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Abstract 

The purpose of this study was to examine teachers’ sense of efficacy when engaging in outdoor 

learning experiences, addressing current gaps in research regarding outdoor education 

opportunities throughout K-12 public schools.  The conceptual framework was Alfred Bandura’s 

Social Learning Theory.  This quantitative study focused on engaging in outdoor learning and 

teacher efficacy within subscales of student engagement, instructional strategies, and classroom 

management, utilizing the Teachers’ Sense of Efficacy Scale with modifications to include 

demographics.  This study attempted to compare whether teaching certifications, current grade 

level(s) taught, and number of lessons taught outside impacted efficacy.  The population 

included 69 teachers from four counties in Northwestern New Jersey.  The findings indicated 

that most teachers do not utilize outdoor environments often.  There is no difference in grade 

levels taught or special education certification and self-efficacy beliefs; however, a few items 

proved a significant difference between special and general education teachers’ self-efficacy in 

instructional strategies.  There is not a significant positive relationship between the number of 

lessons taught outside and total efficacy, although results suggested the possibility of a 

relationship.  This study could be utilized by teacher preparation programs, educational leaders, 

and many stakeholders who may be interested in promoting outdoor education or creating 

outdoor classrooms within their campuses. 
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Chapter 1: Introduction to the Study 

Introduction 

 Research shows that the social and emotional progress, cognitive functioning, and 

physical development of elementary students has potentially been impacted by the diminished 

time and experience children have in outdoor environments and with nature (Chawla, 2015; 

Malone, 2008; Quay, 2013; Moseley, Cobb & Elliott, 2018).  Louv (2008) described children as 

having “nature deficit disorder” because they are spending less and less time outside, creating a 

lack of experience with the natural world.  Time outdoors and outdoor education can provide 

significant positive benefits to students and their learning.  Nature and outdoor education have 

been linked to positive effects on children’s academic performance and success, mental and 

physical health and well-being, as well as conduct (Chawla, 2015; Coyle, 2010; Kuo & Taylor, 

2004; Place-based Education Evaluation Collaborative [PEEC], 2010).  In addition, a person’s 

long-term attitude and affect for the environment has been significantly linked to his or her 

interaction with nature and the outdoors as a child (Louv, 2008, 2016). 

 According to Broda (2007), outdoor education has a rich history and has been around for 

about one hundred years.  Due to the age of outdoor education, the definition has changed and 

varied over that time, but generally includes learning activities that occur outside.  While many 

educators may assume that certain science lessons and science curricula can embrace outdoor 

learning opportunities, the push for interdisciplinary instruction and creative and engaging 

educational design can empower all content area teachers to utilize outdoor classrooms and 

spaces for learning outside the four walls of a traditional classroom.  Many educators believe that 

science is perfect for outdoor education, but other instructional areas can move outside of the 

classroom walls as well (Broda, 2007). 
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 Within classrooms in the United States, teachers may experience barriers that prevent 

them from embracing the use of outdoor education as a tool for interdisciplinary instruction and 

implementation of curriculum.  Teachers may or may not have the autonomy to take learning 

outside the four walls of their classrooms due to academic, administrative, or district pressures.  

When teachers go above and beyond their formal job descriptions and perform unrequired tasks, 

the impact on the overall school organization as a whole, to include school climate, is significant 

(DiPaola & Tschannen-Moran, 2014).  By thinking outside of the box and embracing outdoor 

education, teachers possess autonomy to improve instruction within their classroom and enhance 

school improvement initiatives as well as school climate and culture.  Research shows that 

school climate and teachers’ sense of efficacy are strong indicators of teacher effectiveness when 

creating and improving environmental education programming (Stevenson, Carrier, & Peterson, 

2014). 

 Bandura (1994) clearly defined perceived self-efficacy as one’s beliefs regarding their 

ability to make and construct effects which in turn determine how they feel, think, encourage 

themselves and act.  “Among different aspects of self-knowledge, perhaps none is more 

influential in people’s everyday lives than conceptions of their personal efficacy” (Bandura, 

1986, p. 390).  Teachers’ sense of self-efficacy is linked and positively correlated with student 

achievement (Ashton & Webb, 1986; Ashton, Webb, & Doda, 1983), disposition to innovate 

(Guskey, 1987; Smylie, 1988), and reduced levels of stress (Smylie, 1988). “Although teacher 

efficacy has received little attention in environmental education, science education has utilized it 

as a measure of teacher effectiveness and preparedness which indicates that teaching efficacy 

analysis could also be beneficial in environment education” (Utley, Bryant, & Moseley, 2005)” 
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(Moseley, Huss, & Utley, 2010, p. 6). This study analyzed teachers’ sense of efficacy when 

engaging in outdoor learning environments. 

Problem Statement 

The current educational climate emphasizes high stakes testing with a focus on student 

achievement as well as teacher and principal performance evaluations.  Through the No Child 

Left Behind Act (NCLB; 2002) and now the Every Student Succeeds Act (ESSA; 2016), public 

schools throughout the United States are held to rigorous accountability standards.  The ESSA 

requires schools throughout all states to analyze their school in comparison to accountability 

standards comprised of the following indicators: academic achievement, English language 

proficiency, and school quality/student success in addition to the four-year high school 

graduation rate for high schools or a measure of student growth for elementary schools (Martin, 

2016).  In addition to these accountability standards, many curricular changes have occurred in 

the state of New Jersey over the last ten years with the adoption of the Common Core Standards 

in mathematics and language arts in 2014 as well as the Next Generation Science Standards now 

all adjusted and adopted as the New Jersey Student Learning Standards (NJSLS) in 2016.  Every 

five years, the NJSLS are reviewed and revised when needed through a panel of educators in 

collaboration with the department of education utilizing the influence of national standards, 

research-based best practices and knowledge of our New Jersey students according to the New 

Jersey Department of Education (NJDOE; 2019). Teachers have had to master these new 

learning standards, curriculum and support materials in a variety of areas over the last ten years 

of transition while embracing and tackling new instructional strategies and pedagogy used in 

addition to new technological trends such as one-to-one device or bring your own device 

initiatives.   
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On top of the NJSLS, the NJDOE (2014) also adopted learning standards for 21st century 

life and careers that promote and enable students to become lifelong learners, effective 

employees, and financially independent citizens. Teachers are required to integrate these skills 

across the curriculum and embrace the competencies that include, but are not limited to, 

empowering students to become and act as responsible citizens, take the environment and society 

into consideration when participating in decision-making, practice critical thinking skills during 

problem solving, and effectively collaborate while utilizing cultural global competence.  The vast 

majority of 21st century skills can be taught and embraced throughout outdoor education 

experiences.   

Quay and Seaman (2013) argued, “outdoor education can be characterized as ‘confused’ 

in the sense that Dewey used this word. . .The persistence of this confusion results in predictable 

reform cycles, sometimes starting out as new methods for engaging children, but eventually 

being asked to specify and serve subject matter goals as they expand and become 

institutionalized” (pp. 10-11).  While outdoor education was a piece of Dewey’s (1938) 

Experiential Learning Theory, which embraced the importance of incorporating the community 

into schools, different educational reforms tend to tamper with progress of initiatives not directly 

linked to the current reform goals.  Educators and educational leaders must find ways to promote 

outdoor education by enhancing instruction that meets rigorous content area standards and 

prepares students for becoming responsible community members and future citizens, 

complementary to current reform goals and agendas. 

Students in the United States are spending significantly less time outdoors and in natural 

settings.  In the current educational climate, teachers may experience pressures and barriers, 

making them feel unable to embrace outdoor environmental education opportunities in their 
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schoolyard.  Teachers’ attitudes and desires to participate in outdoor classrooms and nature-

based educational experiences may in turn be limited.  However, there is an on-going effort to 

provide environmental education and outdoor learning in the public-school environment 

(Chawla, 2015; Louv, 2016; North American Association for Environmental Education 

[NAAEE], 2011).   

The effort to create environmentally literate citizens and teach students to embrace 21st 

century skills and social emotional learning (SEL) competencies will prepare students to become 

future engaged citizens who are able to address and solve environmental challenges of the future 

(Stevenson, et al., 2014).  Teachers must overcome a variety of barriers and reservations in order 

to take learning outside their classroom walls and include environmental literacy components 

into their everyday instruction.  Elementary teachers experience different barriers when 

implementing outdoor education with their classes such as lack of instructional time, pressure 

from standardized testing, lack of background/content knowledge, and low self-efficacy in the 

task of teaching science (Carrier, Tugurian, & Thomson, 2013; Ernst, 2013; Forbes & Zint, 

2010; Stevenson et al., 2014).  These barriers exist and can create reservations, but if teachers are 

willing to put forth the extra effort, think outside the box, and are given appropriate materials or 

training, outdoor education opportunities are more than possible.  “In an editorial in 

Environmental Education Research, Stevenson (2007) contended that highly motivated teachers 

have the agency to overcome barriers to environmental education in classroom contexts” 

(Stevenson et al., 2014, p. 2).  

Purpose of the Study 

 The purpose of this research was to explore the definitions, historical perspective, and 

examination of research in outdoor education while investigating teachers’ sense of efficacy 
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when teaching outside of the typical classroom environment.  The objective of this study was to 

investigate outdoor learning experiences outside the four walls of the classroom for teachers and 

students within K-12 public school environments and the impact on teachers’ feelings of efficacy 

through survey research.  Feelings of efficacy were measured utilizing an instrument developed 

by Dr. Megan Tschannen-Moran and Dr. Anita Woolfolk Hoy (2001), entitled the Teachers’ 

Sense of Efficacy Scale (TSES).  The study explored three different efficacy factors, including 

efficacy in student engagement, efficacy in instructional strategies, and efficacy in classroom 

management.  A variety of independent variables were evaluated with teachers’ sense of efficacy 

in comparison to the three factors of efficacy.  For the purpose of this study, teacher efficacy was 

rated in relationship to the specific teaching task of engaging in outdoor learning environments.  

Bandura (1997) indicated the importance of linking a knowledge domain to a teacher efficacy 

scale as a teachers’ sense of efficacy may differ based upon different subject areas.  In this case, 

the domain and specific teaching task of engaging in outdoor learning creates a focused versus 

general form of rating self-efficacy beliefs. 

The idea for this study originated after the researcher reviewed and read two completed 

dissertations during the research process:  Elementary Teachers’ Views of Environmental 

Education by Rose M. Hotchkiss (2011) and Public Elementary School Teachers’ Experiences 

with Implementing Outdoor Classrooms by Lori Schultz Goff (2018).  These dissertations guided 

the research and allowed the researcher to discover the need to associate teachers’ sense of 

efficacy with engaging in outdoor learning environments. 

 Currently there is a gap in research regarding outdoor education in public schools as well 

as teachers’ self-efficacy in specific relationship to outdoor education and engaging in outdoor 

learning environments outside of the field of science.  Chawla (2015) indicated in an extensive 



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 7 

 

literature review that there is a lack of research regarding the associated benefits of nature-based 

programming for children in comparison to research regarding adults.  The study therefore 

suggested the creation of nature-based partnerships and programs through local school districts 

(Chawla, 2015).  This study attempted to compare whether teaching certifications, current grade 

levels taught, and number of lessons taught outside the classroom impact teachers’ sense of 

efficacy.  The researcher surveyed K-12 public school teachers from four counties in 

Northwestern New Jersey that currently have and do not have outdoor learning environments 

within their school campuses and districts. 

Research Questions 

The following research questions and rationale guided this study: 

Question 1 

 Special populations, including English language learners and special education students, 

benefit from the use of outdoor education, particularly in the science classroom (LaForce & 

Bancroft, 2013).  Outdoor education and students’ encounters with nature are shown to 

positively influence abilities to attend and engage in the learning of students with attention-

deficit disorder (Kuo & Taylor, 2004; Louv, 2008).  In addition, teachers with a high sense of 

instructional efficacy believe that students who are challenging or unmotivated are teachable 

with appropriate supports unlike teachers with a low sense of instructional efficacy (Bandura, 

1997).  Therefore, the researcher was interested if there was a difference in self-efficacy ratings 

between special education teachers in comparison to general education teachers when engaging 

in outdoor education. 
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1a.  Is there a significant difference between teachers with special education certification 

and teachers with only general education certification sense of efficacy in student 

engagement when engaging in an outdoor learning environment? 

1b.  Is there a significant difference between teachers with special education certification 

and teachers with only general education certification sense of efficacy in 

instructional strategies when engaging in an outdoor learning environment?  

1c.  Is there a significant difference between teachers with special education certification 

and teachers with only general education certification sense of efficacy in classroom 

management when engaging in an outdoor learning environment? 

Question 2 

 Outdoor learning experiences and opportunities within elementary schools have increased 

(Chawla, 2015; Louv, 2016).  Many of the preexisting educational research studies focused on 

younger preschool to Kindergarten aged children, not the full, elementary and K-12 public 

school population.  In addition, many previous studies focused on outdoor learning experiences 

in relationship to the specific field of science and science instruction.  Therefore, the researcher 

was interested if there is a difference in self-efficacy beliefs between elementary school teachers 

versus teachers of mixed levels, middle school or high school when engaging in outdoor 

education in order to add research to the field.  

2a.  Is there a significant difference between teachers who currently teach elementary 

levels (K-5) only and those who teach mixed levels or middle (6-8) to high school 

(9-12) levels sense of efficacy in student engagement when engaging in an outdoor 

learning environment? 
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2b.  Is there a significant difference between teachers who currently teach elementary 

levels (K-5) only and those who teach mixed levels or middle (6-8) to high school 

(9-12) levels sense of efficacy in instructional strategies when engaging in an 

outdoor learning environment? 

2c.  Is there a significant difference between teachers who currently teach elementary 

levels (K-5) only and those who teach mixed levels or middle (6-8) to high school 

(9-12) levels sense of efficacy in classroom management when engaging in an 

outdoor learning environment? 

Question 3 

 Schools that have a culture and climate that embrace outdoor education create a 

foundation that reinforces and enhances the use of an outdoor classroom with teachers utilizing 

the outdoor classroom significantly more. Through administrative observation and evaluation, a 

study concluded that a cooperative and familiar outdoor learning environment contributed to 

science teachers’ positive attitudes toward the implementation of outdoor student learning 

experiences (LaForce & Bancroft, 2013). In addition, a teacher’s capability and inclination to 

take students outside could be linked to sense of self-efficacy when engaging in outdoor learning 

environments.  Ferreira, Gruber, and Yarema (2012) noted that when there were positive shifts in 

teachers’ perceptions of the value of the outdoor classrooms, the amount of times their class used 

the outdoor learning space increased.  The researcher was interested in finding if there is a 

relationship between number of lessons taught outside the four walls of the classroom and 

teachers’ total sense of efficacy when engaging in outdoor education.  

3.� Is there a correlation between the number of lessons taught outside and teachers’ total 

sense of efficacy when engaging in an outdoor learning environment?����



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 10 

 

Theoretical Framework:  Social Learning Theory  

Alfred Bandura (1977) is a social cognitive psychologist who is most notably known for 

his Social Learning Theory and the related concept of self-efficacy, or beliefs of a person’s 

ability to evaluate how they will perform a task or what kinds of influence they may have over 

desirable outcomes.   

Learning would be exceedingly laborious, not to mention hazardous, if people had to rely 

solely on the effects of their own actions to inform them what to do. Fortunately, most 

human behavior is learned observationally through modeling: from observing others one 

forms an idea of how new behaviors are performed, and on later occasions this coded 

information serves as a guide for action.  (Bandura, 1977, p. 22) 

Bandura’s (1977) Social Learning Theory is a cognitive learning theory that explains 

human behavior and learning through continuous reciprocal interactions of four processes during 

observational learning: attention, retention, reproduction, and motivation.  Attentional processes 

are based upon modeling and observations of different characteristics that are attended to and 

perceived by the learner.  Retention processes involve visualizing and remembering learning to 

guide future behavior.  Motor reproduction processes involve organizing observations to then 

perform or practice the behavior or skill.  Motivational processes involve reactions to learning 

and creates an ability and drive to perform a behavior that has been observed. 

 Outdoor classrooms and outdoor learning environments provide avenues for children and 

learners to embrace attentional processes and motivational processes of Bandura’s Social 

Learning Theory.  Outdoor education was noted to increase students’ abilities to pay attention 

(Kuo & Taylor, 2004; Louv 2016).  By creating opportunities to engage in outdoor learning 

environments, teachers are exposing students to the natural world and providing students with 
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the ability to attend and be exposed to a variety of behaviors that enable them to learn.  In 

addition, outdoor education can increase motivation and engagement in students (LaForce & 

Bancroft, 2013).  Engaging in outdoor learning environments can provide motivation to both 

students and teachers.  If students are successful in outdoor learning environments, teachers are 

more motivated to increase opportunities.  On the other side, if there are negative responses to 

learning outside, teachers will be less motivated, creating a barrier to embrace outdoor education.  

Being outside the four walls of the classroom can provide motivation for students to perform 

appropriate behaviors and engage in experiential learning.  Outdoor education is an opportunity 

for social experience and observational learning of others in the outdoor environment, creating a 

potential avenue that embraces Bandura’s Social Learning Theory. 

Nature of the Study 

This quantitative study analyzed K-12 public school teachers from four counties in 

Northwestern New Jersey and expanded research on teachers’ sense of efficacy in relationship to 

engaging in outdoor learning experiences.  “Teachers feel efficacy for teaching particular 

subjects to certain students in specific settings, and they can be expected to feel more or less 

efficacious under different circumstances” (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998, pp. 

227-228).  This study analyzed teachers’ sense of efficacy when considering the teaching task of 

engaging in outdoor learning environments.  “In making judgements about efficacy, teachers 

must assess what will be required of them in the anticipated teaching situation; this is what we 

have called the analysis of the teaching task.  This analysis produces inferences about the 

difficulty of the task and what it would take for a person to be successful in this context” 

(Tschannen-Moran et al., 1998, p. 231).  The context of this study required teacher respondents 

to make an individual, comparative judgement of his or her teaching ability when engaging in 
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outdoor learning environments.  The use of a quantitative approach to this study was appropriate 

because the researcher is independent from the actual study and acts as an independent observer 

(Terrell, 2016). 

Assumptions 

This study contains the following assumptions which were out of the researcher’s control.  

When self-rating, the respondents made an individual, comparative judgement of his or her 

ability and knowledge when engaging in outdoor learning experiences.  In order to promote 

honesty from respondents during the questionnaire items within the survey, the researcher 

ensured confidentiality and anonymity through the informed consent document shown in 

Appendix B. 

Scope and Delimitations 

The scope of this study included K-12 public school teachers from four counties in 

Northwestern New Jersey.  The study aimed to explore teachers’ sense of efficacy in regard to 

engaging in outdoor learning experiences outside the four walls of their classroom.  

Delimitations for this study included the geographical area of research participants.  Potential 

respondents taught in four out of the twenty-one counties Northwestern New Jersey.  Responses 

may not be able to be generalized for other locations within the state of New Jersey or in the 

United States. 

Limitations 

Limitations for this study included the self-rating survey instrument, a low response rate, 

and the location of respondents.  For this study, teachers self-rated their sense of efficacy or their 

ability when it comes to engaging in outdoor learning opportunities, using a nine-point Likert-

Scale.  The survey is a self-reporting instrument, which may have resulted in a bias in how 
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teachers thought they should answer the survey questions instead of honestly answering the 

survey questions, which could limit the results. 

The results of this study are limited to teachers in a specific area in New Jersey.  The 

ability to generalize results to other areas within the state of New Jersey or in the United States is 

unknown.  In addition, access to teacher respondents was limited as superintendents had to 

forward the information to teachers or to school-based administrators and then to teachers.  

Many Superintendents did not respond to the email request, potentially limiting access to 

possible teacher respondents, leading to a small sample size (N=69).  In addition to the location 

of respondents, the time of year the survey was distributed may also have affected the results of 

this study as the survey was disseminated close to the end of the school year in New Jersey (May 

and June). 

Furthermore, the researcher is unaware of the distribution of teacher respondents as well 

as unaware of certain demographics.  While teaching certification and grade levels taught were 

analyzed during this study, no consideration was given to other personal information factors 

collected such as gender, number of years in teaching, whether or not their school had an outdoor 

learning environment on property, or their self-rating of expertise in outdoor education.  

Consideration was not given to other personal information factors not collected in the study such 

as educational background or specialized training, or professional development. 

Significance 

 Engaging in outdoor education opportunities allows teachers to integrate a variety of 

skills and different content areas through engaging and dynamic instructional practices and 

pedagogy.  “Leaving the classroom reinforces learning by providing students with opportunities 

to apply knowledge and skills in a practical way, outdoors. . . [and] is accessible to everyone 
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regardless of geographic location or socio-economic status” (Moseley et al., 2018, p. 48).  A 

student’s or teacher’s geographic location does not deter the possibility of outdoor learning 

opportunities which transpire and embrace 21st century skills such as being environmentally 

considerate and responsible citizens or environmentally literate.  NAAEE (2011) noted that in 

the United States, a variety of organizations, agencies, institutions, and corporations have 

invested significant funds to achieve the goal of enhancing environmental literacy.  

 In addition to a variety of benefits of taking learning outside the four walls of the 

classroom environment, students are exposed to the natural environment and thus become more 

aware of our natural resources.  “Environmental educators have an unprecedented opportunity to 

create a more environmentally literate citizenry—a citizenry equipped with the knowledge, 

skills, and motivation to tackle the environmental, social, and economic challenges that we face 

today and in the future” (National Environmental Education Foundation [NEEF], 2015, p. 7).  By 

examining curriculum, embracing outdoor schoolyard areas for education, and empowering 

students with 21st century learning standards, public schools in the United States can utilize 

outdoor education to create and encourage future environmentally literate citizens and 

communities.   

In addition to the potential lack of environmental literacy skills, students come to school 

with a variety of social and emotional needs, an array of academic abilities, and an assortment of 

differing interests.  Another obligatory curricular task teachers and administrators must address 

is to provide students with instruction that encompasses and is infused with SEL competencies.  

Furthermore, students also come to school with their smartphones or tablets in hand and embrace 

the current technologically driven society.  After a snow day, even in rural New Jersey, many 
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students responded to questioning about playing outside and indicated that they did not go 

outside to play in the snow.  According to Coyle (2010) from the National Wildlife Federation, 

American parents, educators, and school administrators are faced with an unprecedented 

new educational challenge that is so broad, subtle and pervasive, that it is nearly 

invisible.  They must wake up to the cold reality that American children are now 

spending an average of seven hours and 38 minutes per day (53 hours per week) indoors, 

using electronic media such as television and video games.  Regular outdoor time, 

especially time in natural surroundings has become just minutes per day and is verging on 

becoming a thing of the past.  This ‘indoor childhood’ trend is an immense and 

unnecessary drain on our children’s long-term physical, emotional and educational 

development.  (p. 2) 

Providing students with time outdoors can tackle the problem of the “indoor child.” 

The significance of this research study is to educate teachers and educational leaders 

about teachers’ sense of efficacy in regard to engaging in outdoor learning experiences.  There is 

limited research in outdoor learning experiences and environmental education in comparison 

with other content and pedagogical areas such as reading and mathematics.  There is also limited 

research on the use of outdoor classrooms and outdoor learning experiences in the public-school 

setting and within the United States.  The vast amount of the current research focused on specific 

outdoor learning adventures and programming or extra-curricular programs, not outdoor learning 

experiences provided throughout the public-school curriculum.  Many of the preexisting 

educational research studies focused on younger preschool to Kindergarten aged children, not the 

full, K-12 school population.  Meighan and Rubenstein (2018) noted that understanding the long-

term impact of an outdoor classroom on student culture and achievement has yet to be fully 
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identified in its entirety.  The fundamental components and overall impact of an outdoor learning 

setting, educational approaches, and results from additional research studies would strengthen 

and benefit the assessment, current methods, and gaps that continue to exist while evaluating 

outdoor learning.  Gaps in research continue to exist for public schools in relationship to taking 

learning outside the indoor classroom walls. 

 Moseley et al., (2018) indicated that educators tend to be more confident and enthusiastic 

about their teaching, using more innovative teaching strategies when engaging in teaching and 

learning outside.  “Going outside takes away the boundaries of classroom walls, giving teachers 

the time and space to see things in new, creative ways” (p. 49).  This study provided additional 

information and data about teachers’ sense of efficacy when engaging in outdoor learning 

experiences in public education settings, adding research findings to the topic.  This information 

will be invaluable to teachers and educational leaders who are interested in utilizing the 

environment within their schoolyard and community in order to provide educational experiences 

outside of the four walls of a traditional classroom.  The results of this study may be important 

for schools, administrators, Boards of Education, and teachers who are interested in promoting 

outdoor education or creating outdoor classrooms within their school or district.  The study may 

also increase knowledge and awareness of the benefits and importance of outdoor learning 

opportunities for students and integration into curricula and educational programming.  This 

study adds research to the K-12 spectrum of outdoor education, addressing the existing gaps in 

research at this level. 

Summary 

 The objective of this study was to explore teachers’ sense of efficacy in regard to 

engaging in outdoor learning experiences outside the four walls of their classroom.  The study 
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explored the impact of the teaching task of engaging in outdoor learning environments within K-

12 public school environments on teachers’ feelings of efficacy.  The reason for this study is to 

educate teachers and educational leaders about teachers’ sense of efficacy in regard to outdoor 

learning experiences.  The results of this study could be utilized by teacher preparation programs 

and curriculum coordinators or administrators in charge of creating initiatives or educating staff 

on the incorporation of outdoor education initiatives within their schools or districts.  It may also 

be of importance to a variety of stakeholders who may be interested in promoting outdoor 

education or creating outdoor classrooms within their school or district. 

Definitions 

This study contains and utilizes the following specific terms and phrases. 

Outdoor Classroom: “is dedicated outdoor spaces, included, and were not limited to, 

outdoor gardens, seating areas where teachers can conduct lessons outdoors, walkways, natural 

structures, woods, ponds, and exploratory natural environments, such as areas with plants and 

trees” (Goff, 2018, p. 15). 

Outdoor Education: “is not a subject area; rather it is an instructional tool that can be 

used to enhance instruction in a variety of disciplines” (Broda, 2007, p. 11).  

Environmental Literacy: the ability to individually and collectively make informed 

decisions about the environment within the context of ones’ self, the community and the global 

world (NAAEE, 2011). 

Nature Literacy: “the ability to learn from and respond to direct experience of nature” 

(Sobel, 2013, p. 1). 

Self-efficacy: “beliefs in one’s capabilities to organize and execute the courses of action 

required to produce given attainments” (Bandura, 1997, p. 3). 
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Several: more than two, but smaller than many (“Several,” n.d.). 

Teacher Self-Efficacy: a teacher’s impression of their overall capabilities; a perception 

or feeling of success in their school/work environment and ability to achieve expectations 

(Tschannen-Moran et al., 1998). 
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Chapter 2: Literature Review 

The educational climate of today focuses on strong accountability standards for schools, 

teachers, and administrators on top of rigorous curricula that integrate and embrace 21st century 

skills and SEL competencies into everyday pedagogy and learning. Today’s students spend more 

time on technology like tv, video games, and social media than anything else (Mosley et al., 

2018).  In addition, students spend a limited time outdoors, if any (Louv, 2008).  Outdoor 

education and providing students with opportunities to engage in outdoor learning environments 

provide avenues to address and integrate a variety of mandated skills while promoting healthy 

and strong learners and creating environmentally literate future citizens.  The purpose of this 

study was to examine teachers’ feelings of efficacy when teachers and students participate in 

outdoor learning experiences, which will address gaps in research regarding outdoor education 

opportunities in public school environments and in relationship to teacher efficacy.  Outdoor 

education provides opportunities for observation, contemplation, and deeper exploration and 

understanding of concepts that occurs outside (Broda, 2007).  The following review of literature 

will explore the history and definitions of outdoor education as well as investigate types, benefits 

and challenges of learning that occurs in outdoor environments.    

Literature Search Strategy 

The search for appropriate, peer-reviewed articles was conducted via the Centenary 

University online library website.  Databases searched included ERIC, JSTOR, ProQuest, and 

EBSCO Host.  If full-text articles were not available, Interlibrary Loan and Google Scholar were 

utilized.  The following search terms were utilized with combinations and variations of terms to 

ensure an extensive and comprehensive search was conducted:  environmental education, 

outdoor education, outdoor classroom, history of outdoor education, outdoor learning, 
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experiential learning, Every Student Succeeds Act (ESSA), nature deficit disorder, nature study, 

environmental literacy, Next Generation Science Standards (NGSS), No Child Left Behind 

(NCLB), place-based education, self-efficacy, and teacher efficacy. 

History of Outdoor Education 

 “During the late 1800s and early 1900s, the heavy industrialization of the United States 

precipitated an interest in looking beyond the smokestacks and factories to the natural world.  

The nature study movement espoused the intriguing idea that children were innately interested in 

nature and were ‘born naturalists’” (Broda, 2007, p. 2).  This was entitled the nature study 

movement, during the early twentieth century, which focused on learning about the natural 

sciences such as ecology and animal studies.  This movement has shifted in recent years toward 

environmental education, focusing on environmental issues and education on environmental 

catastrophes such as destruction of habitat, pollution and greenhouse gas emissions, and 

endangered species (Sobel, 2013). 

Quay and Seaman (2013) discussed that a cultural focus existed on the environment and 

gained momentum throughout the 1960s with the culmination in the creation of the first Earth 

Day in 1970.  In the 1970s, founding documents of environmental education were created by the 

United Nations Education Scientific and Culture Organization (UNESCO) through the Belgrade 

Charter (1975) and the Tbilisi Declaration (1978).  The Belgrade Charter was the first document 

to provide a goal statement for environmental education:   

The goal of environmental education is to develop a world population that is aware of, 

and concerned about, the environment and its associated problems, and which has the 

knowledge, skills, attitudes, motivations, and commitment to work individually and 
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collectively toward solutions of current problems and the prevention of new ones. 

(United Nations Education Scientific and Culture Organization [UNESCO], 1975, p. 3) 

In addition to the definition, the Tbilisi Declaration endorsed and created the following 

three goals and guiding principles for environmental education.   

1.� To foster clear awareness of, and concern about, economic, social, political and 

ecological interdependence in urban and rural areas; 

2.� To provide every person with opportunities to acquire the knowledge, values, 

attitudes, commitment, and skills needed to protect and improve the environment; 

��� To create new patterns of behavior of individuals, groups and society as a whole 

towards the environment.  (United Nations Education, Scientific and Cultural 

Organization [UNESCO], 1978, p. 26)�

These goals incorporated objectives that environmental education should include 

awareness, knowledge, attitudes, skills and participation that were then enhanced in writing with 

twelve guiding principles that environmental education should follow (UNESCO, 1978).  These 

two documents clearly set guidelines for future definitions, curricula, and assessment tools for 

outdoor education and environmental literacy initiatives. 

Then Priest (1986) provided a new definition of outdoor education as an experiential 

learning method focused on interdisciplinary content which takes place outside, using all senses, 

involving people and natural resources.  In the 1980’s environmental education did not only 

include outdoor learning practices, but also included conservation education (Broda, 2007).  

From the nature study movement to the use of the term’s conservation education and 

environmental education; then to the creation of outdoor education.  The use of the word, 
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“Outdoor education emerged as a prominent and possibly overarching label among the array of 

educational responses to the environmental crisis” (Quay & Seaman, 2013, p. 9). 

Through environmental education, the decade of the 2000’s shifted the title and definition 

again to a focus on environmental literacy and change movements which in turn increased as a 

push to provide all citizens with information, skills and tools to understand that everyone can be 

part of a solution and be more environmentally conscious (NEEF, 2015).  “Concern for the 

environment and healthier communities has over the past decade translated into significant 

progress toward protecting the resources we all depend on—from technological progress (more 

efficient light bulbs and solar panels) to policy shifts (increase fuel efficiency standards for 

vehicles and reductions in mercury)” (NEEF, 2015, p. 10).  Efficient uses of natural and 

manufactured resources and the strain humans can put on the environment, led to many 

companies and governmental agencies endorsing, establishing, and supporting environmental 

literacy skills.  Within the United States a variety of those organizations invested hundreds of 

millions of dollars, showing interest and support of the goal to enhance environmental literacy 

among the citizens of the United States (NAAEE, 2011).  These various changes in policy and 

practice of environmental education history has shaped what outdoor education and 

environmental literacy look like today. 

Outdoor Education & Experiential Learning 

 Many describe outdoor education as an experiential learning opportunity.  Experiential 

learning can be characterized as a process of experiencing, reviewing, concluding, and planning 

in order to create a transfer of learning (NEEF, 2015).   

Environmental education programs guide learning of all ages through the experiential 

learning cycle, from a concrete experience (such as visiting a degraded area planting a 
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garden, or calculating their carbon footprint), through a process of reflection and critical 

thinking in which they guild knowledge and reflect on their attitudes and values and then 

apply what they’re learning in new situations and ultimately their own lives. (NEEF, 

2015, p. 12).   

Experiential learning through outdoor education promotes higher order thinking skills.  

“Going outside doesn’t ‘teach’ higher-order thinking skills.  Rather it provides a venue of rich 

experiences from which the elements of Bloom’s cognitive domain can be coaxed” (Broda, 

2007, p. 23).  A variety of interdisciplinary approaches can be taken from inside classroom walls 

to the outdoors to provide an avenue in which students can explore different levels of the 

learning continuum and experiential learning by embracing a variety of objectives, content 

knowledge and skill levels. 

 Dewey (1938) explained in his Experiential Learning Theory, “The school environment 

of desks, blackboards, a small schoolyard was supposed to suffice. . . There was no demand that 

the teacher should become intimately acquainted with the conditions of the local community, 

physical, historical, economic, occupation etc. in order to utilize them as educational resources” 

(p. 46). However, it has been found that teachers should be immersed in the local community and 

utilize a variety of tools as educational resources.  When teaching outside the four walls of their 

classrooms, teachers are enabled to be confident and enthusiastic about their ability, making 

them able to utilize innovative teaching strategies.  This removal of boundaries provides teachers 

with a different space and the time to be creative in their pedagogy and instructional strategies 

(Moseley et al., 2018). 
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Need for Outdoor Education 

The National Environmental Education & Training Foundation (2000) found that 

environment-based education “holds great promise for furthering school reform goals, creating 

active and engaged students, and preparing citizens to live and work in the 21st century” (p. 3).  

Throughout different movements and varying definitions of outdoor education, Broda (2007) 

found three dimensions and categories of learning:  1) promoting knowledge and concern of the 

environment, 2) focusing on personal growth through challenge and adventure activities that 

require problem solving, and 3) traditional teaching of content knowledge.  These three 

categories of learning promote the creation of strong future, environmentally literate citizens 

through different outdoor education opportunities in and outside of school. 

 Moseley et al. (2018) noted that outdoor learning opportunities prepare students for 

careers with a cyclical model of learning that occurs both inside and outside of the traditional 

classroom, focusing on curricular skills, engaging in an outdoor location and providing 

opportunities for real world application. It also creates inexpensive real-life opportunities for 

students to ask questions as well experience inquiry, exploration, and investigation.  These 

outdoor education opportunities promote interdisciplinary approaches to learning, develop social 

emotional competencies in students, and are accessible to everyone regardless of social-

economic status or geographic location. 

A natural teacher is anyone who uses the power of nature as a tool for education or as an 

environment for learning—not only about nature, but about any subject. . .So can 

environmental educators, and the art, science, or language teachers who insist on taking 

their students outdoors to learn in nature—to draw or study the life in the creek at the end 

of the schoolyard or to write poetry under the trees. And so can the principals, 
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superintendents, and school board members who support them.  (Louv, 2016, p. 189). 

 Various academic, social, and emotional, and physical benefits are associated with 

outdoor education and the use of natural environments.  Coyle (2010) formulated research 

findings that reveal outdoor education, use of school property, and natural play increases 

motivation in learning, improves academic success of low-income students, decreases discipline 

issues and increases conduct within the classroom, engages students unable to attend, increases 

standardized test scores, as well as decreases the dropout rate and engages students in real-world 

problem solving. Chawla (2015) noted the benefits of outdoor classrooms in comparison to 

indoor classrooms, addressing student psychological well-being by reducing stress and 

promoting concentration through student descriptions as peaceful, calm, and relaxing 

environments.  Considerable growth has been noted in cognitive functioning and self-control 

through the areas of memory retention, motivation and focus especially when there was 

increased exposure to nature particularly in and around students’ typical learning environment 

(Chawla, 2015).  Through established data, it is evident that place-based education cultivates a 

student’s connectedness to an environment and produces a dynamic and vital network involving 

all stakeholders, including the larger community, as well as strengthens student learning and 

collectively enhances environmental awareness, social strength and economic vigor (PEEC, 

2010).  

Technology as a Tool to Enhance Outdoor Education 

Research shows that children are disconnected more and more from the outside world 

and outdoor exploration, with some children never experiencing the natural world (Coyle, 2010; 

Louv, 2008; NEEF, 2015; Willis, Weiser, & Kirkwood, 2014;).  While some suggest that 

learning outside the four walls of a classroom is necessary and should not include technology 
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because of the amount of screen time students have at school and at home, technology can be 

used as a tool to enhance learning outside of the typical classroom.  “Educators can also integrate 

technology and media with environmental education through activities that encourage children to 

explore, create, problem solve, communicate, collaborate, document, investigate and 

demonstrate their learning about the world outside of their classroom” (Willis et al., 2014, p. 

142).   

Hougham, Eitel, and Miller (2015) examined the use of technology to extend and build 

connections with the outdoors and science education: “We believe that the appropriate use of 

technology can move beyond distraction to provide tools that transform our ability to connect 

students to place through more focused observations of the environment using a familiar 

medium” (p. 90).  Technology can be used in conjunction with outdoor education practices to 

enhance instruction and learning. 

In reaction to the current digital practices of today’s youth, many are advocating a return 

to the natural world and subsequent limitation of digital consumption.  As rates of obesity 

and attention deficit disorders rise, many are turning a wary eye toward the increased 

emphasis on all things digital.  But does nature have to be at odds with the digital 

environments that are defining the twenty-first-century classrooms of today?  Most 

important can the digital world actually complement the natural/experiential world and 

vice versa?”  (Broda, 2011, pp. 139-140) 

 The use of technology can engage and motivate students by developing independent 

thinking, providing student-centered learning and collaborative opportunities, as well as 

supporting multi-disciplinary learning.  There are many different types of technology that will 

engage students and be appropriate for outdoor learning experiences such as GPS devices, 
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cameras, digital weather stations, and applications on technology to explore or investigate.  

Building students skills and interests in the environment through technology does not replace 

hands-on experiences, but enhances them (Willis et al., 2014).  Integration of technology while 

experiencing the outdoors promotes a variety of higher order thinking skills and builds skills and 

interests while participating in experiential and sensory learning.  Maintaining a focal point on 

the direct experience of outdoor education and using digital technology when needed or 

appropriate as long as it does not detract from the experience of the person or others located in 

the area (Louv, 2016). Engaging students in appropriate outdoor inquiry-based activities can be 

enhanced with a variety of current technological tools. 

Reservations & Barriers to Education Outside the Four Walls  

Teachers may be apprehensive to take learning outside the traditional classroom walls.  

There are a variety of pressures and barriers that exist, including standardized testing, content-

specific curriculum, administrative expectations, on top of many others.  “I think some [teachers] 

are just nervous because [the outdoor classroom is] a different kind of place.  A lot of people feel 

that they don’t have the time—they feel that they have to cover the curriculum” (Becker-Klein & 

PEER Associates, 2008, p. 2).  Lack of time and the stress of implementing a robust curriculum 

can create barriers for teachers who may consider embracing learning outside the four walls of 

the classroom. 

There are a plethora of additional reservations and barriers that teachers must tackle in 

order to embrace engaging in learning outside of their classroom walls and including 

environmental literacy components into their regular instruction.  Research shows that 

implementing outdoor education in elementary school teachers’ classrooms can be a challenge 

due factors such as lack of instructional time, pressure from standardized testing, lack of 
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background/content knowledge, and low self-efficacy in the task of teaching science (Carrier et 

al., 2013; Ernst, 2013; Forbes & Zint, 2010; Stevenson et al., 2014).  With ever changing 

curriculum expectations, standardized assessments and teacher evaluation and accountability 

measures, it takes a very motivated teacher to be willing to tackle outdoor education initiatives.   

A research study by Goff (2018) aligned with the current research also found that 

teachers expressed experiencing lack of time and funding allocated based upon shifts in policy as 

barriers when implementing the use of outdoor classrooms in their school environment.  In 

addition, challenges that inhibited outdoor science instruction during the Boston Schoolyard 

Initiative included lack of time, maintenance of outdoor learning areas, potential student 

behavior and management concerns, and weather (LaForce & Bancroft, 2013).  Another study by 

Carrier, Tugurian and Thomson (2013) found lack of resources (including time) and standardized 

testing as barriers that hindered teaching fifth grade science indoors or outdoors.  In addition, a 

study by Ernst (2013) found that lack of walking access was the largest barrier for this study’s 

group of educators, in addition to lack of time, weather, safety, and need for additional 

supervision. 

 In order to tackle reservations and overcome barriers that schools and educators are faced 

with when implementing learning outside of the four walls, policy, curriculum, and stakeholder 

support are critical.  Potential supports include an actual outdoor learning space on school 

property, appropriate and sufficient materials, adopted curriculum, additional human resources, 

and a school climate that embraces outdoor learning (LaForce & Bancroft, 2013).  Further 

supports that teachers noted in a research study by Goff (2018) involved participation from a 

variety of community stakeholders like gardening clubs, parents and community members, 

PTAs, principals with a commitment to outdoor learning, local universities in addition to funding 
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from grants and corporations, appropriate policies and budgets, and a variety of curriculum and 

standards such as the NGSS. 

Use of Outdoor Classrooms to Promote Learning Outside the Four Walls 

 Findings from the Boston schoolyard funders collaborative executive summary by 

Becker-Klein and PEER Associates (2008) found that interviewees and educators valued outdoor 

classroom space in their school communities and reported benefits to themselves, as educators, 

and to their students.  Educators, to include teachers who used and did not use the outdoor 

classroom within their school, thought that there was academic usefulness to dedicating time 

outside with hands-on experiences. A Boston Public School (BPS) teacher from the initiative 

indicated, “There is a difference in how students use descriptive language, how they write, and 

what they notice, when they are outside, because they’re really using their senses.  You can see a 

difference because they can really describe, and they know how to observe” (p. 2).  Another BPS 

teacher shared, “For me, learning is not something that is done in a confined area through books; 

it’s something that should be real and authentic, and that’s another big benefit of the OC 

[Outdoor Classroom]- it gives the kids an experience.  They find something tangible outside and 

it acts as a springboard and you can do so much with that” (p. 3).  Use of the five senses and 

descriptive language, as well as providing inquiry and hands-on experiences, engage students in 

content knowledge and learning explorations unlike other opportunities when engaging in 

outdoor learning experiences. 

 In addition, providing young children with outdoor classrooms and teaching to the whole 

child, provide holistic development that is encouraged through increased communication and 

inquiry-based learning that fosters creativity, observation, descriptive language and recognition 

of diverse points of view (Wirth & Rosenow, 2012).  Outdoor classrooms provide teachers with 
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an opportunity to allow students to participate in nature-based play or learn through inquiry-

based investigations of the outdoors. 

 Through a post-occupancy pilot study, Dennis, Wells and Bishop (2014) documented that 

survey participants directly observed benefits to their students, including relaxation, focus, 

engagement, cooperativity, creativeness, nurture, and happiness in comparison to students inside 

an indoor classroom. They also identified five themes of successful outdoor classroom 

environments: maximum choice, a variety of small child-sized spaces, design elements of 

pathways and borders, flexible spaces to support changing needs, and stakeholder engagement 

(Dennis et. al., 2014).  “Furthermore, the nature-based classrooms demonstrated and helped 

communicate institutional values goals, and missions” (p. 49).  Outdoor classrooms provide an 

opportunity for educators and schools to embrace outdoor education and promote learning 

outside the four walls of a traditional classroom. 

Community Involvement in Outdoor Education Practice 

 A strong outdoor education program is not possible without dedicated teachers, 

supportive administrators, and assistance from the community in terms of space or volunteers.  

Ferreira et al. (2012) found that when members of the school and local community collaborated 

to design and implemented the use of an outdoor classrooms in their schools, it strengthened and 

fostered a greater sense of community.  In addition to a greater sense of community through the 

collaborative process, teachers who participated in summer workshops with a local university 

experienced a positive shift in their own perceptions of the value of the outdoor classrooms and 

use of the school grounds, increasing the number of times students and classes utilized the 

outdoor learning space (Ferreira, et al., 2012).  
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 Including a variety of stakeholders and voices in the creation of outdoor classrooms is an 

essential component to their success.  A variety of points of view enhance nature-based outdoor 

classrooms, from teachers to administrators to students and parents as well as the greater 

community as a whole (Wirth & Rosenow, 2012).  In addition, with support and focus of faculty 

and administration, a focus on school climate, outside community engagement, and parent 

involvement, an extraordinary type of place-based curriculum and project-based learning can 

progress within a school (Sobel, 2013, p. 16). 

Place-based education is the process focusing 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.  Emphasizing 

hands-on, real-world learning experiences, this approach to education increases 

academic achievement, helps students develop stronger ties to their community, 

enhances students’ appreciation for the natural world, and creates a heightened 

commitment to serving as active, contributing citizens.  Community vitality and 

environmental quality are improved through the active engagement of local 

citizens, community organizations and environmental resources in the life of the 

school.  (Sobel, 2013, p. 11) 

 Shume (2016) explored Sobel’s model of place-based education by performing a 

qualitative case study on the perspectives of teachers during a third-grade prairie restoration 

project in a nearby regional science center approximately fifteen miles away from their school.  

Through observations of the classroom and field trips, interviews, and artifacts, it was discovered 

that there were six interrelated themes that impacted the elementary students’ environmental 

literacy.  These themes included comfortability with nature, a sense of appreciation and respect 
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for the prairie, a sense of wonder and curiosity, awareness of ecological interdependence, a sense 

of empowerment that students could make a difference, and a sense of responsibility and duty to 

the environment (Shume, 2016).  These themes of place-based education embrace the teaching 

and encouragement of environmental literacy skills. 

Environmental Literacy 

 Hollweg et al. (2011) defined a citizen who is environmentally literate as having the 

ability to make informed decisions about the environment independently and collaboratively, to 

care about the global environment, and not only can identify and analyze environmental issues, 

but can exhibit the motivation to work in finding solutions to these issues.  Coyle (2005) cited 

research studies that indicate 95% of Americans (96% of parents) believe that schools should 

educate students in environmental education.  Environmental literacy and education are 

important to citizens within the United States.  Stevenson et al. (2014) noted that elementary 

aged students are the perfect audience to build environmental literacy skills in order to prepare 

future citizens and generations to solve environmental challenges.  Environmental literacy 

consists of skills that are touched on in the overarching 21st century skills and can be embraced 

when utilizing outdoor education and outdoor classrooms. 

Self-Efficacy 

Bandura (1977) is known for his Social Learning Theory and works related to the concept 

of self-efficacy.  Self-efficacy plays an important role in social cognitive theory because it may 

influence enthusiasm and the selection of events that may influence knowledge and skill 

foundation.  There are four sources of teachers’ sense of efficacy to include: mastery 

experiences, vicarious experiences, verbal persuasion, and physiological arousal (Bandura 1986, 

1997).  According to Bandura (1997), previous experiences, preparation, and the condition 
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impact self-efficacy, the belief that a person has about their ability to work or complete a task to 

a point of mastery.  

Bandura (1997) clearly described the four sources of efficacy.  The first source of 

efficacy is conceivably the most authentic evidence of success as these mastery experiences can 

build a person’s sense of efficacy.  The second source of efficacy is vicarious experiences in 

which modeled behaviors serve as a source of a person’s judgement of their own success.  The 

third source of efficacy is verbal persuasion in which social persuasion by others can impact 

motivation and feelings of one’s ability.  The fourth source of efficacy, physiological arousal, is 

a person’s own personal physical health and emotional well-being, which can impact efficacy 

beliefs. 

Self-efficacy significantly impacts cognitive awareness and the effective state of 

consciousness by directly affecting and influencing people’s self-awareness in terms of goal 

setting and attainment, self-control over adversity and obstacles that impact their everyday lives 

(Bandura 1986, 1993, 1997).  In addition, self-efficacy beliefs impact four processes to include 

cognitive, motivational, affective and selection processes (Bandura, 1993). 

In the field of education, efficacy impacts a teacher’s ability to perform a specific 

teaching task as well as how teachers plan and implement instruction.  A teacher’s way of 

structuring the instruction and classroom environment as well as evaluating the competencies of 

students lies partly in a teachers’ beliefs of their own instructional efficacy (Bandura, 1997).  

Within the cognitive process, a teacher with a high sense of efficacy will visualize positive 

success, but those that have a low sense of efficacy will visualize failure and dwell on all of the 

things that can go wrong (Bandura, 1997).  Teacher efficacy influences the effectiveness of a 

teacher in the classroom and in turn on the success of the students. 
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Several studies have examined relationships between sense of efficacy and the impacts it 

has on teachers as well as students.  Teacher efficacy has been studied and researched 

consistently over the last forty-five years, which focus on the overall understanding of efficacy, 

how efficacy can be measured, and its relationship to other variables such as student 

achievement (Utley et al., 2005). Positive sense of self-efficacy can be positively linked to 

student success academically and emotionally.  Research suggests that teachers’ sense of 

efficacy can be statistically significantly associated with student achievement (Ashton et al., 

1983; Ashton & Webb, 1986),  disposition to innovate (Guskey, 1987; Smylie, 1988), and 

reduced levels of stress (Smylie, 1988).   

 Tschannen-Moran, Woolfolk Hoy, and Hoy (1998) applied Bandura’s theory of self-

efficacy to the educational setting with the audience of teachers, triggering significant research 

relating teachers’ self-efficacy beliefs to teachers’ actions and achievement of outcomes.  “Self-

efficacy theory is one of the few conceptualizations of human control that describe a distinction 

between competence, or agent-means relationships (I can execute the actions), and contingency, 

or means-ends relationships (the actions will attain certain outcomes)” (Tschannen-Moran et. al., 

1998, p. 210).  Self-efficacy is considered a self-perception or one’s rating of his or her own 

ability to complete a task or produce results (Bandura, 1997).  This is a rating and belief of one’s 

own level of competence instead of an actual level of competence (Tschannen-Moran et al., 

1998).  Teacher who have a low sense of self-efficacy are more likely to give up because they 

have a low belief that they will be successful, while on the other hand, teacher who have a high 

sense of self-efficacy are more likely to persevere because they have a high belief that they will 

be successful.   Tschannen-Moran and Woolfolk Hoy (2001) studied many different internal and 

external variables that may affect a teachers’ sense of self-efficacy.   
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 Utley et al. (2005) studied teacher efficacy in pre-service teachers enrolled in science and 

math methods courses.  The study found that there was a significant increase in teaching 

mathematics and science as the methods course progressed.  This shows the relationship between 

content knowledge and teaching efficacy when teachers receive instruction, pedagogical practice, 

or professional development. 

 In another study, Moseley, Huss, and Utley (2010) examined environmental education 

teaching efficacy beliefs in K-12 teachers who participated in an extensive summer professional 

development opportunity.  After this two-week opportunity both environmental teaching efficacy 

and outcome expectancy increased.  In contrast, a different research study by Moseley, Reinke, 

and Bookout (2002) reported that a three-day outdoor environmental education program did not 

influence the teacher efficacy in pre-service teachers.  Both studies noted the lack of research in 

efficacy regarding environmental education and the importance of further studies to examine 

how classroom practices impact environmental teaching efficacy and outcome expectancy 

(Moseley et al., 2002; Moseley et al., 2010). 

Special Populations & Outdoor Education 

A variety of special populations to include students with ADD or ADHD, English 

Language Learners (ELLs), students with learning disabilities or students with behavior 

disorders may all benefit from experiences where students are engaged in outdoor learning 

environments.  Participating in activities outside and engagement with nature can increase 

sensory awareness in children (Louv, 2016).  In addition to increased sensory awareness, it has 

been proven to increase children’s ability to concentrate.  Kuo and Taylor (2004) found that 

children who participate in green outdoor settings after school or over weekends experienced 

reduced symptoms of ADHD for children with the disorder.  These findings are supported by 
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other substantial research studies that show a variety of experiences and exposure to nature have 

been linked to the ability to attend.  Louv (2008) noted how nature and natural experiences can 

relax over-stimulation that children with ADHD may experience. 

 In addition, through the Boston Schoolyard Initiative, a study found that pertaining to 

instruction in science, special populations, including ELLs and special education students, 

benefited from the use of outdoor education.  Through this initiative, notable benefits for these 

special populations included increased use of vocabulary in context, more meaningful and 

increased participation than inside the walls of the classroom, and new overall success in science 

(LaForce & Bancroft, 2013). 

Summary and Conclusions  

 Outdoor education has evolved overtime with a rich history that expands over a hundred 

years.  From nature study to outdoor education and then to environmental literacy, the definition 

and focus has shifted, but the overall goals have remained the same.  In our current world, 

research shows that children are spending less and less time outside in natural environments.  

Current research shows that experiences outside, within the natural world, are critical to the 

academic, emotional, and physical development of students (Ferreira et al., 2012).   

 In addition, the review of literature shows that teacher efficacy has been studied and 

researched consistently over the last forty-five years, which has led to an increased 

understanding of self-efficacy, how it can be measured, and its relationship to other variables 

such as student achievement (Utley et al., 2005). Positive associations with student achievement 

(Ashton et al., 1983; Ashton & Webb, 1986), disposition and ability to innovate (Guskey, 1987; 

Smylie, 1988), and reduction in stress (Smylie, 1988) have been linked to teachers’ sense of 

efficacy.   
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The creators of the survey utilized in this study, Tschannen-Moran et al. (1998) and 

Tschannen-Moran and Woolfolk Hoy (2001, 2007), have explored teacher efficacy and its 

effects, which follow and align with the social cognitive theory and self-efficacy reports of 

Alfred Bandura (1977, 1997).  Feelings of self-efficacy are content specific and teaching task 

specific (Tschannen-Moran et al., 1998) so a teachers’ sense of efficacy regarding engaging in 

outdoor learning environments may be different than those within the traditional classroom 

environment.  This review of research led the researcher to identify a gap in research regarding 

teachers’ sense of self-efficacy in regards in engaging in outdoor learning experiences in K-12 

public education. 
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Chapter 3: Research Method 

Teachers’ feelings of efficacy when teachers and students participate in outdoor learning 

experiences was explored in this study, addressing gaps in research regarding outdoor education 

opportunities in K-12 public schools and teacher efficacy in the field of outdoor education.  

Teacher efficacy is a teachers’ belief about their ability to influence or control student 

achievement and engagement (Tschannen-Moran et al., 1998).  In this quantitative study, the 

three factors and subscales of teacher efficacy were used to answer the research questions by 

using descriptive and inferential statistics.  The first efficacy factor is in regard to student 

engagement, the teachers’ perceived ability to gain students attention and maintain their 

engagement along with students assuming responsibility for their learning.  The second efficacy 

factor is in regard to instructional strategies, the teachers’ perceived ability to deliver instruction 

during the instructional period while applying a variety of pedagogical methods.  The third 

efficacy factor is in regard to classroom management, the teachers’ perceived ability to manage 

the ‘classroom’ environment and control student behaviors.  The efficacy factors of student 

engagement, instructional strategies, and classroom management were assessed within the 

teaching task of engaging in outdoor learning environments.  This study attempted to compare 

whether the following independent variables, teaching certifications, current grade levels taught 

and number of lessons taught outside the classroom have an impact on teachers’ sense of 

efficacy in the three factor subscales and on the total sense of efficacy.   

The following chapter contains the research design and rationale of this study in K-12 

public education, including the methodology, participant selection, data collection process and 

procedures as well as a description of the instrumentation and survey process.  In addition, this 
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section will address the reliability and validity of the instrument as well as the ethical procedures 

that were followed throughout the research process.  

Research Design and Rationale 

This quantitative study analyzed responses from K-12 public school teachers from four 

counties in Northwestern New Jersey and will expand research on teachers’ sense of efficacy in 

relationship to engaging in outdoor learning experiences.  Survey results were computed and 

analyzed using descriptive and inferential statistics in order to answer the research questions that 

guided this study.  In this quantitative study, the researcher acted as an independent observer and 

is independent from the actual study.   

Methodology 

Population Selection 

Convenience sampling was utilized when inviting the superintendents of schools from 

four counties within New Jersey through the publicly available database provided by the New 

Jersey Department of Education to share the survey with their teachers.  The participant 

population consisted of K-12 public school teachers from New Jersey, including general 

education and special education teachers in all subject areas. 

Procedures for Recruitment, Participation, and Data Collection 

 In order to recruit participants, a formal request was emailed to superintendents 

throughout Hunterdon, Morris, Sussex and Warren counties in New Jersey, with the direction for 

willing superintendents to distribute the survey to their building principals and/or supervisors for 

distribution to their teachers. The formal request, shown in Appendix A, provided detailed 

information about the research study and request for participation on a voluntary basis with a 

link to the survey via a Google Form.  The survey was completed electronically via a Google 
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Form, shown in Appendix C.  Participants read the informed consent information and checked 

the disclaimer box, “Yes,” before accessing the survey.  The informed consent form, shown in 

Appendix B, provided information about the study to allow participants to make an informed and 

voluntary decision about participation in this research.  By clicking “Yes,” the participant 

acknowledged that “I have read and understand the statement above and agree to participate in 

this research study.” 

 Participants’ names were not collected at any time during the survey.  Participants 

responded anonymously via a Google Form where the researcher had the option to not collect 

information from participants.  All responses were recorded on a spreadsheet with a date and 

time stamp.  All defaults on the survey were set to maintain anonymity of name, email address, 

and IP address of respondents.  Google Forms allows for anonymous survey submission; 

however, it is possible that the participant could be identified through his or her responses to 

open-ended questions.  Every effort was made to protect the participant's identity, but anonymity 

cannot be fully guaranteed. 

 This study involves anonymous data and is considered to include limited immediate risk 

and no long-term risk to the participants.  There may be a small level of risk as the participant 

might have felt uncomfortable in completing the survey as it relates to their feelings of efficacy.  

The two open-ended questions at the end of the survey were not required.  This appropriately 

protected confidentiality by using data collection procedures that made it impossible to link any 

identifying information with responses or data.  Every effort was made to protect the participant's 

identity, but anonymity cannot be fully guaranteed.  Participants who may have felt 

uncomfortable completing the survey were able to stop at any time, therefore, mitigating the 
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limited immediate risk.  A conclusion/debriefing statement was provided at the conclusion of the 

survey and data-collection process to thank the participant. 

Data Analysis & Security 

After an adequate number of survey responses were collected and the sample size of 

respondents was equal or greater than 30 to 100, descriptive and inferential statistics were 

computed to analyze the data.  The stored survey responses were aggregated in order to protect 

confidentiality and anonymity of the respondents.  The aggregated data collected on an excel 

spreadsheet was exported from Google Forms and was imported into Statistical Package for the 

Social Sciences (SPSS) for the purpose of performing statistical analysis of the data.  Descriptive 

statistics was gathered and calculated in the excel spreadsheet.  Then inferential statistics was 

used to analyze the data through t-tests in order to compare variables to the three factors of 

efficacy via subscale constructs for Research Questions 1 and 2. The independent-samples t-test 

compared two experimental conditions, consisting of different participants within each condition 

(Field, 2013).  For Research Question 3, a bivariate correlation was used, Pearson’s product 

correlation.  Pearson’s correlation coefficient, r, measured the strength of a linear relationship 

between two variables in terms a positive, negative, or no correlation (Field, 2013). 

 The aggregated data and corresponding electronic documents will be stored for three 

years on the researcher’s protected computer storage device, which will be securely stored at the 

researcher’s home address.  During the three-year period, this data will not be shared with 

anyone and will only be accessible by the researcher.  Ultimately the data will be deleted and 

purged from the device.  
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Data Collection 

Data was collected starting in May 2019 via the secure Google Form.  Initial requests 

were made in two windows, if necessary, to superintendents of schools within four counties in 

Northwestern New Jersey.  The first window occurred during the spring of 2019, and was 

followed by a second response window, if additional participants were deemed necessary when 

consulting with the researcher’s chair.   

Data Coding and Manipulation 

Data manipulation was needed in order for the researcher to analyze survey results using 

categorical data and coding personal information for statistical comparison.  Respondents 

checked a variety of teaching certifications held from a list of Special Education, Elementary 

Education, Subject Matter Specialization: Mathematics, Subject Matter Specialization:  

Language Arts, Subject Matter Specialization: Science, Subject Matter Specialization: Social 

Studies, Administration, or Other.  For data analysis, a “1” was coded for teachers who hold 

special education certification or special education certification in conjunction with other 

certifications.   A “2” was coded for teachers who hold only elementary or content area 

certifications.   

Manipulation and coding were also necessary to quantify survey results that are typed in 

by respondents regarding the number of lessons per year engaged in outdoor learning 

experiences.  If a respondent answers in word form or a multiple number span, manipulation was 

be necessary in order to create a single number response for each respondent.  If a teacher 

respondent provided a range of numbers, the top of the span was selected.  If a respondent 

entered a worded response, such as “once a month,” the researcher had to code the response as a 
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numeric value, and in this case used “10” for the 10 school months that occur in a traditional 

school year.   

In addition, in order to calculate the total overall sense of efficacy for respondents, an 

additional column was added to the spreadsheet to formulate a sum of the responses.  The total 

sense of efficacy was attained by calculating the sum of the ratings of the 24 Likert-scale items 

within the questionnaire. 

Instrumentation 

The Teachers’ Sense of Efficacy Scale (TSES) is a pre-existing instrument developed by 

Dr. Megan Tschannen-Moran and Dr. Anita Woolfolk Hoy (2001) that was utilized for this 

research study.  The researcher received permission to utilize this instrumentation from the 

creator, Dr. Tschannen-Moran, Ph.D. from the College of William and Mary.  The TSES (long 

form) is a questionnaire that consists of 24 items, which are assessed by the respondents’ rating 

on a nine-point Likert scale.  Within the nine-point scale, a rating of 1 indicates “nothing,” a 

rating of 3 indicates “very little,” a rating of 5 indicates “some influence,” a rating of 7 indicates, 

“quite a bit,” and a rating of 9 indicates “a great deal.” 

Subscale Constructs  

The TSES contains three subscales that focus on different efficacy factors to include 

teachers’ sense of efficacy in relation to student engagement, instructional strategies, and 

classroom management.  Within the survey, the subscales contain the following questionnaire 

items: 
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Table 1 
 
Student Engagement:  Subscale Factor 1 

 
 

Questionnaire Item 
 

1. How much can you do to get through to the most difficult students when engaging in an 
outdoor learning environment? 

2. How much can you do to help your student think critically when engaging in an 
outdoor learning environment? 

4. How much can you do to motivate students who show low interest in school work 
when engaging in an outdoor learning environment? 

6. How much can you do to get students to believe they can do well in school work when 
engaging in an outdoor learning environment? 

9. How much can you do to help your students value learning when engaging in an 
outdoor learning environment? 

12. How much can you do to foster student creativity when engaging in an outdoor 
learning environment? 

14. How much can you do to improve the understanding of a student who is failing when 
engaging in an outdoor learning environment? 

22. How much can you assist families in helping their children do well in school when 
engaging in an outdoor learning environment? 

 

Table 2 
 
Instructional Strategies:  Subscale Factor 2 

 Questionnaire Item 
7. How well can you respond to difficult questions from your students when engaging in 

an outdoor learning environment? 
10. How much can you gauge student comprehension of what you do when engaging in an 

outdoor learning environment? 
11. To what extent can you craft good questions for your students when engaging in an 

outdoor learning environment? 
17. How much can you do to adjust your lessons to the proper level for individual students 

when engaging in an outdoor learning environment? 
18. How much can you use a variety of assessment strategies when engaging in an outdoor 

learning environment? 
20. To what extent can you provide an alternative explanation or example when students 

are confused when engaging in an outdoor learning environment? 
23. How well can you implement alternative strategies in your classroom when engaging in 

an outdoor learning environment? 
24. How well can you provide appropriate challenges for very capable students when 

engaging in an outdoor learning environment? 
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Table 3 
 
Classroom Management:  Subscale Factor 3 

 Questionnaire Item 
3. How much can you do to control disruptive behavior when engaging in an outdoor 

learning environment? 
5. To what extent can you make your expectations clear about student behavior when 

engaging in an outdoor learning environment? 
8. How well can you establish routines to keep activities running smoothly when 

engaging in an outdoor learning environment? 
13. How much can you do to get children to follow classroom rules when engaging in an 

outdoor learning environment? 
15. How much can you do to calm a student who is disruptive or noisy when engaging in 

an outdoor learning environment? 
16. How well can you establish a classroom management system with each group of 

students when engaging in an outdoor learning environment? 
19. How well can you keep a few problem students from ruining an entire lesson when 

engaging in an outdoor learning environment? 
22. How well can you respond to defiant students when engaging in an outdoor learning 

environment? 
 

Construct Validity 

Construct validity is shown through the statistical reliability of the TSES also known as 

the Ohio State Teacher Efficacy Scale (OSTES) because the instrument was developed at the 

Ohio State University (Tschannen-Moran & Woolfolk Hoy, 2001).  The construct validity is 

shown in Table 4.  Cronbach’s Alpha is often used to calculate scale reliability and generally a 

value greater than .7 is accepted as reliable (Field, 2013).  The internal reliability of both the full 

scale and the subscales are more than acceptable because they range from .87-.94.  In addition, 

the researcher performed an internal reliability check, Cronbach Alpha, once data collection was 

completed to gain the reliability of the sample. 
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Table 4 
 
Reliability of TSES (Tschannen-Moran & Woolfolk Hoy, 2001) 

 
 

Mean 
 

SD alpha 

OSTES 7.1 .94 .94 
Engagement 7.3 1.1 .87 
Instruction 7.3 1.1 .91 
Management 6.7 1.1 .90 

 

The reliability of the TSES was .94 overall with .87 in student engagement, .91 in 

instructional strategies, and .90 in classroom management.  In another study, Tschannen-Moran 

and Woolfolk Hoy (2001) compared the TSES to other instruments, finding that total scores on 

the TSES were positively correlated with other measures of teaching efficacy, indicating that the 

scale is reasonably valid and reliable. 

Ethical Procedures 

Prior to starting this research study, Institutional Review Board (IRB) approval was 

obtained by the researcher.  Through the informed consent documentation at the start of the 

survey, participants were made aware that considerations were made for their confidentiality and 

anonymity.  Provisions were made so that individual survey responses would not be tracked to 

the individual respondent.  Due to the fact that respondents were reflecting on their feelings of 

efficacy in regards to engaging in outdoor learning experiences, there may be a small level of 

risk that the participant may feel uncomfortable when completing the survey instrument.  

Completion of the survey was not required, and the participant was able to stop the survey 

process at any time. 
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Summary 

Chapter 3 discussed the research design, rationale, and methodology for this quantitative 

study analyzing K-12 public school teachers’ sense of efficacy in relationship to the teaching 

task of engaging in outdoor learning experiences from respondents in four counties within 

Northwestern New Jersey.  The three subscale constructs of student engagement, instructional 

strategies, and classroom management as well as the total sense of efficacy were utilized to 

answer the research questions guiding the study.   
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Chapter 4: Research Findings 

The purpose of this quantitative research study was to explore teachers’ feelings of 

efficacy when teachers and students engaged in outdoor learning environments.  This study 

addressed gaps in research regarding outdoor education opportunities in K-12 public school 

environments and relating outdoor education to teacher efficacy.  The first research question 

examined if special education certification versus only general education certification impacted 

teachers’ sense of efficacy in the three subscale factors of student engagement, instructional 

strategies and classroom management when engaging in an outdoor learning environment.  The 

second research question assessed whether grade level of students taught, elementary (K-5) only 

in comparison to mixed levels or upper levels of middle and high school impacted teachers’ 

sense of efficacy in the three subscale factors of student engagement, instructional strategies and 

classroom management when engaging in an outdoor learning environment.  Lastly, the third 

research question examined the correlation between teachers’ total sense of efficacy when 

engaging in an outdoor learning environment and the number of lessons taught outside of the 

traditional classroom. 

Data Collection 

Data was collected from May 29, 2019 through February 21, 2020 via a secure Google 

Form as described in Chapter 3.  The first request window occurred in May and June of 2019, 

and the second additional request window occurred in February 2020.  The researcher decided, in 

consultation with her chair, to send an additional request to her school district in February 2020 

to gather additional respondents.  Over the course of the first, five-week window, during the 

spring of 2019, 60 responses were received.  The rationale to send the additional request was in 

an effort to gather additional respondents due to the first window occurring during the end of the 
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school year in New Jersey schools, which ends in June.  End of year activities and schedules 

could have negatively impacted the response rate to this study.  Over the course of the additional 

one-week response window, 9 additional responses were received.  The overall total number of 

responses for this study was 69. 

Data Coding and Manipulation 

Additional manipulation and coding were necessary to address an error in the Google 

Form for the first seven respondents.  It was also needed to code and analyze certifications and 

grade levels currently taught as well as quantify survey results that respondents typed into the 

Google Form regarding the number of lessons per year engaged in outdoor learning experiences 

because the field appeared as text versus a numerical value.  The last manipulation of data 

needed was to create an additional column in the spread sheet in order to calculate the total 

overall sense of efficacy.  

Due to an error on Questionnaire Item 7 for the first seven survey respondents, data 

manipulation was necessary.  This item asked, “How well can you respond to difficult questions 

from your students when engaging in an outdoor learning environment?”  The linear Likert-scale 

for item 7 in the Google Form survey only provided the first seven respondents with the option 

of checking a rating of 1 out of 6 (a 6-point scale) instead of 1 out of 9 (a 9-point scale).  In order 

to create equivalent responses to the 9-point Likert-scale, the researcher used an unbiased 

method and multiplied answers to item 7 by 1.5 for the first seven responses.    
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 Table 5 
 
Data Manipulation of Questionnaire Item 7 

Original Response Corrected Coded Response 
6 9 
4 6 
4 6 
5 8 
4 6 
4 6 
3 5 

 

Additional data manipulation was needed in order for the researcher to analyze survey 

results using categorical data and coding personal information for statistical comparison.  In 

addition to a “1” being coded for teachers who held special education certification or special 

education certification in conjunction with other certifications, a “1” was coded for the 

educational service professional certification of speech language specialist because this 

educational certification required the respondent to have specialized education and experience of 

working with students with disabilities. In additional to a “2” being coded for teachers who held 

only elementary or content area certifications, a “2” was also coded for respondents who only 

held the educational service professional certification of school counselor because the 

certification does not require enrollment in a variety of special education coursework. 

Additional manipulation and coding were also necessary to quantify survey results that 

were typed in by respondents regarding the number of lessons per year engaged in outdoor 

learning experiences.  Respondents replied to the open-ended question in a variety of numbers, 

number spans and words.  The response of “several” was coded a “5” because the word several 

is defined as more than two, but smaller than many (“Several,” n.d.). The response of “too many 
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to count” was coded as “36” because this accounts for one lesson a week during the 36- week 

school year.  The response of “one a month” was coded as “10” for the ten school months that 

occur in a traditional school year.  The response of daily were coded as “180” for 180 school 

days that occur in a traditional school year. 

Treatment and/or Intervention Fidelity  

In order to analyze the construct validity of the instrument, the researcher ran a Cronbach 

Alpha, internal reliability test for each subscale factor.  All three subscale tests came back as 

highly reliable because .7 or greater is considered reliable, and all internal Cronbach Alpha 

scores calculated higher than .9, getting very close to approaching 1.  The Cronbach Alpha 

measured .933 for student engagement, .950 for instructional strategies and .942 for classroom 

management. 

Table 6 
 
Reliability of Survey Instrument:  Subscale Factor, Student Engagement 

Case Processing Summary: Student Engagement 

 N % 
Cases Valid 69 100.0 

 

Reliability Statistics 

Cronbach's Alpha N of Items 
.933 8 

 

The Cronbach Alpha,  α = .993 which means that respondents understood the survey 

questions and answered in a consistent manner throughout the subscale factor, student 

engagement, questions within the survey. 
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Table 7 
 
Reliability of Survey Instrument:  Subscale Factor, Instructional Strategies 

Case Processing Summary: Instructional Strategies 

 N % 
Cases Valid 68 98.6 

 

Reliability Statistics 
Cronbach's Alpha N of Items 

.950 8 
 

The Cronbach Alpha,� α = .950 which means that respondents understood the survey 

questions and answered in a consistent manner throughout the subscale factor, instructional 

strategies, questions within the survey. 

Table 8 
 
Reliability of Survey Instrument:  Subscale Factor, Classroom Management 

Case Processing Summary: Classroom Management 

 N % 
Cases Valid 69 100.0 

 

Reliability Statistics 
Cronbach's Alpha N of Items 

.942 8 
 

The Cronbach Alpha,  α = .942 which means that respondents understood the survey 

questions and answered in a consistent manner throughout the subscale factor, classroom 

management, questions within the survey. 
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Participant Demographics 

Overall, there were 69 total participants in this study (N=69).  A variety of demographic 

and participant information was collected to include gender, current grade level(s) taught, 

teaching certification(s) held, number of years in education, level of expertise in outdoor 

education, number of lessons taught per school year, and types of outdoor learning environments 

on school property. 

Table 9 
 
Participant Demographic Data:  Gender 

 Frequency % 
Valid  3 4.3 

Female 58 84.1 
Male 8 11.6 
Total 69 100.0 

 

The 69 participants in this study consisted of 84.1% females, 11.6% males, and 4.3% did 

not respond to the item. 

Table 10 
 
Participant Demographic Data:  Current Grade Level(s) Taught 

Grade Level(s)                    Frequency % 
Valid K-5 28 40.6 

6-8 20 29.0 
K-5, 6-8 20 29.0 
K-5, 6-8, 9-12 1 1.4 
Total 69 100.0 

 

The 69 participants in this study taught the following grade levels: 28 participants 

(40.6%) elementary school (K-5), 20 participants each (29% each) middle school or mixed level- 
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elementary and middle school, and 1 participant (1.4%) mixed level- elementary, middle school, 

and high school (9-12). 

Table 11 
 
Participant Demographic Data:  Teaching Certification(s) Held 

 
 Certification Frequency % 
 Elementary Education 

Special Education 
Language Arts Specialization 
Math Specialization 
Administration 
Science Specialization 
Social Studies Specialization 
Health and PE 
Art 
Counselor 
World Language 
Speech Language Specialist 
LDTC 
Psychologist 
Early Childhood 

54 
35 
10 
10 
7 
5 
3 
3 
2 
2 
2 
1 
1 
1 
1 

79.4 
51.5 
14.7 
14.7 
10.3 
7.4 
4.4 
4.4 
2.9 
2.9 
2.9 
1.5 
1.5 
1.5 
1.5 

 
 The 69 participants in this study held a variety of certifications and many held more than 

one certification.  For the purpose of this study, the researcher explored teachers’ sense of 

efficacy of teachers with special education certifications in comparison to teachers who only held 

general education certifications.  Thirty-five participants (51.5%) held special education teaching 

certifications. 
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Table 12 
 
Participant Demographic Data:  Number of Years in Education 

 Frequency % 
Valid 1 1.4 
0-5 years 11 15.9 
11-15 years 12 17.4 
15+ years 36 52.2 
6-10 years 9 13.0 
Total 69 100.0 

 
The majority of the participants have been in education for over fifteen years.  Of the 69 

participants in this study, 1 participant (1%) did not respond to the item, 11 participants (16%) 

had 0-5 years in education, 9 participants (13%) had 6-10 years in education, 12 participants 

(17%) had 11-15 years in education, and 36 participants (52%) had 15+ years in education. 

Table 13 
 
Participant Rated Level of Expertise in Outdoor Education 

 Frequency % 
Valid 1 (high level) 6 8.7 

2 10 14.5 
3 19 27.5 
4 12 17.4 
5 (low level) 22 31.9 
Total 69 100.0 

 

 Participants self-rated their level of expertise in outdoor education from a high level (1) 

to a low level (5).  Of the 69 participants in this study, 6 participants (9%) had the highest level 

of expertise- 1, 10 participants (15%) had a level 2 expertise, 19 participants (28%) had a level 3 

expertise, 12 participants (17%) had a level 4 expertise, and 22 participants (32%) had the lowest 

level of expertise- 5. 



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 56 

 

Table 14 
 
Participants’ Lessons Taught Outside Per Year 

Number of Lessons Frequency % 
Valid 0 16 23.2 

1 4 5.8 
2 9 13.0 
3 5 7.2 
4 9 13.0 
5 10 14.5 
6 3 4.3 
8 1 1.4 
10 2 2.9 
12 2 2.9 
18 1 1.4 
20 3 4.3 
25 1 1.4 
36 1 1.4 
100 1 1.4 
180 1 1.4 
Total 69 100.0 

 

Participants also specified the number of lessons taught outside of the four walls of the 

classroom per year.  Of the 69 participants in this study, 16 participants (23%) taught 0 lessons, 

10 participants (15%) taught 5 lessons, 9 participants (13%) taught 2 lessons, 9 participants 

(13%) taught 4 lessons, 5 participants (7%) taught 3 lessons, 4 participants (6%) taught 1 lesson, 

3 participants (4%) taught 6 lessons, 3 participants (4%) taught 20 lessons, 2 participants (3%) 

taught 10 lessons, 2 participants (3%) taught 11 lessons, and 1 participant each (1% each) taught 

8, 18, 25, 36, 100 or 180 lessons outside. 
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Table 15 
 
Outdoor Learning Environments in Schools of Participants 

 Frequency % 
Valid An outdoor classroom 6 8.7 

An outdoor classroom, A ropes course in the woods, but I 
believe it hasn't been maintained in years. 

1 1.4 

An outdoor classroom, Garden 8 11.6 
An outdoor classroom, Garden, Greenhouse 2 2.9 
An outdoor classroom, Garden, Greenhouse, Walking Trails 13 18.8 
An outdoor classroom, Garden, Walking Trails 1 1.4 
An outdoor classroom, Greenhouse 1 1.4 
An outdoor classroom, Greenhouse, Walking Trails 4 5.8 
An outdoor classroom, Walking Trails 1 1.4 
Benches, fields, and trees 1 1.4 
Courtyard 1 1.4 
Field, Picnic Tables with Shade, Student landscape bed 1 1.4 
Garden 13 18.8 
Garden, Fields, Play areas 1 1.4 
Garden, Greenhouse 2 2.9 
Garden, Property is surrounded with woods 1 1.4 
Garden, Walking Trails 1 1.4 
Greenhouse 2 2.9 
Lawns, woods, planted areas 1 1.4 
None 6 8.7 
Playground, grassy areas for outdoor activities 1 1.4 
Under Construction 1 1.4 
Total 69 100.0 

 

The majority of the participants had outdoor learning environments on their school 

property.  Of the 69 participants, all but 6 (8.7%) had some type of outdoor learning environment 

at their school.  Outdoor classrooms, greenhouses, gardens, courtyards, fields, walking trails, 

wooded areas and play areas were documented with many school sites containing more than one 

type of outdoor learning area.  42 participants (60.8%) had gardens, 37 participants (53.6%) had 
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outdoor classrooms, 24 participants (34.7%) had greenhouses, and 20 participants (28.9%) had 

walking trails. 

Descriptive Statistics of Instrument in Subscales 

Tables 16-19 document the descriptive statistics of the three subscale factors of self-

efficacy including student engagement, instructional strategies, and classroom management.  Of 

the 24-question instrument, each subscale consisted of 8 items. 
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Table 16 
 
Descriptive Statistics of the Student Engagement Subscale 

 N Min Max Mean 
Standard 
Deviation 

1. How much can you do to get through to the most 
difficult students when engaging in an outdoor 
learning environment? 

69 1 9 5.99 1.827 

2. How much can you do to help your students think 
critically when engaging in an outdoor learning 
environment? 

69 1 9 6.14 1.865 

4. How much can you do to motivate students who 
show low interest in school work when engaging in 
an outdoor learning environment? 

69 1 9 6.83 1.863 

6. How much can you do to get students to believe 
they can do well in school work when engaging in an 
outdoor learning environment? 

69 1 9 6.65 1.977 

9. How much can you do to help your students value 
learning when engaging in an outdoor learning 
environment? 

69 1 9 6.65 1.838 

12. How much can you do to foster student creativity 
when engaging in an outdoor learning environment? 

69 1 9 6.91 1.931 

14. How much can you do to improve the 
understanding of a student who is failing when 
engaging in an outdoor learning environment? 

69 1 9 6.12 1.795 

22. How much can you assist families in helping their 
children do well in school when engaging in an 
outdoor learning environment? 

69 1 9 5.51 2.146 

Valid N (listwise) 68     
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Table 17 
 
Descriptive Statistics of the Instructional Strategies Subscale 
 

 N Min Max Mean 
Standard 
Deviation 

7. How well can you respond to difficult questions 
from your students when engaging in an outdoor 
learning environment? 

69 1.0 9.0 6.536 1.6701 

10. How much can you gauge student comprehension 
of what you do when engaging in an outdoor learning 
environment? 

69 1 9 6.46 1.967 

11. To what extent can you craft good questions for 
your students when engaging in an outdoor learning 
environment? 

69 1 9 6.80 1.899 

17. How much can you do to adjust your lessons to 
the proper level for individual students when 
engaging in an outdoor learning environment? 

69 1 9 6.28 1.962 

18. How much can you use a variety of assessment 
strategies when engaging in an outdoor learning 
environment? 

69 1 9 6.06 2.300 

20. To what extent can you provide an alternative 
explanation or example when students are confused 
when engaging in an outdoor learning environment? 

69 1 9 6.61 1.833 

23. How well can you implement alternative 
strategies in your classroom when engaging in an 
outdoor learning environment? 

69 1 9 6.38 1.956 

24. How well can you provide appropriate challenges 
for very capable students when engaging in an 
outdoor learning environment? 

68 1 9 6.63 1.962 

Valid N (listwise) 68     
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Table 18 
 
Descriptive Statistics of the Classroom Management Subscale 

 N Min Max Mean 
Standard 
Deviation 

3. How much can you do to control disruptive 
behavior when engaging in an outdoor learning 
environment? 

69 1 9 5.87 2.121 

5. To what extent can you make your expectations 
clear about student behavior when engaging in an 
outdoor learning environment? 

69 1 9 7.20 1.820 

8. How well can you establish routines to keep 
activities running smoothly when engaging in an 
outdoor learning environment? 

69 1 9 6.46 2.048 

13. How much can you do to get children to follow 
classroom rules when engaging in an outdoor 
learning environment? 

69 1 9 6.46 1.929 

15. How much can you do to calm a student who is 
disruptive or noisy when engaging in an outdoor 
learning environment? 

69 1 9 6.03 2.058 

16. How well can you establish a classroom 
management system with each group of students 
when engaging in an outdoor learning environment? 

69 1 9 6.39 1.994 

19. How well can you keep a few problem students 
from ruining an entire lesson when engaging in an 
outdoor learning environment? 

69 1 9 6.06 2.057 

21. How well can you respond to defiant students 
when engaging in an outdoor learning environment? 

69 1 9 5.88 2.004 

Valid N (listwise) 68     
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Table 19 
 
Descriptive Statistics of the Total Sense of Efficacy 

 N Min Max Mean Std. Deviation 
Total Sense of Efficacy 69 24.0 215.0 152.812 37.2711 
Valid N (listwise) 68     

 

Data Analysis & Results: Question 1a (Student Engagement) 

Question 1a. asked, “Is there a significant difference between teachers with special 

education certification and teachers with only general education certification sense of efficacy in 

student engagement when engaging in an outdoor learning environment?” 

There is not a statistically significant difference between special education and general 

education teachers’ sense of efficacy in student engagement when engaging in an outdoor 

learning environment. 
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Table 20 
 
Group Statistics of the Student Engagement Subscale 

 Certification  
(SE-1, GE-2) N Mean 

Std. 
Deviation 

Std. Error 
Mean 

1. How much can you do to get through 
to the most difficult students when 
engaging in an outdoor learning 
environment? 

1 36 6.11 2.011 .335 
2 32 5.81 1.635 .289 

2. How much can you do to help your 
students think critically when engaging 
in an outdoor learning environment? 

1 36 6.22 2.126 .354 
2 32 6.09 1.573 .278 

4. How much can you do to motivate 
students who show low interest in 
school work when engaging in an 
outdoor learning environment? 

1 36 7.14 2.002 .334 
2 32 6.47 1.685 .298 

6. How much can you do to get students 
to believe they can do well in school 
work when engaging in an outdoor 
learning environment? 

1 36 6.86 2.153 .359 
2 32 6.41 1.794 .317 

9. How much can you do to help your 
students value learning when engaging 
in an outdoor learning environment? 

1 36 7.06 1.866 .311 
2 32 6.22 1.755 .310 

12. How much can you do to foster 
student creativity when engaging in an 
outdoor learning environment? 

1 36 7.31 1.939 .323 
2 32 6.50 1.884 .333 

14. How much can you do to improve 
the understanding of a student who is 
failing when engaging in an outdoor 
learning environment? 

1 36 6.22 1.973 .329 
2 32 6.00 1.626 .288 

22. How much can you assist families in 
helping their children do well in school 
when engaging in an outdoor learning 
environment? 

1 36 5.78 2.269 .378 
2 32 5.22 2.028 .358 
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Table 21 
 
Independent Samples Test for the Student Engagement Subscale 

 

Levene's Test 
for Equality 
of Variances t-test for Equality of Means 

F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. Error 
Diff 

1. How much can you do to get through 
to the most difficult students when 
engaging in an outdoor learning 
environment? 

1.831 .181 .667 66 .507 .299 .448 

2. How much can you do to help your 
students think critically when engaging 
in an outdoor learning environment? 

3.889 .053 .280 66 .780 .128 .458 

4. How much can you do to motivate 
students who show low interest in 
school work when engaging in an 
outdoor learning environment? 

.526 .471 1.483 66 .143 .670 .452 

6. How much can you do to get 
students to believe they can do well in 
school work when engaging in an 
outdoor learning environment? 

.781 .380 .940 66 .351 .455 .484 

9. How much can you do to help your 
students value learning when engaging 
in an outdoor learning environment? 

.040 .842 1.898 66 .062 .837 .441 

12. How much can you do to foster 
student creativity when engaging in an 
outdoor learning environment? 

.002 .963 1.733 66 .088 .806 .465 

14. How much can you do to improve 
the understanding of a student who is 
failing when engaging in an outdoor 
learning environment? 

1.165 .284 .503 66 .617 .222 .442 

22. How much can you assist families 
in helping their children do well in 
school when engaging in an outdoor 
learning environment? 

1.315 .256 1.066 66 .290 .559 .525 
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With regard to Survey Question 1, there is not a significant difference between special 

education teachers (M=6.11, sd=2.011) and general education teachers (M=5.81, sd=1.635), 

t=.667, df=66, p=.507.  This may indicate that when it comes to the student engagement factor of 

getting through to the most difficult students engaging in an outdoor learning environment, there 

is no difference between special education and general education teachers. 

With regard to Survey Question 2, there is not a significant difference between special 

education teachers (M=6.22, sd=2.126) and general education teachers (M=6.09, sd=1.573), 

t=.280, df=66, p=.780.  This may indicate that when it comes to the student engagement factor of 

helping students think critically when engaging in an outdoor learning environment, there is no 

difference between special education and general education teachers. 

With regard to Survey Question 4, there is not a significant difference between special 

education teachers (M=7.14, sd=2.002) and general education teachers (M=6.47, sd=1.685), 

t=1.483, df=66, p=.143.  This may indicate that when it comes to the student engagement factor 

of motivating students who show low interest in school work when engaging in an outdoor 

learning environment, there is no difference between special education and general education 

teachers. 

With regard to Survey Question 6, there is not a significant difference between special 

education teachers (M=6.86, sd=2.153) and general education teachers (M=6.41, sd=1.794), 

t=.940, df=66, p=.351.  This may indicate that when it comes to the student engagement factor of 

getting students to believe they can do well in school work when engaging in an outdoor learning 

environment, there is no difference between special education and general education teachers. 

With regard to Survey Question 9, there is not a significant difference between special 

education teachers (M=7.06, sd=1.866) and general education teachers (M=6.22, sd=1.755), 
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t=1.898, df=66, p=.062.  This may indicate that when it comes to the student engagement factor 

of helping students value learning when engaging in an outdoor learning environment, there is no 

difference between special education and general education teachers. 

With regard to Survey Question 12, there is not a significant difference between special 

education teachers (M=7.31, sd=1.939) and general education teachers (M=6.50, sd=1.884), 

t=1.733, df=66, p=.088.  This may indicate that when it comes to the student engagement factor 

of fostering student creativity when engaging in an outdoor learning environment, there is no 

difference between special education and general education teachers. 

With regard to Survey Question 14, there is not a significant difference between special 

education teachers (M=6.22, sd=1.973) and general education teachers (M=6.00, sd=1.626), 

t=.503, df=66, p=.617.  This may indicate that when it comes to the student engagement factor of 

improving the understanding of a student who is failing when engaging in an outdoor learning 

environment, there is no difference between special education and general education teachers. 

With regard to Survey Question 22, there is not a significant difference between special 

education teachers (M=5.78, sd=2.269) and general education teachers (M=5.22, sd=2.028), 

t=1.066, df=66, p=.290.  This may indicate that when it comes to the student engagement factor 

of assisting families in helping their children do well in school when engaging in an outdoor 

learning environment, there is no difference between special education and general education 

teachers. 

Data Analysis & Results: Question 1b (Instructional Strategies) 

Question 1b. asked, “Is there a significant difference between teachers with special 

education certification and teachers with only general education certification sense of efficacy in 

instructional strategies when engaging in an outdoor learning environment?”  
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Overall, there is not a statistically significant difference between special education and 

general education teachers’ sense of efficacy in instructional strategies when engaging in an 

outdoor learning environment.  However, three out of the eight survey questions, Questions 10, 

23, and 24, supported a statistically significant difference between special education teachers and 

general education teachers sense of efficacy in instructional strategies when engaging in an 

outdoor learning environment. 
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Table 22 
 
Group Statistics of the Instructional Strategies Subscale 

 Certification  
(SE-1, GE-2) N Mean 

Std. 
Deviation 

Std. Error 
Mean 

7. How well can you respond to difficult 
questions from your students when 
engaging in an outdoor learning 
environment? 

1 36 6.778 1.5696 .2616 
2 32 6.250 1.7825 .3151 

10. How much can you gauge student 
comprehension of what you do when 
engaging in an outdoor learning 
environment? 

1 36 7.00 1.986 .331 
2 32 5.94 1.795 .317 

11. To what extent can you craft good 
questions for your students when engaging 
in an outdoor learning environment? 

1 36 7.14 1.944 .324 
2 32 6.44 1.831 .324 

17. How much can you do to adjust your 
lessons to the proper level for individual 
students when engaging in an outdoor 
learning environment? 

1 36 6.67 1.912 .319 
2 32 5.81 1.975 .349 

18. How much can you use a variety of 
assessment strategies when engaging in an 
outdoor learning environment? 

1 36 6.22 2.474 .412 
2 32 5.88 2.152 .380 

20. To what extent can you provide an 
alternative explanation or example when 
students are confused when engaging in an 
outdoor learning environment? 

1 36 7.03 1.828 .305 
2 32 6.16 1.780 .315 

23. How well can you implement 
alternative strategies in your classroom 
when engaging in an outdoor learning 
environment? 

1 36 6.94 1.985 .331 
2 32 5.75 1.778 .314 

24. How well can you provide appropriate 
challenges for very capable students when 
engaging in an outdoor learning 
environment? 

1 35 7.23 1.926 .326 
2 32 6.00 1.849 .327 
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Table 23 
 
Independent Samples Test of the Instructional Strategies Subscale 

 

Levene's 
Test for 

Equality of 
Variances t-test for Equality of Means 

F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. 
Error 
Diff 

7. How well can you respond to difficult 
questions from your students when engaging 
in an outdoor learning environment? 

.247 .621 1.298 66 .199 .5278 .4065 

10. How much can you gauge student 
comprehension of what you do when 
engaging in an outdoor learning environment? 

.000 .987 2.304 66 .024 1.063 .461 

11. To what extent can you craft good 
questions for your students when engaging in 
an outdoor learning environment? 

.009 .925 1.526 66 .132 .701 .460 

17. How much can you do to adjust your 
lessons to the proper level for individual 
students when engaging in an outdoor 
learning environment? 

.133 .716 1.810 66 .075 .854 .472 

18. How much can you use a variety of 
assessment strategies when engaging in an 
outdoor learning environment? 

1.303 .258 .614 66 .541 .347 .566 

20. To what extent can you provide an 
alternative explanation or example when 
students are confused when engaging in an 
outdoor learning environment? 

.470 .495 1.987 66 .051 .872 .439 

23. How well can you implement alternative 
strategies in your classroom when engaging in 
an outdoor learning environment? 

.001 .981 2.600 66 .011 1.194 .459 

24. How well can you provide appropriate 
challenges for very capable students when 
engaging in an outdoor learning environment? 

.074 .787 2.658 65 .010 1.229 .462 
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With regard to Survey Question 7, there is not a significant difference between special 

education teachers (M=6.778, sd=1.5696) and general education teachers (M=6.250, sd=1.7825), 

t=1.298, df=66, p=.199.  This may indicate that when it comes to the instructional strategy factor 

of helping students value learning when engaging in an outdoor learning environment, there is no 

difference between special education and general education teachers. 

With regard to Survey Question 10, there is a significant difference between special 

education teachers (M=7.00, sd=1.986) and general education teachers (M=5.94, sd=1.795), 

t=2.304, df=66, p=.024.  This may indicate that special education teachers believe that when it 

comes to the instructional strategy factor of gauging student comprehension, special education 

teachers engage in an outdoor learning environment more than general education teachers. 

With regard to Survey Question 11, there is not a significant difference between special 

education teachers (M=7.14, sd=1.944) and general education teachers (M=6.44, sd=1.831), 

t=1.526, df=66, p=.132.  This may indicate that when it comes to the instructional strategy factor 

of crafting good questions for students when engaging in an outdoor learning environment, there 

is no difference between special education and general education teachers. 

With regard to Survey Question 17, there is not a significant difference between special 

education teachers (M=6.67, sd=1.912) and general education teachers (M=5.81, sd=1.975), 

t=1.810, df=66, p=.075.  This may indicate that when it comes to the instructional strategy factor 

of adjusting lessons to the proper level for individual students when engaging in an outdoor 

learning environment, there is no difference between special education and general education 

teachers. 

With regard to Survey Question 18, there is not a significant difference between special 

education teachers (M=6.22, sd=2.474) and general education teachers (M=5.88, sd=2.152), 
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t=.614, df=66, p=.541.  This may indicate that when it comes to the instructional strategy factor 

of using a variety of assessment strategies when engaging in an outdoor learning environment, 

there is no difference between special education and general education teachers. 

With regard to Survey Question 20, there is not a significant difference between special 

education teachers (M=7.03, sd=1.828) and general education teachers (M=6.16, sd=1.780), 

t=1.987, df=66, p=.051.  Although not significant, the results are .01 away from being 

significant. It may indicate that special education teachers believe that when it comes to the 

instructional strategy factor of providing an alternative explanation or example when students are 

confused, special education teachers believe in engaging in an outdoor learning environment 

more than general education teachers. 

With regard to Survey Question 23, there is a significant difference between special 

education teachers (M=6.94, sd=1.985) and general education teachers (M=5.75, sd=1.778), 

t=2.600, df=66, p=.011.  This may indicate that special education teachers believe that when it 

comes to the instructional strategy factor of implementing alternative strategies in your 

classroom, special education teachers believe in engaging in an outdoor learning environment 

more than general education teachers. 

With regard to Survey Question 24, there is a significant difference between special 

education teachers (M=7.23, sd=1.926) and general education teachers (M=6.00, sd=1.849), 

t=2.658, df=65, p=.010.  This may indicate that special education teachers believe that when it 

comes to the instructional strategy factor of providing appropriate challenges for very capable 

students, special education teachers believe in engaging in an outdoor learning environment 

more than general education teachers. 



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 72 

 

Data Analysis & Results: Question 1c (Classroom Management) 

Question 1c. asked, “Is there a significant difference between teachers with special 

education certification and teachers with only general education certification sense of efficacy in 

classroom management when engaging in an outdoor learning environment?” 

There is not a statistically significant difference between special education and general 

education teachers’ sense of efficacy in classroom management when engaging in an outdoor 

learning environment. 

  



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 73 

 

Table 24 
 
Group Statistics of the Classroom Management Subscale 

 Certification  
(SE-1, GE-2) N Mean 

Std. 
Deviation 

Std. Error 
Mean 

3. How much can you do to control 
disruptive behavior when engaging in an 
outdoor learning environment? 

1 36 5.81 2.328 .388 
2 32 5.91 1.924 .340 

5. To what extent can you make your 
expectations clear about student behavior 
when engaging in an outdoor learning 
environment? 

1 36 7.61 1.591 .265 
2 32 6.75 2.000 .354 

8. How well can you establish routines to 
keep activities running smoothly when 
engaging in an outdoor learning 
environment? 

1 36 6.72 1.830 .305 
2 32 6.13 2.268 .401 

13. How much can you do to get children 
to follow classroom rules when engaging in 
an outdoor learning environment? 

1 36 6.47 1.920 .320 
2 32 6.44 1.999 .353 

15. How much can you do to calm a 
student who is disruptive or noisy when 
engaging in an outdoor learning 
environment? 

1 36 6.17 2.236 .373 
2 32 5.84 1.886 .333 

16. How well can you establish a 
classroom management system with each 
group of students when engaging in an 
outdoor learning environment? 

1 36 6.67 1.912 .319 
2 32 6.06 2.094 .370 

19. How well can you keep a few problem 
students from ruining an entire lesson when 
engaging in an outdoor learning 
environment? 

1 36 6.19 2.136 .356 
2 32 5.88 2.012 .356 

21. How well can you respond to defiant 
students when engaging in an outdoor 
learning environment? 

1 36 6.03 2.035 .339 
2 32 5.69 2.007 .355 
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Table 25 
 
Independent Samples Test of the Classroom Management Subscale 

 

Levene's 
Test for 

Equality of 
Variances t-test for Equality of Means 

F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. Error 
Diff 

3. How much can you do to control disruptive 
behavior when engaging in an outdoor 
learning environment? 

1.427 .237 -.193 66 .848 -.101 .522 

5. To what extent can you make your 
expectations clear about student behavior 
when engaging in an outdoor learning 
environment? 

1.535 .220 1.975 66 .052 .861 .436 

8. How well can you establish routines to 
keep activities running smoothly when 
engaging in an outdoor learning environment? 

2.315 .133 1.200 66 .234 .597 .497 

13. How much can you do to get children to 
follow classroom rules when engaging in an 
outdoor learning environment? 

.195 .660 .073 66 .942 .035 .476 

15. How much can you do to calm a student 
who is disruptive or noisy when engaging in 
an outdoor learning environment? 

1.061 .307 .639 66 .525 .323 .505 

16. How well can you establish a classroom 
management system with each group of 
students when engaging in an outdoor 
learning environment? 

.566 .454 1.244 66 .218 .604 .486 

19. How well can you keep a few problem 
students from ruining an entire lesson when 
engaging in an outdoor learning environment? 

.229 .634 .633 66 .529 .319 .505 

21. How well can you respond to defiant 
students when engaging in an outdoor 
learning environment? 

.003 .955 .693 66 .491 .340 .491 
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With regard to Survey Question 3, there is not a significant difference between special 

education teachers (M=5.81, sd=2.328) and general education teachers (M=5.91, sd=1.924), t=   

-.193, df=66, p=.848.  This may indicate that when it comes to the classroom management factor 

of controlling disruptive behavior when engaging in an outdoor learning environment, there is no 

difference between special education and general education teachers. 

With regard to Survey Question 5, there is not a significant difference between special 

education teachers (M=7.61, sd=1.591) and general education teachers (M=6.75, sd=2.000), 

t=1.975, df=66, p=.052.  While there is not a significant difference, .052 is .002 away from being 

significant.  This may indicate that when it comes to the classroom management factor of making 

expectations clear about student behavior when engaging in an outdoor learning environment, 

special education teachers are very close to being more confident in their ability than general 

education teachers. 

With regard to Survey Question 8, there is not a significant difference between special 

education teachers (M=6.72, sd=1.830) and general education teachers (M=6.13, sd=2.268), 

t=1.200, df=66, p=.234.  This may indicate that when it comes to the classroom management 

factor of establishing routines to keep activities running smoothly when engaging in an outdoor 

learning environment, there is no difference between special education and general education 

teachers. 

With regard to Survey Question 13, there is not a significant difference between special 

education teachers (M=6.47, sd=1.920) and general education teachers (M=6.44, sd=1.999), 

t=.073, df=66, p=.942.  This may indicate that when it comes to the classroom management 

factor of getting children to follow classroom rules when engaging in an outdoor learning 

environment, there is no difference between special education and general education teachers. 
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With regard to Survey Question 15, there is not a significant difference between special 

education teachers (M=6.17, sd=2.236) and general education teachers (M=5.84, sd=1.886), 

t=.639, df=66, p=.525.  This may indicate that when it comes to the classroom management 

factor of calming a student who is disruptive or noisy when engaging in an outdoor learning 

environment, there is no difference between special education and general education teachers. 

With regard to Survey Question 16, there is not a significant difference between special 

education teachers (M=6.67, sd=1.912) and general education teachers (M=6.06, sd=2.094), 

t=1.244, df=66, p=.218.  This may indicate that when it comes to the classroom management 

factor of establishing a classroom management system with each group when engaging in an 

outdoor learning environment, there is no difference between special education and general 

education teachers. 

With regard to Survey Question 19, there is not a significant difference between special 

education teachers (M=6.19, sd=2.136) and general education teachers (M=5.88, sd=2.012), 

t=.633, df=66, p=.529.  This may indicate that when it comes to the classroom management 

factor of keeping a few problem students from ruining an entire lesson when engaging in an 

outdoor learning environment, there is no difference between special education and general 

education teachers. 

With regard to Survey Question 21, there is not a significant difference between special 

education teachers (M=6.03, sd=2.035) and general education teachers (M=5.69, sd=2.007), 

t=.693, df=66, p=.491.  This may indicate that when it comes to the classroom management 

factor of controlling disruptive behavior when engaging in an outdoor learning environment, 

there is no difference between special education and general education teachers. 
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Data Analysis & Results: Question 2a (Student Engagement) 

Question 2a. asked, “Is there a significant difference between teachers who currently 

teach elementary levels (K-5) only and those who teach mixed levels or middle (6-8) to high 

school (9-12) levels sense of efficacy in student engagement when engaging in an outdoor 

learning environment?” 

There is not a statistically significant difference between elementary school and mixed 

level to higher grade level teachers’ sense of efficacy in student engagement when engaging in 

an outdoor learning environment. 
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Table 26 
 
Group Statistics of the Student Engagement Subscale 

 Current Grade Level 
(K-5: 1, other: 2) N Mean 

Std. 
Deviation 

Std. Error 
Mean 

1. How much can you do to get 
through to the most difficult students 
when engaging in an outdoor 
learning environment? 

1 28 5.96 1.895 .358 
2 41 6.00 1.803 .282 

2. How much can you do to help 
your students think critically when 
engaging in an outdoor learning 
environment? 

1 28 6.29 1.979 .374 
2 41 6.05 1.802 .281 

4. How much can you do to motivate 
students who show low interest in 
school work when engaging in an 
outdoor learning environment? 

1 28 6.93 1.942 .367 
2 41 6.76 1.827 .285 

6. How much can you do to get 
students to believe they can do well 
in school work when engaging in an 
outdoor learning environment? 

1 28 7.07 1.904 .360 
2 41 6.37 1.997 .312 

9. How much can you do to help 
your students value learning when 
engaging in an outdoor learning 
environment? 

1 28 6.86 1.938 .366 
2 41 6.51 1.777 .277 

12. How much can you do to foster 
student creativity when engaging in 
an outdoor learning environment? 

1 28 6.79 1.853 .350 
2 41 7.00 2.000 .312 

14. How much can you do to 
improve the understanding of a 
student who is failing when 
engaging in an outdoor learning 
environment? 

1 28 6.21 1.750 .331 
2 41 6.05 1.843 .288 

22. How much can you assist 
families in helping their children do 
well in school when engaging in an 
outdoor learning environment? 

1 28 5.50 2.219 .419 
2 41 5.51 2.123 .332 
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Table 27 
 
Independent Samples Test of the Student Engagement Subscale 

 

Levene's 
Test for 

Equality of 
Variances t-test for Equality of Means 

F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. 
Error 
Diff 

1. How much can you do to get through to the 
most difficult students when engaging in an 
outdoor learning environment? 

.098 .755 -.079 67 .937 -.036 .451 

2. How much can you do to help your 
students think critically when engaging in an 
outdoor learning environment? 

.101 .752 .515 67 .608 .237 .460 

4. How much can you do to motivate students 
who show low interest in school work when 
engaging in an outdoor learning environment? 

.004 .951 .375 67 .709 .172 .460 

6. How much can you do to get students to 
believe they can do well in school work when 
engaging in an outdoor learning environment? 

.522 .472 1.468 67 .147 .706 .481 

9. How much can you do to help your 
students value learning when engaging in an 
outdoor learning environment? 

.013 .911 .763 67 .448 .345 .452 

12. How much can you do to foster student 
creativity when engaging in an outdoor 
learning environment? 

.501 .482 -.450 67 .654 -.214 .476 

14. How much can you do to improve the 
understanding of a student who is failing 
when engaging in an outdoor learning 
environment? 

.358 .552 .374 67 .710 .166 .443 

22. How much can you assist families in 
helping their children do well in school when 
engaging in an outdoor learning environment? 

.659 .420 -.023 67 .982 -.012 .530 

 

  



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 80 

 

With regard to Survey Question 1, there is not a significant difference between 

elementary teachers (M=5.96, sd=1.895) and mixed to higher grade level teachers (M=6.00, 

sd=1.803), t= -.079, df=67, p=.937.  This may indicate that when it comes to the student 

engagement factor of getting through to the most difficult students when engaging in an outdoor 

learning environment, there is no difference between K-5 teachers and mixed to higher grade 

level teachers. 

With regard to Survey Question 2, there is not a significant difference between 

elementary teachers (M=6.29, sd=1.979) and mixed to higher grade level teachers (M=6.05, 

sd=1.802), t=.515, df=67, p=.608.  This may indicate that when it comes to the student 

engagement factor of helping students think critically when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

With regard to Survey Question 4, there is not a significant difference between 

elementary teachers (M=6.93, sd=1.942) and mixed to higher grade level teachers (M=6.76, 

sd=1.827), t=.375, df=67, p=.709.  This may indicate that when it comes to the student 

engagement factor of motivating students who show low interest in school work when engaging 

in an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

With regard to Survey Question 6, there is not a significant difference between 

elementary teachers (M=7.07, sd=1.904) and mixed to higher grade level teachers (M=6.37, 

sd=1.997), t=1.468, df=67, p=.147.  This may indicate that when it comes to the student 

engagement factor of getting students to believe they can do well in school work when engaging 
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in an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

With regard to Survey Question 9, there is not a significant difference between 

elementary teachers (M=6.86, sd=1.938) and mixed to higher grade level teachers (M=6.51, 

sd=1.777), t=.763, df=67, p=.448.  This may indicate that when it comes to the student 

engagement factor of helping students value learning when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

With regard to Survey Question 12, there is not a significant difference between 

elementary teachers (M=6.79, sd=1.853) and mixed to higher grade level teachers (M=7.00, 

sd=2.000), t=-.450, df=67, p=.654.  This may indicate that when it comes to the student 

engagement factor of fostering student creativity when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

With regard to Survey Question 14, there is not a significant difference between 

elementary teachers (M=6.21, sd=1.750) and mixed to higher grade level teachers (M=6.05, 

sd=1.843), t=.374, df=67, p=.710.  This may indicate that when it comes to the student 

engagement factor of improving the understanding of a student who is failing when engaging in 

an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

With regard to Survey Question 22, there is not a significant difference between 

elementary teachers (M=5.50, sd=2.219) and mixed to higher grade level teachers (M=5.51, 

sd=2.123), t=-.023, df=67, p=.982.  This may indicate that when it comes to the student 
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engagement factor of assisting families in helping their children do well in school when engaging 

in an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

Data Analysis & Results: Question 2b (Instructional Strategies) 

Question 2b. asked, “Is there a significant difference between teachers who currently 

teach elementary levels (K-5) only and those who teach mixed levels or middle (6-8) to high 

school (9-12) levels sense of efficacy in instructional strategies when engaging in an outdoor 

learning environment?” 

There is not a statistically significant difference between elementary school and mixed 

level to higher grade level teachers’ sense of efficacy in instructional strategies when engaging in 

an outdoor learning environment. 
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Table 28 
 
Group Statistics of the Instructional Strategies Subscale 

 
Grade Level Taught  
(K-5: 1, other: 2) N Mean 

Std. 
Deviation 

Std. 
Error 
Mean 

7. How well can you respond to difficult 
questions from your students when 
engaging in an outdoor learning 
environment? 

1 28 6.589 1.3680 .2585 
2 41 6.500 1.8641 .2911 

10. How much can you gauge student 
comprehension of what you do when 
engaging in an outdoor learning 
environment? 

1 28 6.64 1.948 .368 
2 41 6.34 1.995 .312 

11. To what extent can you craft good 
questions for your students when 
engaging in an outdoor learning 
environment? 

1 28 6.93 1.904 .360 
2 41 6.71 1.914 .299 

17. How much can you do to adjust your 
lessons to the proper level for individual 
students when engaging in an outdoor 
learning environment? 

1 28 6.29 2.052 .388 
2 41 6.27 1.924 .300 

18. How much can you use a variety of 
assessment strategies when engaging in 
an outdoor learning environment? 

1 28 5.86 2.103 .397 
2 41 6.20 2.442 .381 

20. To what extent can you provide an 
alternative explanation or example when 
students are confused when engaging in 
an outdoor learning environment? 

1 28 6.54 1.915 .362 
2 41 6.66 1.797 .281 

23. How well can you implement 
alternative strategies in your classroom 
when engaging in an outdoor learning 
environment? 

1 28 6.04 2.151 .407 
2 41 6.61 1.801 .281 

24. How well can you provide 
appropriate challenges for very capable 
students when engaging in an outdoor 
learning environment? 

1 27 6.59 2.117 .407 
2 41 6.66 1.879 .293 



TEACHERS’ EFFICACY AND ATTITUDES TOWARD LEARNING 84 

 

Table 29 
 
Independent Samples Test of the Instructional Strategies Subscale 

 

Levene's Test 
for Equality 
of Variances t-test for Equality of Means 

F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. Error 
Diff 

7. How well can you respond to difficult 
questions from your students when 
engaging in an outdoor learning 
environment? 

2.651 .108 .217 67 .829 .0893 .4123 

10. How much can you gauge student 
comprehension of what you do when 
engaging in an outdoor learning 
environment? 

.340 .562 .622 67 .536 .301 .484 

11. To what extent can you craft good 
questions for your students when engaging 
in an outdoor learning environment? 

.197 .659 .473 67 .638 .221 .468 

17. How much can you do to adjust your 
lessons to the proper level for individual 
students when engaging in an outdoor 
learning environment? 

.034 .855 .036 67 .971 .017 .485 

18. How much can you use a variety of 
assessment strategies when engaging in an 
outdoor learning environment? 

.522 .473 -.597 67 .553 -.338 .567 

20. To what extent can you provide an 
alternative explanation or example when 
students are confused when engaging in an 
outdoor learning environment? 

.073 .787 -.271 67 .787 -.123 .452 

23. How well can you implement alternative 
strategies in your classroom when engaging 
in an outdoor learning environment? 

1.653 .203 -
1.20

1 

67 .234 -.574 .478 

24. How well can you provide appropriate 
challenges for very capable students when 
engaging in an outdoor learning 
environment? 

.126 .724 -.135 66 .893 -.066 .490 
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With regard to Survey Question 7, there is not a significant difference between 

elementary teachers (M=6.589, sd=1.3680) and mixed to higher grade level teachers (M=6.500, 

sd=1.8641), t=.271, df=67, p=.829.  This may indicate that when it comes to the instructional 

strategies of responding to difficult questions from your students when engaging in an outdoor 

learning environment, there is no difference between K-5 teachers and mixed to higher grade 

level teachers. 

With regard to Survey Question 10, there is not a significant difference between 

elementary teachers (M=6.64, sd=1.948) and mixed to higher grade level teachers (M=6.34, 

sd=1.995), t=.622, df=67, p=.536.  This may indicate that when it comes to the instructional 

strategies factor of gauging student comprehension of what teachers do when engaging in an 

outdoor learning environment, there is no difference between K-5 teachers and mixed to higher 

grade level teachers. 

With regard to Survey Question 11, there is not a significant difference between 

elementary teachers (M=6.93, sd=1.904) and mixed to higher grade level teachers (M=6.71, 

sd=1.914), t=.473, df=67, p=.638.  This may indicate that when it comes to the instructional 

strategies factor of crafting good questions for your students when engaging in an outdoor 

learning environment, there is no difference between K-5 teachers and mixed to higher grade 

level teachers. 

With regard to Survey Question 17, there is not a significant difference between 

elementary teachers (M=6.29, sd=2.052) and mixed to higher grade level teachers (M=6.27, 

sd=1.924), t=.036, df=67, p=.971.  This may indicate that when it comes to the instructional 

strategies factor of adjusting lessons to the proper level for individual students when engaging in 
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an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

With regard to Survey Question 18, there is not a significant difference between 

elementary teachers (M=5.86, sd=2.103) and mixed to higher grade level teachers (M=6.20, 

sd=2.442), t=-.597, df=67, p=.553.  This may indicate that when it comes to the instructional 

strategies factor of using a variety of assessment strategies when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

With regard to Survey Question 20, there is not a significant difference between 

elementary teachers (M=6.54, sd=1.915) and mixed to higher grade level teachers (M=6.66, 

sd=1.797), t=-.271, df=67, p=.787.  This may indicate that when it comes to the instructional 

strategies factor of providing an alternative explanation or example when students are confused 

when engaging in an outdoor learning environment, there is no difference between K-5 teachers 

and mixed to higher grade level teachers. 

With regard to Survey Question 23, there is not a significant difference between 

elementary teachers (M=6.04, sd=2.151) and mixed to higher grade level teachers (M=6.61, 

sd=1.801), t=-1.201, df=67, p=.234.  This may indicate that when it comes to the instructional 

strategies factor of implementing alternative strategies when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

With regard to Survey Question 24, there is not a significant difference between 

elementary teachers (M=6.59, sd=2.117) and mixed to higher grade level teachers (M=6.66, 

sd=1.879), t=-.135, df=66, p=.893.  This may indicate that when it comes to the instructional 
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strategies factor of providing appropriate challenges for very capable students when engaging in 

an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

Data Analysis & Results: Question 2c (Classroom Management) 

Question 2c. asked, “Is there a significant difference between teachers who currently 

teach elementary levels (K-5) only and those who teach mixed levels or middle (6-8) to high 

school (9-12) levels sense of efficacy in classroom management when engaging in an outdoor 

learning environment?” 

There is not a statistically significant difference between elementary school and mixed 

level to higher grade level teachers’ sense of efficacy in classroom management when engaging 

in an outdoor learning environment. 
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Table 30 
 
Group Statistics of the Classroom Management Subscale 

 Grade Level 
Taught  
(K-5: 1, other: 2) N Mean 

Std. 
Deviation 

Std. Error 
Mean 

3. How much can you do to control 
disruptive behavior when engaging in an 
outdoor learning environment? 

1 28 5.96 1.915 .362 
2 41 5.80 2.272 .355 

5. To what extent can you make your 
expectations clear about student behavior 
when engaging in an outdoor learning 
environment? 

1 28 7.61 1.449 .274 
2 41 6.93 2.005 .313 

8. How well can you establish routines to 
keep activities running smoothly when 
engaging in an outdoor learning 
environment? 

1 28 6.46 1.972 .373 
2 41 6.46 2.122 .331 

13. How much can you do to get children 
to follow classroom rules when engaging in 
an outdoor learning environment? 

1 28 6.43 1.874 .354 
2 41 6.49 1.989 .311 

15. How much can you do to calm a 
student who is disruptive or noisy when 
engaging in an outdoor learning 
environment? 

1 28 6.29 1.922 .363 
2 41 5.85 2.151 .336 

16. How well can you establish a 
classroom management system with each 
group of students when engaging in an 
outdoor learning environment? 

1 28 6.68 1.827 .345 
2 41 6.20 2.100 .328 

19. How well can you keep a few problem 
students from ruining an entire lesson when 
engaging in an outdoor learning 
environment? 

1 28 5.89 2.097 .396 
2 41 6.17 2.048 .320 

21. How well can you respond to defiant 
students when engaging in an outdoor 
learning environment? 

1 28 5.86 2.068 .391 
2 41 5.90 1.985 .310 
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Table 31 
 
Independent Samples Test of the Classroom Management Subscale 

 

Levene's 
Test for 

Equality of 
Variances t-test for Equality of Means 

F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. 
Error 
Diff 

3. How much can you do to control disruptive 
behavior when engaging in an outdoor learning 
environment? 

1.998 .162 .305 67 .762 .159 .523 

5. To what extent can you make your 
expectations clear about student behavior when 
engaging in an outdoor learning environment? 

2.462 .121 1.540 67 .128 .680 .442 

8. How well can you establish routines to keep 
activities running smoothly when engaging in 
an outdoor learning environment? 

.427 .516 .002 67 .999 .001 .506 

13. How much can you do to get children to 
follow classroom rules when engaging in an 
outdoor learning environment? 

.532 .468 -.124 67 .901 -.059 .477 

15. How much can you do to calm a student 
who is disruptive or noisy when engaging in an 
outdoor learning environment? 

1.084 .301 .855 67 .396 .432 .505 

16. How well can you establish a classroom 
management system with each group of 
students when engaging in an outdoor learning 
environment? 

1.394 .242 .989 67 .326 .483 .489 

19. How well can you keep a few problem 
students from ruining an entire lesson when 
engaging in an outdoor learning environment? 

.004 .951 -.548 67 .585 -.278 .507 

21. How well can you respond to defiant 
students when engaging in an outdoor learning 
environment? 

.010 .920 -.092 67 .927 -.045 .495 
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With regard to Survey Question 3, there is not a significant difference between 

elementary teachers (M=5.96, sd=1.915) and mixed to higher grade level teachers (M=5.80, 

sd=2.272), t=.305, df=67, p=.762.  This may indicate that when it comes to the classroom 

management factor of controlling disruptive behavior when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

With regard to Survey Question 5, there is not a significant difference between 

elementary teachers (M=7.61, sd=1.449) and mixed to higher grade level teachers (M=6.93, 

sd=2.005), t=1.540, df=67, p=.128.  This may indicate that when it comes to the classroom 

management factor of making expectations clear about student behavior when engaging in an 

outdoor learning environment, there is no difference between K-5 teachers and mixed to higher 

grade level teachers. 

With regard to Survey Question 8, there is not a significant difference between 

elementary teachers (M=6.46, sd=1.972) and mixed to higher grade level teachers (M=6.46, 

sd=2.122), t=.002, df=67, p=.999.  This may indicate that when it comes to the classroom 

management factor of establishing routines to keep activities running smoothly when engaging in 

an outdoor learning environment, there is no difference between K-5 teachers and mixed to 

higher grade level teachers. 

With regard to Survey Question 13, there is not a significant difference between 

elementary teachers (M=6.43, sd=1.874) and mixed to higher grade level teachers (M=6.49, 

sd=1.989), t=-.124, df=67, p=.901.  This may indicate that when it comes to the classroom 

management factor of getting children to follow classroom rules when engaging in an outdoor 
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learning environment, there is no difference between K-5 teachers and mixed to higher grade 

level teachers. 

With regard to Survey Question 15, there is not a significant difference between 

elementary teachers (M=6.29, sd=1.922) and mixed to higher grade level teachers (M=5.85, 

sd=2.151), t=.855, df=67, p=.396.  This may indicate that when it comes to the classroom 

management factor of calming a student who is disruptive or noisy when engaging in an outdoor 

learning environment, there is no difference between K-5 teachers and mixed to higher grade 

level teachers. 

With regard to Survey Question 16, there is not a significant difference between 

elementary teachers (M=6.68, sd=1.827) and mixed to higher grade level teachers (M=6.20, 

sd=2.100), t=.989, df=67, p=.326.  This may indicate that when it comes to the classroom 

management factor of establishing a classroom management system with each group of students 

when engaging in an outdoor learning environment, there is no difference between K-5 teachers 

and mixed to higher grade level teachers. 

With regard to Survey Question 19, there is not a significant difference between 

elementary teachers (M=5.89, sd=2.097) and mixed to higher grade level teachers (M=6.17, 

sd=2.048), t=-.548, df=67, p=.585.  This may indicate that when it comes to the classroom 

management factor of keeping a few problem students from ruining an entire lesson when 

engaging in an outdoor learning environment, there is no difference between K-5 teachers and 

mixed to higher grade level teachers. 

With regard to Survey Question 21, there is not a significant difference between 

elementary teachers (M=5.86, sd=2.068) and mixed to higher grade level teachers (M=5.90, 

sd=1.985), t=-.092, df=67, p=.927.  This may indicate that when it comes to the classroom 
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management factor of responding to defiant students when engaging in an outdoor learning 

environment, there is no difference between K-5 teachers and mixed to higher grade level 

teachers. 

Table 32 
 
Group Statistics of the Total Sense of Efficacy 

 Grade Level Taught 
(K-5: 1, other: 2) N Mean Std. Deviation 

Std. Error 
Mean 

Total Sense of Efficacy 1 28 154.018 36.6259 6.9216 
2 41 151.988 38.1357 5.9558 

 

Table 33 
 
Independent Samples Test of the Total Sense of Efficacy 

 
Levene's Test for Equality 

of Variances 
t-test for Equality of 

Means 

 F Sig. t df 
Sig.  

(2-tailed) 
Mean 
Diff 

Std. Error 
Diff 

Total Sense of Efficacy .140 .709 .221 67 .826 2.0301 9.2021 
 

 With regard to teachers’ total sense of efficacy, there is not a significant difference 

between elementary teachers (M=154.018, sd=36.6259) and mixed to higher grade level teachers 

(M=151.988, sd=38.1357), t=.221, df=67, p=.826.  This may indicate that when it comes to the 

total sense of efficacy when engaging in an outdoor learning environment, there is no difference 

between K-5 teachers and mixed to higher grade level teachers. 

Data Analysis & Results: Question 3 (Total Efficacy) 

Question 3 asked, “Is there a correlation between the number of lessons taught outside 

and teachers’ total sense of efficacy when engaging in an outdoor learning environment?”    
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 There is not a significant correlation between the number of lessons taught outside and 

teachers’ total sense of efficacy when engaging in an outdoor learning environment. 

Table 34 
 
Descriptive Statistics of the Total Sense of Efficacy 

 Mean Std. Deviation N 
Lessons per year 8.87 24.721 69 
Total Sense of Efficacy 152.812 37.2711 69 

 

Table 35 
 
Correlations of the Total Sense of Efficacy and Lessons Taught 

 Lessons Taught Total Sense of Efficacy 
Lessons Taught 
(per year) 

Pearson Correlation 1 .222 
Sig. (2-tailed)  .067 
Sum of Squares and 
Cross-products 

41555.826 13898.304 

Covariance 611.115 204.387 
N 69 69 

Total Sense of Efficacy Pearson Correlation .222 1 
Sig. (2-tailed) .067  
Sum of Squares and 
Cross-products 

13898.304 94461.051 

Covariance 204.387 1389.133 
N 69 69 

 

 There is not a significant positive correlation between a teachers total sense of self-

efficacy ( M=152.812, sd=37.2711) and the number of outdoor lessons (M=8.87, sd=24.721), 

r=.222.  This may indicate that although not significant, there is a possibility of a positive 

relationship between the number of lessons taught outside and the teachers’ total sense of 

efficacy. 
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Chapter 5: Discussion, Conclusions, and Recommendations 

The purpose of this quantitative research study was to explore teachers’ feelings of 

efficacy when teachers and students engaged in outdoor learning environments.  This study 

addressed gaps in research regarding outdoor education opportunities in K-12 public school 

environments and relating outdoor education to teacher efficacy.  The nature of this study 

required teachers to make individual, comparative judgements about his or her ability to teach in 

regards to three subscale factors of student engagement, instructional strategies, and classroom 

management when participating in the teaching task of engaging in outdoor learning 

environments.  This study could be utilized by teacher preparation programs and district and 

school administrators who would like to incorporate or are currently incorporating outdoor 

education initiatives in local districts.  It may also be utilized by a variety of other stakeholders 

who may be interested in creating outdoor classroom or environmental learning environments 

within their school or district. 

Interpretation of the Findings 

 The conceptual framework of this research study was Alfred Bandura’s Social Learning 

Theory and works regarding self-efficacy.  The researcher designed this study to explore 

teachers’ sense of efficacy when engaging in outdoor learning environments with their students.  

“The task of creating learning environments conducive to development of cognitive 

competencies rests heavily on the talents and self-efficacy of teachers” (Bandura, 1997, p. 240).  

Teachers’ sense of efficacy is linked to teacher motivation and student success in the classroom.  

In addition, a teacher’s ability to set and achieve high goals, conquer challenges or barriers, and 

continue to pursue past setbacks are linked to a teachers’ sense of efficacy (Bandura 1986, 1993, 

1997).  While many educators believe that outdoor education is an effective tool used in the 
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science classroom, other content areas and instructional specialists can also embrace learning 

outside (Broda, 2007).  Creative and engaging instructional strategies and a shift for 

interdisciplinary instruction by all teachers can empower all teachers to utilize outdoor learning 

environments.  Teachers with a higher sense of efficacy are more likely to set goals and embrace 

the challenge of teaching outside the four walls of their classroom environment. 

Three specific research questions guided this study.  The first research question examined 

if special education certification versus only general education certification impacted teachers’ 

sense of efficacy in the three subscale factors of student engagement, instructional strategies and 

classroom management when engaging in an outdoor learning environment.  The inferential 

statistics and t-test data that measure significant differences are shown in Tables 20-25.  Overall 

there is not a statistically significant difference between special education and general education 

teachers’ sense of efficacy in regard to all three efficacy factors including, student engagement, 

instructional strategies, or classroom management when engaging in an outdoor learning 

environment.  However, three of the eight survey questions in the instructional strategies 

subscale, supported a statistically significant difference.  The questions focused on engaging in 

an outdoor learning environment and the instructional strategy of gauging student 

comprehension of what teachers do, implementing alternative strategies in a classroom and 

providing appropriate challenges for very capable students.  This suggested that special 

education teachers sometimes have a higher sense of efficacy when engaging in an outdoor 

learning environment than general education teachers, meaning special education teachers 

exhibit a higher comfortability in their ability to perform outside the walls of the classroom when 

implementing instructional strategies.  This finding may support the fact that special populations 

benefit from the use of outdoor education (LaForce & Bancroft, 2013).  In addition, it supports 
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Bandura’s theory that challenging or unmotivated students are teachable with appropriate 

supports and instructional strategies by teachers with a higher sense of instructional efficacy 

(Bandura, 1997).   

  The second research question assessed whether the current assigned grade level(s), 

elementary (K-5) in comparison to mixed levels or upper levels of middle (6-8) and high (9-12) 

school, impacted teachers’ sense of efficacy in the three subscale factors of student engagement, 

instructional strategies and classroom management when engaging in an outdoor learning 

environment.  The inferential statistics and t-test data that measure significant differences are 

shown in Tables 26-33.  Overall, there is not a statistically significant difference between 

elementary and mixed to higher grade level teachers’ sense of efficacy in all efficacy factors in 

addition to the total sense of efficacy when engaging in an outdoor learning environment.  This 

may be because sense of efficacy for teachers in regard to engaging in outdoor learning 

environments may not be impacted by the grade levels teachers teach, but other factors such as 

professional development, environmental education knowledge, and school climate.  In addition, 

many teachers who are part of the mixed levels to upper grade level group in this study also 

taught elementary school students in addition to the upper grade levels.  The total number of 

teachers in this group was 41, and 20 respondents (48.7%) of that group taught combinations to 

include elementary school students.  This does not show a difference between elementary and 

other grade levels which may not support information from Louv (2016) and Chawla (2015) that 

outdoor learning experiences within elementary schools has increased. 

The third research question examined the correlation between teachers’ total sense of 

efficacy when engaging in an outdoor learning environment and the number of lessons taught 

outside of the classroom.  The descriptive statistics and Pearson correlation are shown in Tables 
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34-35.  There is not a significant positive correlation between a teachers’ total sense of efficacy 

and the number of times a teacher engaged in an outdoor learning environment.  While non-

significant, there is a possibility of a relationship between these two variables, which may be 

supported by a study with a larger sample size.  This possibility aligns with the research of 

LaForce & Bancroft (2013), which found that having a common practice of taking students 

outside for instruction within a school positively impacted teachers’ attitudes toward the 

implementation of outdoor student learning experiences. In addition, Ferreira et al. (2012) found 

that the number of teachers who used the outdoor learning space increased when the value of the 

outdoor classrooms increased through the lens of the teacher.  As noted in Bandura’s (1997) 

Social Learning Theory, observation of others adds to the formation of new behaviors which 

may serve as a guide for action.  In addition to observation, motivational processes may increase 

a teacher’s use of outdoor learning environments.  If teachers experience success and realize that 

students are successful in outdoor learning environments, teachers are then more motivated to 

increase use and to provide additional opportunities.   

Special Education Teachers and Outdoor Education 

Out of all research questions, special education teachers were the only group that showed 

some significant differences within subscale items.  While the overall scores of special education 

teachers in comparison to general education teachers were not significant, a few questions (three) 

in the instructional strategy subscale did show statistical significance with an additional question 

showing very close to a significant difference (.051).  In addition, one question out of the 

classroom management subscale factor, regarding expectations of student behavior in outdoor 

learning environments, also came very close to showing a significant difference (.052).  

Although there were differences among the question items, particularly of significance in the 
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instructional strategy subscale, overall they were not significant.  However, there may be a 

relationship that could be revealed in a study with a larger sample size.  Due to this result 

additional research regarding special education teachers’ use of outdoor education and sense of 

teaching efficacy utilizing outdoor learning environments is recommended. 

Barriers to Outdoor Education 

Research shows that implementing outdoor education in elementary school teachers’ 

classrooms is a challenge due to a variety of factors (Carrier et al., 2013; Ernst, 2013; Forbes & 

Zint, 2010; Stevenson et al., 2014).  Many studies have shown an array of barriers that teachers 

expressed when implementing learning outside the four walls or use of outdoor classrooms.  

Notable barriers included lack of time (Becker-Klein & PEER Associates, 2008; Carrier et al., 

2013; Ernst, 2013; Goff, 2018; LaForce & Bancroft, 2013; Stevenson et al., 2014), standardized 

testing (Carrier et al., 2013; Coyle, 2010) maintenance of outdoor learning areas (LaForce & 

Bancroft, 2013), potential student behavior and management concerns (LaForce & Bancroft, 

2013), curriculum (Becker-Klein & PEER Associates, 2008), weather (Ernst, 2013; LaForce & 

Bancroft, 2013), and need for additional supervision (Ernst, 2013). 

Of the 69 respondents in this study, 52 replied to the optional open-ended question, 

expressing barriers they have encountered when engaging in outdoor learning environments.  

One additional respondent indicated experiencing ‘none.’  This research study found that 

repetitive experienced barriers when participating in outdoor education included: 

•� Student behaviors/distractibility of the environment (16 respondents) 

•� Weather conditions (10 respondents) 

•� Lack of curriculum and academic rigor (5 respondents) 

•� Noise distractions (5 respondents) 
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•� Concern with student safety (5 respondents) 

•� Lack of resources including time and supplies (5 respondents) 

•� Lack of space (4 respondents) 

•� Bugs (4 respondents) 

•� Lack of support, including a supportive school culture (3 respondents) 

 When implementing outdoor classrooms and encouraging outdoor learning opportunities 

within school districts, it is important for educational leaders and teachers to be aware of barriers 

that may challenge a teacher’s ability or motivation to utilize outdoor education in their 

instruction.  In order to address these barriers, supports may be provided to teachers to encourage 

and empower engagement in outdoor learning experiences with their classes.  Further research is 

required to understand these barriers and the implications of how educators can minimize these 

barriers when creating outdoor classrooms (Stevenson et al., 2014).  This gap in research 

continues to exist, and educational supports from school leaders as well as implementation of 

mandated skills (21st century) and SEL competencies in addition to curriculum that align with 

the new science standards may assist in addressing these gaps. 

Supports to Outdoor Education 

Findings from Tschannen-Moran and Woolfolk Hoy (2001) indicated that teachers were 

more likely to exhibit positive efficacy when utilizing different pedagogy and instructional 

strategies effectively after receiving supports such as professional development.  Potential 

supports to outdoor education include an actual outdoor learning space on school property, 

appropriate and sufficient materials, adopted curriculum, additional human resources, and a 

school climate that embraces outdoor learning (LaForce & Bancroft, 2013).  Additional supports 
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found by Goff (2018) involved a variety of community stakeholders, financial grants or funding, 

supportive policies and budgets, and aligned content standards or curriculum.  

Of the 69 respondents, 45 replied to the optional open-ended question explaining 

supports they received when engaging in outdoor learning environments.  Four additional 

respondents indicated receiving “none.”  This research study found that repetitive experienced 

supports when participating in outdoor education included:  

•� Additional staff or volunteers (16 respondents) 

•� Administrative support (12 respondents) 

•� Financial support/resources (10 respondents) 

•� Walkie Talkies/Radios (5 respondents) 

•� Outdoor space (5 respondents) 

•� Student motivation/enjoyment (4 respondents) 

 When implementing outdoor classrooms and encouraging outdoor learning opportunities 

within school districts, it is important for educational leaders to provide supports that may help 

teachers tackle potential barriers or remove reservations to incorporate the use of outdoor 

learning environments within their instruction. 

Impact on Educational Leaders & Implications for Policy and Instruction 

The U.S. Department of Education (n.d.) indicated that right behind the quality of a 

teacher is the strength of a school leader; the second most influential school-based factor of 

student achievement and success.  In addition, teacher efficacy is linked to strong educational 

leadership of building principals, impacting teachers’ commitment to the field and their students 

(Bandura, 1997).  As an educational leader, a building administrator has the ability to impact 

school and district goals that will motivate and empower teachers.   
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Currently there are on-going efforts within public school environments to provide 

environmental education and outdoor learning opportunities to our students (Chawla, 2015; 

Louv, 2016; NAAEE, 2011).  These efforts will assist with creating future environmentally 

literate citizens and assist in teaching students to embrace 21st century skills and SEL 

competencies, enabling our students to be able to tackle and resolve environmental challenges of 

the future (Stevenson et. al., 2014).  The utilization of outdoor education is a way to embrace 

these skills and create environmentally literate future citizens.  As Louv (2016) noted, a natural 

teacher includes any teacher who utilizes nature as a tool within any subject, and also includes 

different stakeholders who support those teachers such as principals, superintendents or school 

board members.  Educational leaders are instructional leaders who have the ability to influence 

teacher efficacy and support initiatives that promote outdoor learning environments.   

Limitations and Recommendations for Future Studies 

A limitation for this study included the self-rating survey instrument, as teacher 

respondents may have felt that they needed to answer survey questions regarding their feeling of 

efficacy in a certain way.  The survey results could contain biases of how teachers think they 

should have answered the survey questions instead of honestly answering the questions which 

could limit the results.  However, the TSES has a unified and organized way of measuring the 

capabilities that teachers consider important to effective teaching in three subscale factors:  

student engagement, instructional strategies, and classroom management (Tschannen-Moran & 

Woolfolk Hoy, 2001).  The construct validity for the instrument is strong and the internal 

reliability tests the researcher ran came back even stronger, potentially reducing the impact of 

this limitation.  
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A second limitation to this study included the way the researcher analyzed the data, 

which may have impacted the reliability of the instrument.  The researcher answered Research 

Questions 1 and 2 by running t-tests for each individual question (8 questions) within each of the 

three subscales.  However, the validity for the instrument was based upon the subscale as a 

whole.  The researcher sought to derive significance looking at each individual question within 

the subscales, which could indicate that the validity of the instrument may not be retained due to 

the method of data analysis. 

A third limitation to this study included the population, location, and sample size of the 

teacher respondents.  The sample size of 69 respondents from four of the twenty-one counties in 

New Jersey is a limitation because teachers within these northwestern counties may have more 

access to environmental education spaces than other towns within more urban counties.  Results 

may not be able to be generalized to other areas of New Jersey or the United States.  Further 

research with a larger population pool from different areas within the state or nation may yield a 

larger and more diverse population which will increase the significance of future studies.   

Current research focused on engaging in outdoor learning environments and the impact 

outdoor classrooms have on teaching efficacy is limited.  Curricular changes, federal and state 

accountability measures, and standardized testing present momentous stress and pressure on the 

educational field.  In order for outdoor learning environments and outdoor classrooms to be 

embraced, teachers and school administrators must be dedicated and committed to providing our 

students with learning opportunities that embrace the natural environment.  Additional research 

is needed to support the benefits of engaging in outdoor learning environments for both students 

and teachers. 
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Due to the population pool, content area science teachers consisted of a very small 

portion of the survey respondents within this study.  An additional area of exploration in regard 

to teacher efficacy and engaging in outdoor learning environments would be to compare teachers 

with science content area knowledge with those teachers that do not.  Tschannen-Moran et al. 

(1998) found that the different conditions of teaching a specific subject to a certain group of 

students in a particular setting can change a teachers’ sense of efficacy and perceived 

effectiveness.  Additional research in regard to different science certifications or professional 

development opportunities in environmental education programming and curriculum may impact 

teachers’ sense of efficacy when engaging in outdoor learning environments. 

Much of the literature and recent research about outdoor learning experiences for public 

education settings exist through studies focusing on early childhood programs, including 

Kindergarten (Chawla, 2015).  Other research studies within the United States focus on a specific 

outdoor adventure activity or programming.  Additional research could be done with the focus on 

teachers’ sense of efficacy in regard to engaging in outdoor learning experiences in order to 

address the limitations in this study.  The construct validity and internal reliability of this survey 

tool, the TSES is strong.  Utilizing this survey to address a larger population of teachers in a 

larger area of the United States would add additional research to teacher efficacy when engaging 

in outdoor learning experiences. 

Implications for Practice 

The benefits of spending time outdoors and outdoor education for children’s academic, 

physical and social and emotional success are evident (Coyle, 2010; Chawla, 2015; Kuo & 

Taylor, 2004; PEEC, 2010).  In addition, developing environmental literacy skills enable 

stronger future citizens and can be embraced through outdoor education initiatives.  However, 
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the findings of this study show that many teachers do not utilize outdoor environments often 

during their instruction.  The researcher uncovered that high-stakes testing, parental and 

administrative pressures, and a robust curriculum to cover deter teachers from embracing the 

opportunity to take students outside the four walls of their classroom for instruction.  Even 

though the majority of teachers in this study (91%) had outdoor learning environments on their 

school property, 23% of the teachers did not teach any lessons outside and an additional 54% of 

teachers taught only 1-5 lessons outside, making 77% of the 69 respondents teach 5 lessons or 

less outside during a 180 day school year.  In addition, 77% of the teachers rated their level of 

expertise in outdoor education as average to low.  Teachers do not feel they have the autonomy 

or ability to engage in outdoor learning environments within their instructional, public school 

settings. 

In order for outdoor learning environments to be utilized and put into practice, district 

and building administrators must create parameters and professional development opportunities 

while encouraging the use of these outdoor learning environments through goal setting and 

attaining buy-in from teachers and other community stakeholders.  If teachers are given the 

power of knowledge, shown the benefits of the outdoors, and given time to brainstorm and create 

engaging lessons to be utilized in outdoor learning spaces within a school environment, barriers 

and reservations can be challenged.  Additional supports may be requested, and if outdoor 

education is part of a school or district’s vision and goals, administrators can provide these 

aligned supports to enable our teachers to engage our students in learning opportunities that 

embrace the natural environment. 

Based on the findings of this study educational leaders should consider special education 

populations and special education teachers’ use of outdoor environments to motivate students 
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and increase attention, vocabulary, and skill attainment.  Special education teachers have 

specialized training in working with special populations and many times have deep connections 

with students and families.  The researcher has witnessed many special education teachers 

overcome working with challenging or unmotivated students, reaching those students with 

supports like structured and caring learning environments.  By utilizing a variety of supports and 

instructional strategies, special education teachers may have a higher sense of efficacy when 

teaching these populations and can be motivated by the use of outdoor learning spaces on school 

property. 

On the other hand, there is no difference in teachers’ sense of efficacy when it comes to 

grade levels that teachers are teaching.  This means that when school leaders are considering 

outdoor education initiatives and district or school goals, focus does not necessarily need to be in 

the elementary school environment.  Middle and even high school students can engage in 

learning outside the classroom walls, especially through science instruction.  The negative aspect 

of utilizing outdoor learning environments, especially in the upper grade levels could be the 

perceived loss of transition time and additional time away from the classroom.  However, if 

specific goals, lessons, and objectives are set through proper planning and preparation, the use of 

the outdoor learning environment can enhance learning and engage students in using higher 

order thinking skills.  Lack of time is a consistent barrier in school districts and some schools 

may not prioritize outdoor education as an initiative worthy of the time necessary to support 

appropriate professional development and planning. 

Furthermore, increased use of outdoor learning environments through specific lessons did 

not significantly impact teachers’ sense of efficacy.  If the amount of engagement in outdoor 

learning environments did not increase a teachers’ sense of efficacy, districts may not find the 
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importance in outdoor education opportunities.  On top of other mandated initiatives and 

compliance of statutes, districts and schools must focus goals and learning priorities based upon 

student achievement and teacher and community input within a strategic planning process.  

Outdoor education and embracing outdoor learning environments can be part of this process but 

must involve community and teacher support in order to be successful. 

Conclusion 

Descriptive and inferential statistics were used to examine the relationship between 

teachers’ sense of efficacy and engaging in outdoor learning experiences.  No independent 

variables were found to be significantly different to any subscale factors of efficacy.  In addition, 

no significant correlation was found between the total sense of efficacy and the number of 

lessons teachers taught outside.  As mentioned in the recommendations, there is a lack of 

research in the United States when exploring outdoor education programming and outdoor 

classrooms within public school systems.  As interest in creating outdoor classrooms, embracing 

outdoor learning environments, and fostering students who will become environmentally literate 

future citizens grows, school leaders will benefit from research-based best practices and benefits. 

Furthermore, additional research regarding special education and other factors such as 

science certification and environmental education professional development in relation to public 

school teachers’ sense of efficacy when engaging in outdoor learning environments would 

benefit the field.  These findings would assist teachers, educational leaders and a variety of 

community stakeholders with supports to provide and encourage opportunities that address the 

prominent barriers of using outdoor learning environments and providing assistance to teachers 

to act on this initiative.  In addition, further research may support teacher preparation programs 

and educational leaders who support outdoor education initiatives, and other stakeholders who 
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may be interested in creating outdoor classrooms or environmental learning environments within 

their school properties.  As students continue to spend less and less time outside, the education 

profession must consider ways to promote engagement in outdoor learning environments. 
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Appendix A  

Solicitation Email to Superintendents 

 
 
Dear Dr. XXXX, 
 
My name is Jennifer Gallegly, and I am a Doctoral Candidate at Centenary University located in 
Hackettstown, New Jersey.  As part of the dissertation process, I am conducting a research study 
that involves collecting data from K-12 teachers in regards to their sense of efficacy when it 
comes to engaging in outdoor learning experiences.  The purpose of this study is to explore 
teachers’ sense of efficacy in regards to engaging in outdoor learning experiences outside the 
four walls of their classroom.  The study will explore the impact of dedicated outdoor learning 
areas and outdoor classrooms within school environments on teachers’ feelings of efficacy. 
 
I am writing to you, seeking permission to survey the current teachers, grades K-12, in your 
district, utilizing an electronic Google Form.  The ‘Teachers’ Sense of Efficacy Scale in Outdoor 
Learning Environments Survey’ consists of twenty six questions that will take approximately 
twenty minutes to complete.  The data provided within the questionnaire will be recorded 
anonymously with no name identification or origin linked to teacher responses.   Please 
understand that the survey responses will be held in the strictest confidence with no collection of 
name, email address or IP address. However, due to the small sample size, there is a possibility 
that your answers to the focus questions may be identifiable.   
 
The study involves completing the survey and submitting it electronically to the researcher via 
this Google Form. If you have any questions regarding the research study or about being a 
participant, you can contact me at Jennifer.Gallegly@CentenaryUniversity.edu.  In addition, you 
may contact the IRB chair, Dr. Tara Veerman, via email at 
Tara.Veerman@CentenaryUniversity.edu or via phone at (908) 852-1400 x2287. 
 
If your district is willing to participate, please forward this request with the survey link below 
directly to your teachers or to your Principals or Supervisors for distribution to your teachers. 
 
Click below to access the survey. 
https://forms.gle/pitTQN5x1J64JE9C6 
 
Thank you for your consideration. 
 
Yours in Education, 
 
Jennifer Gallegly 
�
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Appendix B  

Informed Consent  
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Appendix C 
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