perspective. Sene-Harper, Mowatt and Floyd (2022), Wattchow (2007) and Stewart (2004) postulate that the dominant culture sets the tone for place-based education, and this runs the risk of painting a perfect view of place histories, where an imperfect picture is the reality. This being neither helpful nor culturally appropriate. Wattchow (2007) suggests aboriginal heritage, history, and culture of place, adds a richness to understanding, an idea supported by Sene-Harper, Mowatt and Floyd who suggest that ‘whiteness continues to dominate the narratives about public lands’ in America, recommending the introduction of culturally relevant outdoor education programmes which recognise the experiences of Black people (Sene-Harper, Mowatt and Floyd, 2022 p.9). Their paper comments that there is a need for more conversation around the long history of public lands being tailored to the White demographic, without real thought for the history of resistance that nature can symbolise for persons of colour. There is a “cultural hegemony around whiteness” (Sene-Harper, Mowatt and Floyd, 2022 p12). Stewart (2004) agrees with this sentiment when discussing place-based experiences on the Murray River in Australia, suggesting that if place is not brought to the centre of experiences, then educators ‘run the risk of perpetuating the Western and colonial intellectual tradition of assuming all places are empty of history, both natural and cultural’ (Stewart, 2004 p47). Beams (2016) in agreement suggests, in his keynote speech, that there is a variable history of place, in the United Kingdom as well as where colonialisation has touched other countries and that this should not be ignored but, embraced, as it holds its own lessons and cultural understandings of place, especially when considering how outdoor education practitioners can include more meaningful experiences of environmental education. Kawagley and Barnhardt (2006) suggest that education in the Western sense, alienates Indigenous peoples in Alaska, who have created their own culturally significant ways of explaining life. Unfortunately, the western idea of science and education was forced upon many Indigenous people across the globe throughout our colonial history. This has left lasting damage to wilderness spaces as people have taken more than they need to fuel a capitalist society. However, Barnhardt’s (2005) research showed that education including an element of place-based education in the form of a residential camp where children could experience their own traditions and culture had been so successful other neighbouring districts were setting up their own place-based experiences. This highlights the important consideration that outdoor educators need to provide when choosing the right place for an activity, and although Higgins and Nicol suggest that the inclusion of ‘environmental, social, and cultural dimensions’ (Higgins and Nicol, 2002 p.2) are what make up outdoor education as standard this has not been the experience of many outdoor educators. 
There does, need to be a discussion about the chosen activity itself and how it fits within the place-based theory especially when discussing how environmental learning can be developed. Wattchow (2007) in his Australian study talks about the need for all activities to not be too adventurous, to include other ideas of outdoor education alongside high adrenalin sports. This should allow the participants times to really appreciate and connect with a sense of place. He found that if the activity was too technical, then participants would be focused on the technical execution rather than anything else around them (Wattchow 2007). Higgins and Loynes (1997) agree in part but feel there are differences between activities such as canoeing a slow straight and a short rapid, suggesting that activities that require a learned skill are beneficial for the student to test their learned knowledge themselves and put their learning into practice. While this might be a principal factor in an outdoor activity, Wattchow suggests this can negatively affect the connection and understanding of place (Wattchow 2007).
Seddon (1997, cited in Wattchow 2007) raises the question of language, suggesting the use of ‘sense of place’ could be problematic as it was coined from an in interlopers' point of view. Wattchow (2008) agrees with this sentiment suggesting the importance of the outdoor education community and more specifically Indigenous people, deciding how place is defined and what that means for sustainability within education. 

Finally, masculinity and the use of fear to elicit virtue of character, has been long connected to outdoor adventure education narrative. Higgins and Nicol (2002) have drawn the conclusion that this is still the biggest motivator for taking part in outdoor education, with environmental learning still lagging. Indeed, two of the most influential outdoor education movements Outward Bound and later the Duke of Edinburgh Award were both inspired by the ideas and work of Kurt Hahn. It was Hahn who felt there was a need to toughen up young boys who would be sent to fight in WWII (Outward bound, 2023). This has historically included activities which would be considered as adventure or extreme sport, and this is the picture of outdoor education still in people’s minds today. However, it is the enduring nature with which Neo-Hahnian ideas have benefitted the commercial side of outdoor education that is pause for thought. Historically outdoor education businesses have received help from the idea that outdoor adventure activities can be used to develop moral character. As these ideals do not fit easily with what is understood of place-based education today. It is important to unpick the thinking behind the first outward bound schools, as these ideals and theories have set the tone for outdoor education as it stands at least in the UK today. 
Indeed, it could be argued that place, has roots as far back as Comenius (1592-1670) an educationalist who discussed the importance of an ‘authentic environment’ for learning (Dahlgren and Szczepanski, 2005 p. 17). While in contrast, Rousseau (1712-1784) a hundred years later, who supported the use of nature and outdoor experiences for young children, felt learning history, literature and mathematics had no meaning, until much later in their education and life, after they had learned to experience and become a part within nature (Rousseau, 2013). More recently in our history, the works of Ellen Key (1849-1926) and John Dewey (1859-1952) both point to a requirement of utilising nature for learning and their constructivist viewpoints are the foundations for experiential learning. 
[bookmark: _Int_abaE7O5l]There is no doubt the Romantics in the 19th century such as Shelly, Byron, Keats, Wordsworth, Constable and the movement in general, led to the ideas of nature as intrinsically good, while human endeavour and the industrial revolution had negative connotations (Write like, 2006). They brought creativity and art to the average person which encouraged those feeling trapped by a fast-changing world to slow down and appreciate untouched places in nature. MacFarlane (2003) talks about the idea that the romantic movement highlighted wilderness, in this instance, mountain tops, as a symbol of freedom and purity, untouched by the greed of man. It seems completely workable to suggest that periods of profound change in history often spark a return to what is considered as simpler times. This is being seen at present with the technological revolution the reason there is a current shift towards more nature-based education. 
[bookmark: _Int_cdfWU2lP]In the 21st century, the works of Cameron (cited in Adams and Mulligan, 2003) coined the term ‘sense of place’ and argues for a pedagogy of place to stimulate a better understanding of the fragility of our ecosystems in the hope it will stir up a passion to protect our locality as well as the wider world. Wattchow and Brown (2011) advocate Cameron’s motivations recognising that the modern technological world in response to the ability to move from place-to-place quickly and regularly has reduced our need to connect with, or notice, our surroundings creating an overwhelming feeling of ‘placelessness’ (p 52). Humberstone, Brown and Richards (2003, cited in Wattchow and Brown, 2011) however, suggest there has been a change from viewing the outdoors with a Romanticised notion, to viewing it as a mass market commodity. Leading to a detachment from nature and the use of it as a backdrop to the activity, rather than establishing a relationship with it to enhance the spiritual and sensual experience of it (Wattchow, 2007). 
Much research into why risk and dangerous activities attract willing participants has been conscientiously researched with several theories being explored, from life enrichment, prestige, skill building, personal connection and neurological stimulation to character building, health and a connection to nature (Elias & Dunning, 1986; Langseth, 2011; Bourdieu, 1984: Kane, 2012; Atencio, Beal and Wilson, 2009; Booth and Thorpe, 2007; Fletcher, 2008; Langseth, 2012; Boyd, 2012; Evers, 2009; Humberstone, 2011; Rossi and Cereatti, 1993; Zuckerman, 2000; Miles and Wattchow, 2015; Wheaton, 2004; Carpenter and Harper, 2015; Brymer and Gray, 2009; Humberstone, 2013 cited in Beams, Mackie and Atencio 2019). Looking back, it was Mary Wollstonecraft in her book ‘Vindication of the rights of Women’ (1792) who suggested that everyone should be educated “by the opinions and manners of the society they live in” obviously with a focus on education for women, while in the same publication commenting on the need to acquire ‘character’, likely she was unaware that this social construct came straight out of the dominating patriarchy she opposed (p102). It does, however, speak to the historical and cultural bias surrounding masculinity within education and how this hegemony of ingrained ideas over a hundred years, has led to these remnants remaining in the foundations of outdoor education today (MacFarlane, 2018).
A century later, writers such as Ruskin and his ideas of masculinity and character in general were still very much caught up in ideas of overcoming fear and proving one's virtue through trials and danger (MacFarlane, 2003). Macfarlane (2003) discusses the influence, recounted stories of expeditions and experiences, can have on future generations, indeed they can contain enough wonder to encourage the risking of one's life to see it first-hand or rather, to conquer it against all odds. However, it is not as simple to suggest that reading an encounter is enough to stir such strong feelings about place. In fact, as MacFarlane comments it was the Romanticised view of mountaineering in the 19th and 20th centuries that laid the foundations for such strong cultural feelings of exploration and adventure, especially as it had ‘accumulated over centuries’ (p.136). This goes some way to explaining the fascination with character building and outdoor education. Brooks (2003a) comments that the idea of building character as a lasting trait has endured not because there is substantial evidence to support it, but rather from a place of learned tradition and the collective belief of providers and students within outdoor education. 
[bookmark: _Int_YJ4sWwKJ]The idea that such activities can build character have been refuted by Brooks (2003) who suggests it is more feasible, that a change in situation is the reason for the perceived character development and that this is not transferable to other situations in life. There is, however, a body of research such as Takano’s (2010) longitudinal study over a 20-year period, in which participants felt their experience on an expedition had significantly affected their character since. More significantly there is research which supports the theory that outdoor education programmes can have a positive effect on its participants when over a longer period of exposure to outdoor activities, such as a regular or weekly Forest school session, although the industry has historically claimed it is difficult to generate quantitative data in support of this. Scrutton and Beams (2015) suggest a failure to provide such research could be damaging when needing to provide policy makers and funding sources with data. There is also a controversy around language, for example, the implication of using words such as adventure implies a link to Hahnian theory, without an explicit reference (Brooks, 2003). This has been used to an advantage, especially commercially when marketing outdoor adventure programmes to local authorities and educational institutions. It seems character development is still being used as an umbrella term for ticking off curriculum goals such as personal and social development. But the link to Neo-Hahnian theory is losing its appeal as more research is presented in support of constructivist learning theories. 
[bookmark: _Int_SwWRWpRu]This essay finds sufficient evidence to recommend that the outdoor education community try to move away from the Neo-Hahnian model, in favour of embracing place-based pedagogy in order to advance outdoor educations impact on our environmental future.
To conclude, this essay has used the Higgins and Loynes model to discuss the relationship between personal and social development, environmental learning, and outdoor activities, finding that creating a place-based foundation enables all these fundamental ingredients of outdoor education to work partly in harmony and at times stand alone. It has discussed how place-based education is best delivered through a constructivist learning theory with experiential education at its core. Drawing the conclusion that culture has a large baring on content both locally and globally, but more needs to be done within the sector to ensure westernised ideas are not the only ones represented. It has drawn an interdependence between successful place-based education and a purposeful environmental movement, shining light on the need to create more first-hand experiences locally, which can influence feelings on global issues. In the concluding section this essay discusses the history of outdoor education and how it has had a bearing on the inclusion of place-based pedagogy up until this point, highlighting the misgivings that a strong link to Neo-Hahnian principles could have on the future of place-based education. 
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