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RESUMO

IARED, Valéria Ghisloti. A experiéncia estética no Cerrado para a formacao de valores
estéticos e éticos na educacdo ambiental. 2015. 175p. Tese (Doutorado). Universidade
Federal de S&o Carlos, 2015.

Nossas concepcdes de mundo sdo pautadas em principios, sentimentos, emocdes que
perpassam uma dimensdo da vida humana que envolvem os valores éticos e estéticos. No
entanto, a formacdo de valores representa uma dimensdo menos explicita da educacao
ambiental, quando comparada a apropriacdo de conhecimentos. Da mesma maneira, estudos
apontam que as questdes estéticas tém potencial para serem mais exploradas na pesquisa e na
pratica em educacdo ambiental. Baseadas em uma perspectiva interpretativa, assumimos
como experiéncia estética a possibilidade do nosso corpo engajado no mundo para perceber e
(re)significar todas as formas de existéncia. Partindo do que foi colocado, o presente estudo
objetiva compreender a natureza da experiéncia estética no Cerrado, devido ao seu historico
de ocupacdo e degradacdo. Nessa pesquisa, transitamos entre o paradigma moderno e pds-
moderno a fim de buscar compreender, em profundidade, o significado da experiéncia
estética. Essa transicdo é resultado da nossa trajetoria de estudo que se propds a conhecer
abordagens e métodos que respondessem a questdo de pesquisa. Portanto, nossa coleta de
dados se deu por meio de duas técnicas: 17 entrevistas semi-estruturadas (compreendida em
uma paradigma moderno, mas interpretadas junto com as/os participantes da pesquisa) e uma
caminhada em movimento no Cerrado (situada como uma metodologia pds-moderna), na qual
08 participantes que ja haviam sido entrevistados estavam presentes, sendo que desses 08,
apenas 04 fizeram parte da coleta de dados. As/os participantes dessa pesquisa foram
convidadas/os seguindo o critério de uma uma historia de vida relacionada ao Cerrado,
refletindo-se em um envolvimento amoroso com esse ambiente. Os resultados indicaram que
a vivéncia informal e espontdnea na natureza e momentos de conflito e didlogo foram
significativos para o desenvolvimento de um vinculo afetivo e uma postura ética para com o
Cerrado. A caminhada em movimento trouxe a perspectiva de analisar a experiéncia estética
das/os participantes em movimento no Cerrado sendo que a pesquisadora também estava
imersa na experiéncia. Ao invés de ser uma ac¢do dialdgica e verbal, esta atividade € corporal e
o foco é a experiéncia multisensorial que envolve mdltiplas dimensdes da corporalidade e
conexdes com as materialidades do mundo mais do que humano. Nesse sentido, consideramos
que a limitacdo dessa coleta de dados reside em ndo “acessarmos” as dimensdes politicas ¢
éticas das/os participantes da pesquisa, enquanto que, nas entrevistas houve essa
possibilidade. Logo, percebemos que as coletas de dados se complementaram. Identificamos
que as/os participantes dessa pesquisa tinham um posicionamento ético em relacdo ao
Cerrado, o que consideramos sido construido a partir do dialogo entre as/os participantes e
familiares, amigas/os, colegas de trabalho, leituras e estudos de texto. No entanto, essa relacéo
ndo pode ser considerada a mesma em outros grupos, situacdes e contextos. Assim, novas
questBes de pesquisa que continuem a investigar a relacdo entre experiéncia estética e ética se
fazem necessarias.

Palavras- chave: experiéncia estética, educacdo ambiental, valores éticos e estéticos,
Cerrado, fenomenologia hermenéutica.






ABSTRACT

IARED, Valéria Ghisloti. The aesthetic experience in the Cerrado for the creation of
aesthetic and ethical values in environmental education. 2015. 175p. Thesis (PhD). Federal
University of Sdo Carlos, 2015.

Our world views are based on principles, feelings, emotions that go through a dimension of
human life which involve ethical and aesthetic values. However, the formation of values is a
less explicit dimension of environmental education compared to the appropriation of
knowledge. Some studies confirm the relative silence of aesthetic considerations in the
literature and curriculum, so this topic has the potential to be further explored in research and
in environmental education practice. Based on an interpretative perspective, we assume as
aesthetic experience the possibility of our bodies engaged in the world to realize and create
meanings of all forms of existence. From this, this study aims to understand the nature of
aesthetic experience in the Cerrado, due to its history of occupation and degradation. In this
research, we transition between the modern and post-modern paradigm in order to deeply
understand the meaning of aesthetic experience. This transition is the result of our study
pathway which was willing to seek for approaches and methods to answer the research
question. Therefore, our data collection was carried out using two techniques: 17 semi-
structured interviews (understood in a modern paradigm, but interpreted together with the
research participants) and a walking ethnography in the Cerrado (located as a post- modern
methodology), which 08 participants who had already been interviewed were present, and 04
out of 08 were part of the data collection The participants were invited following the criteria
of a life story related to the Cerrado, reflecting on a love involvement regarding this
environment. The results indicated that the informal and spontaneous experiences in nature,
moments of conflict and dialogue were significant for the development of an affective bond
and an ethical stance towards the Cerrado. The walking ethnography put the prospect of
analyzing the aesthetic experience of the participants moving in the Cerrado and the
researcher was also engaged in the aesthetic experience of the Cerrado along with the
participants. Instead of being a dialogical and verbal action, this activity is embodied and the
focus is the multisensorial experience which involves multi-dimensions of corporality and
connections with the materialities of the more than human world. The data that emerged
during the walk in the Cerrado supplemented the interviews. In addition, we identified that the
participants of this study had an ethical position in relation to the Cerrado, which we
attributed to be from the dialogue among participants and family, friends, coworkers and text
readings. However, this relationship can not be considered the same in other groups of people,
situations and contexts. Therefore, new research questions that continue investigating the
relations between aesthetic experience and ethics are necessary.

Key words: aesthetic experience, environmental education, ethical and aesthetic values,
Cerrado, hermeneutic phenomenology
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SECAO 1- INTRODUCAO GERAL

Moatl s (3 Wiy 7 i
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Figura 01: Cerrado na Estacdo Ecoldgica de Itirapina, SP. Foto de Reginaldo Sadao Matsumoto/ 2013.

Mesmo quando andou meio seco, da pra sentir que o sopro andou por aquele verde retorcido antes de
bater forte na cara da gente. E o Cerrado é cheio de vida, fechando os olhos por um minuto, sempre
vem junto, com aquele barulhinho de coisa raspando, o som de passarinho.

Definitivamente, é uma paisagem que eu gosto. Eu acho bonito, eu acho bonito olhar, até mesmo,
aquelas arvores ndo muito altas. Aquela coisa que vocé consegue, que vocé vai olhando a distancia.
Vai vendo ela um pouco espalhadas, eu acho super bonito.

E sempre quando eu penso, lembro do Cerrado, eu penso...(...) porque ali, sei 14, vocé vé o Cerrado
ao longe, né? Entao parecia meio que uma moldura, um quadro. (...)Ent&o, vocé olhava praquela
paisagem mais aberta, mais ensolarada. (...)Minha imagem é do Cerrado bonito em um dia
ensolarado.

De enxergar beleza em um monte de &rvore torta e cascuda [risos]. (...)E ai, foi outra coisa que
marcou bastante, essa forca, esse vigor que o Cerrado tem de renascer com esse tipo de evento
[fogo], né?*

Porque eu adoro andar no Cerrado, eu adoro ver as cores do Cerrado, de sentir os cheiros do
Cerrado.

E a gente chega, parece um abismo, cheio de verde, de Cerrado, de vida (...) Era uma paz! Era um

siléncio (...)E ai, quando eu vi aquilo, eu fiquei tdo emocionada que eu falei (...) “nossa, que coisa
linda!”

1 Trechos das entrevistas concedidas pelas/os participantes & pesquisadora no segundo semestre de 2012.
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Apresentacdo
O mundo é um lugar bom, e vale a pena lutar por ele.

Ernest Hemingway

Interessante fazer uma pausa para contar minha trajetoria nessa pesquisa. Passei meses
e até anos, lendo e escrevendo as narrativas e experiéncias das outras pessoas e agora tenho a
oportunidade de descrever um pouco a minha. Na realidade, agora, estou apenas
sistematizando a minha reflexdo, mas, em todos 0s momentos, se deu esse processo que penso
ser de auto compreensdo. Interessante, também, como minha histéria e o que eu acredito estdo
imbricados com o referencial tedrico dessa pesquisa, que € interpretativo. A todo 0 momento
as leituras e as/os autoras/es fizeram sentido, tinham relacdo com 0 que eu penso e o que eu
quero para 0 mundo e assim, fui me apaixonando por esse estudo. A sensacao que tenho hoje
é que investigar as/os participantes dessa pesquisa e estudar todo esse referencial contribuiu
para compreender melhor a mim mesma e eu sou grata por isso. Grata a todas/os que me
propiciaram me apaixonar e querer continuar fazendo pratica e pesquisa em educacao
ambiental. O desenvolvimento dessa investigacao foi prazeroso e, hoje, minha vontade € de
continuar e continuar!

Enfim, voltando & minha histdria, assim como as/os participantes deste estudo fizeram,
eu comeco pela minha infancia. Nasci e fui criada em S&o Paulo, a maior cidade do Brasil,
mas tinha algumas opcdes de contato com outros seres vivos e ndo humanos, a comegar pelo
jardim da casa onde eu vivia e que minha mée cuidava de maneira carinhosa. Também estudei
durante alguns anos em uma escola que tinha um bosque, o parquinho era no bosque e eu
adorava "catar" e comparar as pinhas que caiam no chdo. Mas o fato mais marcante era o
quintal da casa dos meus avés, que por coincidéncia, € minha residéncia atual. Meus avos
moravam em S&o Carlos, a trés horas de Sdo Paulo e eu os visitava frequentemente. O quintal
sempre foi muito espacoso, cheio de arvores e muitas galinhas que minha avé criava. Esse era
o local preferido em que eu e minhas primas brincavamos. O dia comecava as 5 horas da
manhd, quando minha avé me acordava para dar milho para as galinhas. Mais tarde, minhas
primas chegavam e no0s subiamos nas arvores, brincavamos de barata ao alto, elefantinho
colorido, esconde-esconde. Nesse quintal, nos soltdvamos a imaginagdo e, algumas vezes,
bolamos pecas teatrais, as quais apresentavamos para a familia. Mas nossa época preferida era

0 verdo, porque era a estacao que as mangas estavam maduras. NOs passavamos o dia inteiro
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subindo e descendo da arvore, para achar mangas e comé-las. Nao foi s6 Paulo Freire que
brincou muito a sombra de uma mangueira, eu também brinquei. E assim como Paulo Freire
disse que ele € o que ele é por conta dessa vivéncia no quintal da casa dele no Recife, eu sou 0
que eu sou por causa das brincadeiras no quintal da casa dos meus avds em Séo Carlos.

Até entdo, o Cerrado existia na minha vida como um tipo de vegetacdo que eu
estudava nas aulas de Geografia. Mas aos 18 anos eu me mudei para S&o Carlos para cursar
Biologia na UFSCar e o significado do Cerrado na minha vida vém mudando. Eu ndo sabia
que existia Cerrado em S&do Carlos, ainda mais em uma &rea tdo proxima ao prédio onde eu
tinha a maioria das minhas aulas. Eu me lembro das diversas vezes que nos saiamos
caminhando em direcdo ao Cerrado para fazer a parte pratica das disciplinas. Minha
lembranca do Cerrado era sempre associada a momentos de aprendizado mais espontaneos e
alegres.

Em 2007, depois de formada, quando eu trabalhava na Prefeitura Municipal de Sao
Carlos, recebi uma noticia de que uma area de Cerrado iria ser desmatada para a construgdo
de prédios da universidade. Eu nunca entendi muito da ecologia do Cerrado, mas tinha um
vinculo muito forte e aquela noticia me perturbou muito. "Tem tanta vida ali, tanta historia, o
Cerrado tem o direito de existir”, eu pensava. Algumas/ns estudantes e professoras/es se
organizaram para questionar essa decisdo e eu acabei me envolvendo nesse movimento
também. No ano seguinte, entrei no mestrado sob orientacdo da Haydée, que tem uma postura
dialdgica admiravel com as/os orientandas/os. Optamos, juntas, por desenvolver uma pesquisa
em espacos educadores de S&o Carlos e um deles era o Cerrado. Nosso objetivo era investigar
quais dimensdes da pratica educativa (conhecimentos, valores estéticos e éticos e
participacdo) eram abordados nas visitas educativas nesses espacos. Dos resultados que
identificamos, o que mais me chamou atencdo foi a dificuldade em experienciar
sensorialmente esses espacos de maneira intencional. Talvez justamente porque a minha
vivéncia (desde a infancia) tenha sido uma experiéncia estética, eu considerava uma
potencialidade ndo explorada. Assim, no doutorado, motivada pela Haydée, resolvi me
aventurar por esse campo.

Em 2011, eu comecei oficialmente a trajetoria dessa pesquisa. Digo oficialmente,
porque ela talvez tenha comegado na minha infancia, no jardim da casa dos meus pais, no
bosque da minha escola, no quintal dos meus avos. Estudar a natureza da experiéncia estética
da natureza virou uma paixdo. Tudo faz tanto sentido! No final de 2013, um sonho se
realizou: eu fui fazer um estagio por 12 meses na Monash University, em Melbourne, na

Austrélia, sob supervisdo do Phillip Payne. Digo que foi um sonho, porque eu sempre quis
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morar um tempo fora do Brasil. A Austrélia sempre me instigou por conta das historias que
ouvia sobre sua natureza exuberante, diferente e misteriosa. Entdo, 14 fui eu, unindo o util ao
agradavel: morar um tempo fora em um local que sempre esteve na minha imaginacao e
estudando um tépico pelo qual eu estava apaixonada. N&o € realizar um sonho? Eu penso que
sim!

Na Australia, eu vivi tudo intensamente! Desde as viagens pelos parques naturais,
museus, cidades, até a relacdo com as pessoas de cultura tdo diferentes da minha. Eu estou
num referencial tedrico que questiona dicotomias, por isso, ndo consigo separar o pessoal-
profissional, penso que tudo isso vai tecendo quem somos em casa e no trabalho. Na
universidade, fui guiada por uma pessoa tdo comprometida com a causa ambiental como a
orientadora que tenho no Brasil. Assim, tive a oportunidade de focar bastante no topico da
tese e conhecer diversas outras teorias e estudiosas/os que estdo me instigando a querer mais,
a ser mais, como diria Paulo Freire! Uma outra coisa que carrego dentro de mim desde crianga
é 0 sonho de mudar o mundo. Eu sei que eu ndo posso mudar o0 mundo e minha tese também
ndo vai mudar o mundo. Mas serd que se juntarmos as varias vozes e disposi¢cdes espalhadas
por ai, dos seres humanos e ndo humanos, a gente ndo torna isso um pouco mais possivel? Eu

acredito que sim!

Contextualizacéo

Defendemos que o campo de pesquisa da educacdo ambiental dedica-se a entender o0s
processos educativos referentes a relacdo individuo/ sociedade — natureza, sendo que essa
relacdo busca ser compreendida em sua complexidade. Além disso, seguindo Dussel (2000) e
Freire (1987), nos colocamos ao lado da vitima ou do oprimido que, na proposta dessa
investigacdo, sdo 0s outros seres ndo humanos que, historicamente, vém sendo
desconsiderados na ldgica da cultura ocidental. Grin (1996) aponta a dificuldade de
preservacdo ambiental dentro desse paradigma dominante devido, principalmente, aos valores
construidos pela nossa sociedade. E por esta razio que o autor considera que cabe & educacéo
ambiental tematizar os valores que permeiam a relacdo sociedade — meio ambiente. Da
mesma maneira, Tavares, Branddo e Schmidt (2009) defendem ideias semelhantes ao
levantarem o desafio da educacdo ambiental dentro da perspectiva da ética antropocéntrica.
No contexto desse tema desafiador, mas, também, de alto potencial, é que essa investigacdo

com foco na experiéncia estética no Cerrado foi concebida.
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Na presente se¢do, vamos discorrer sobre os caminhos que nos levaram a questdo de
pesquisa e alguns conceitos e autoras/s nos quais nos apoiamos na trajetoria desta
investigacdo. Nao nos demoraremos nesse detalhamento, uma vez que, nos artigos seguintes,
procuramos aprofundar esses aspectos. Vamos tambeém apresentar as questoes e 0s objetivos

da pesquisa e a estrutura na qual organizamos a tese.

Justificativa

Ja vem sendo discutido ha algumas décadas que a educagdo ndo deve se reduzir a
transmissdo de informacBes ou se restringir a esfera do conhecimento para chegar a
compreensdo; 0 processo passa pelo simbolizar e pelo vivenciar porque “ninguém adquire
novos conceitos se estes ndo se referirem as suas experiéncias de vida” (DUARTE Jr, 1988, p.
32). O significado do mundo e das coisas possui duas dimensdes, a sentida (vivida) e a
simbolizada (refletida). A educacdo estética trabalha focalizando o sentir, a base para a
compreensdo: “a experiéncia basica que temos do mundo é emocional, ou seja, é sentida,
antes de ser compreendida” (DUARTE Jr, 1988, p. 33).

Gardner (1999) acredita que se atentarmos para 0 que as crencas e culturas valorizam,
transmitem, punem ou proibem, verificaremos que cada cultura abriga concepgdes especificas
de como o mundo é e de como deveria (ou ndo deveria) ser. Essas concepc¢des sdo pautadas
em principios, sentimentos, emoges, ou seja, perpassam uma dimensdo da vida humana que
intitulamos aqui de valores éticos e estéticos. No entanto, diversas/os autoras/es (citados ao
longo do trabalho) comentam que a formacdo de valores representa uma dimensdo menos
explicita da educacdo e da educacdo ambiental, quando comparada a apropriagdo de
conhecimentos.

Isso se deve ao fato de que as praticas educativas restringem-se ao dominio cognitivo,
acarretando em um esvaziamento de praticas axiologicas (GRUN, 1994) e se concordamos
com as colocagBes de Gardner (1999), a maneira como esse conhecimento serd aplicado,
estara de acordo com valores morais, éticos e estéticos dos individuos. Seniciato (2008, p. 18)
afirma que “uma educagdo em cujos objetivos esteja incluida a formacéo de valores € uma
educacdo que se preocupa também com a forma que os alunos irdo aplicar os conhecimentos
adquiridos”. Marin (2006) acredita que falar na transposicao dessa formacao instrumentalista
para uma formagdo mais ampla, onde se trabalha com todas as dimens@es humanas, é deslocar
a percepcdo de que a natureza é mero objeto de especulacdo e dominio para uma natureza que

€ morada de nossa esséncia.
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Assim, Serrdo (2005, p.01) defende que, ao atribuirmos um valor inerente a0 mundo
natural (considerando todas as suas instancias e, singularmente, cada um dos seres Vvivos),
acabamos tendo como principio o respeito e procuramos agir de acordo com esse valor,
“possuindo, portanto, a esfera ética uma indiscutivel autonomia que tornaria redundantes
outros apoios suplementares”. Tavares, Brandao e Schmidt (2009) afirmam que dialogar sobre
valores éticos e estéticos nos remete a refletir como nos relacionamos com o mundo,
desvelando posturas submissas e reprodutoras e propiciando uma reflexdo profunda a partir de
um olhar mais justo para com as relagfes socioculturais. As autoras dizem que cresce 0
namero de pensadoras/es que vém investindo na reconstrucdo dessas referéncias estéticas que
séo reflexos dos valores sociais da nossa sociedade atual.

No campo de pesquisa em educacdo ambiental, algumas/ns autoras/es tém se dedicado
a construir um desenvolvimento tedrico sobre as diferentes éticas da natureza (SERRAO,
2005). A mesma autora diz que se desenha, ao mesmo tempo, outro fendmeno paralelo:
trabalhos que investem em reflexBes a partir da estética para colocar a natureza como tema
central de analise. Ou seja, a natureza, esquecida em algumas culturas durante alguns séculos,
volta a ser fonte de uma experiéncia estética. Marin (2006) nos lembra, ainda, que tanto a
educacdo estética como a educagdo ambiental foram, muitas vezes, reduzidas a percepgao
analitica e ao ensino das verdades cientificas. De fato, alguns estudos apontam que as
questdes estéticas tém potencial para serem mais exploradas no campo de pesquisa e da
pratica em educacdo ambiental (BONOTTO, 2008; BONOTTO, SEMPREBONE, 2010;
IARED, OLIVEIRA, 2013; SENICIATO, 2006; VALENT]I, 2010).

Para Quintas (1993), a experiéncia estética funda vinculos, unifica a relagdo eu/
mundo e, por conseguinte, estabelece uma unidade repleta de significagdo e sentido com o
entorno. O mundo distinto, até entdo distante, passa a ser distinto-intimo e nessa passagem da-
se uma atividade criadora autbnoma no individuo, que capta o aspecto relacional da realidade
para dar-lhe uma configuracdo sensivel. E nesse sentido que o autor defende que “ajudar a
descobrir esta vizinhanca enigmatica das experiéncias humanas mais altas ¢ a maior
contribuigdo da estética para a tarefa educativa do homem” (QUINTAS, 1993, p.26). Duarte
Jr. (2009) defende que a experiéncia estética depende de um aprendizado e é, precisamente,
por essa razdo que ha a necessidade em falarmos de uma educacdo estética. Para o autor,
vamos nos familiarizando com o mundo dos nossos sentimentos e nos tornamos mais atentos

as sutilezas da nossa vida interior. Ou nas palavras de Marin (2006, p.283):
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... a experiéncia de contato intimo com a natureza é algo que faz jorrar de
nés um emaranhado de sensagBes, sentimentos e significados (...). O
ambiente quer seja paradisiaco na sua condicdo preservada, quer seja
povoado de elementos humanos repletos de significados e nostalgias, nos
capta ao encontro e nos leva a uma percepcdo marcada pela complexidade.

Eis ai uma das tarefas mais desafiadoras da educagdo ambiental nos dias de hoje: “a de
redirecionar o humano para sua liberdade criadora e a superacdo de uma percepcao de mundo
puramente racional” (MARIN, 2006, p. 277). Tavares, Branddo e Schmidt (2009) também
defendem essa tarefa instigante da educacdo ambiental: motivar as capacidades criativas e
dialdgicas inerentes ao sujeito a fim de propiciar uma viséo sensivel do mundo, afastando-se
da percepcdo puramente racional, hegemdnica nos dias atuais. Podemos dizer que nessa
perspectiva, a educacdo ambiental que se preocupa com os valores estéticos é critica. E critica
porque ao valorizar o sentir, o dialogo e a alteridade, amplia horizontes, nos faz refletir sobre
outras possibilidades de ser e estar no mundo com as/os outras/os em uma relacao horizontal,
ou seja, a proposta é de uma virada ontoldgica dentro do movimento da virada corporal.

A virada corporal (SHEETS-JOHNSTONE, 2009) é um movimento contemporaneo
que vem questionando as tradicionais teorias cognitivas na qual aprendemos pela transmissdo
de representacbes (INGOLD, 2010). Isto é, ndo é uma mente em um corpo pensando,
atribuindo significado para as coisas e representando o mundo e, Sim, Nnosso corpo cCOMo
centro e origem do ser e estar no mundo, ou seja, uma mente encarnada ou engajada que ndo
separa 0 pensar - fazer e o sentir - estar em movimento (SHEETS-JOHNSTONE, 2009).
Dentro desse movimento, considera-se que mente, corpo e mundo sdo indissociaveis,
resultando, também, no questionamento de outras dualidades como sujeito- objeto, natureza-
cultura, humanos- ndo humanos. A virada corporal tem uma proposta fenomenoldgica no que
diz respeito ao estudo do movimento e do somaesthetics (SHUSTERMAN, 2008). Segundo
esse conceito de somaesthetics, desde que nascemos, temos conexdes viscerais com 0 mundo
da vida como criaturas na/com/como natureza e o significado vem de nossas percepcoes
corporais, movimentos, emog0es e sentimentos. Essas conexdes viscerais abordam o campo
da estética, mas ndo a estética como o estudo da arte, mas como o estudo de tudo o que tem
fortes ligagdes com 0 nosso corpo engajado no mundo (INGOLD, 2011; JOHNSON, 2007;
SHUSTERMAN, 2008; SULLIVAN , 2001). Logo, o somaesthetics se refere & compreensao
das ligacGes viscerais com o mundo e a capacidade humana para significar as experiéncias.

Essa proposta contemporanea percebe uma ontologia na qual nosso corpo estd engajado
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no/com/como mundo em uma malha de fios (INGOLD, 2011) em um fluxo constante na qual
mudamos o0 mundo da mesma maneira que o mundo nos transforma.

Partindo do que foi colocado, devido ao historico de ocupacdo e degradacdo desse
dominio, como sera explicitado no proximo tdpico, o presente estudo objetiva compreender a
natureza da experiéncia estética no Cerrado em um grupo de participantes que tem um

histdrico de vinculo profundo e amoroso com esse ambiente.

Por qué o Cerrado?

Segundo dados da Conservagéo Internacional (CONSERVATION
INTERNACIONAL, 2004), a taxa de devastacdo do Cerrado é alarmante e se continuar nessa
proporcao, pode desaparecer até 2030. Portanto, o Cerrado € considerado uma area prioritaria
para a conservacdo (Hotspot). A devastacdo do Cerrado se iniciou no século XVIII com a
exploracdo por ouro e outras pedras preciosas, mas sua ocupacao, no seculo XX, se deu pelo
avanco da agricultura e da pecuéria devido ao relevo plano e ao baixo custo dessas areas por
conta do solo com poucos nutrientes. Atualmente, ainda existe uma pressdo da expansao da
fronteira agricola e urbana sobre o Cerrado (ALHO; MARTINS, 1995; BRASIL, 2007;
DUARTE; THEODORO, 2002; GOMES, 2008, KLINK; MACHADO, 2005; NEPSTAD et
al., 1997, entre outras/os).

Dessa maneira, identificamos na literatura brasileira trabalhos de percepgéo e educagéo
ambiental em relacdo ao Cerrado. Apresentamos aqui, brevemente, alguns desses estudos.
Bizerril (2004), em uma pesquisa com estudantes do ensino basico de uma escola em Brasilia
(DF), identificou o baixo valor afetivo e alto valor utilitarista em relagcdo ao Cerrado. Além
disso, os resultados indicam que faltam conhecimentos sobre a ecologia e conservagédo do
dominio. O autor relaciona esses dados ao que € apresentado nos livros didaticos. Segundo as
professoras/es que participaram da pesquisa, os livros didaticos fazem uma descricdo das
caracteristicas fisicas sem trazer questdes como a biodiversidade local, os conflitos e impactos
ambientais. Com relacdo aos livros didaticos, Bizerril (2003) analisou livros didaticos
brasileiros nos quais existem poucas ilustracdes de espécies animais do Cerrado, sendo a
grande maioria de animais africanos, australianos e domésticos. Outros estudos apontam na
mesma direcdo (BIZERRIL; ANDRADE, 1999; BIZERRIL; FARIA, 2003), sendo que o
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Dominio® é apresentado de forma descritiva com pouca discussao sobre o histérico, inclusive
cultural, e os impactos ambientais e acdes de consevacdo. Para Bizerril (2001), a percep¢do do
Cerrado como um ambiente seco, desprovido de beleza e utilidade € comum no discurso de
muitas/os brasileiras/os.

Essa colocacao de Bizerril (2001) é ratificada por estudos que apresentam os impactos
ambientais antrépicos sobre o Cerrado. Assim, Ramos e Oliveira (2008) que analisaram o
Programa de Uso Publico do Plano de Manejo do Parque Estadual da Serra de Caldas
(PESCAN). As autoras recomendam um programa educativo mais efetivo e continuo, uma
vez que essa regido de Cerrado tem uma importancia ecoldgica significativa para a regido. Da
mesma maneira, Medeiros e Fiedler (2004) estudaram os relatdrios de incéndio no Parque
Nacional da Serra da Canastra em Minas Gerais que tem como principal tipo de vegetacao, o
Cerrado. Os autores identificaram que 50% dos incéndios € de origem humana sendo que
dessas, 47% sdo criminosas.

Outros trabalhos vém desenvolvendo agfes ndo apenas investigativas, mas também
participativas, como o de Berlinck e Lima (2007) que realizaram um trabalho com
contramoldes de pegadas na comunidade do entorno do Parque Estadual de Terra Ronca
(PETER) em Goias. Além de perceberem que essa é uma estratégia educativa que propicia
mais interacdo, o estudo aponta que essa comunidade conhece a fauna local por estarem
préximos. No entanto, as autoras, ainda assim, recomendam mais programas de educacao
ambiental para a conservacao da biodiversidade do Cerrado. Seguindo a mesma linha de acéo,
Bizerril, Soares e Santos (2011) desenvolveram um trabalho com o lobo guara no Parque
Nacional da Serra da Canastra em Minas Gerais com participacdo ativa da comunidade do
entorno. A mobilizacdo comunitéaria local e a abordagem da cultura Caipira com seus

folclores e tradi¢bes foram essenciais para o sucesso do projeto.

2 A palavra Dominio deve ser entendida como uma 4rea do espago geogréfico, com extensdes subcontinentais,
de milhdes até centenas de milhares de Km2, onde predominam certas caracteristicas morfocliméticas e
fitogeogréficas, distintas daquelas predominantes nas demais &reas. Isto significa dizer que outras fei¢des
morfoldgicas ou condi¢Ges ecolégicas podem ocorrer em um mesmo Dominio, além daquelas predominantes.
Assim, no espago do Dominio do Cerrado, nem tudo que ali se encontra é Bioma de Cerrado. Veredas, Matas
Galeria, Matas Meso6filas de Interflivio, sdo alguns exemplos de representantes de outros tipos de Bioma,
distintos do de Cerrado, que ocorrem em meio aquele mesmo espaco. Nao se deve, pois, confundir o0 Dominio
com o Bioma. No Dominio do Cerrado predomina o Bioma do Cerrado. Todavia, outros tipos de Biomas
também estdo ali representados, seja como tipos "dominados" ou "ndo predominantes" (caso das Matas
Mesofilas de Interflivio), seja como encraves (ilhas ou manchas de caatinga, por exemplo), ou penetragdes de
Florestas Galeria, de tipo amazénico ou atlantico, ao longo dos vales Umidos dos rios" (COUTINHO, 2015).
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Ambroésio, Borém e Santos (2010) trabalharam com a implantacdo de uma trilha
interpretativa em uma area de Cerrado e Mata Atlantica em Lavras (Minas Gerais). Para tanto,
as/os pesquisadoras/es utilizaram o método IAPI —Indicadores de Atratividades de Pontos
Interpretativos. Os pontos foram selecionados por uma dupla de avaliadoras/es a partir de
valores qualitativos atribuidos a pontos interpretativos em potencial. Um dos pontos
interpretativos selecionados foi o Cerrado, apesar de receber baixa importancia no método
IAPI. Segundo as/os autoras/es, esse ponto foi intencionalmente selecionado por ser central na
tematica trabalhada na trilha.

Em um projeto que abrangia oito municipios de Goiés, Mato Grosso e Mato Grosso do
Sul, Benites e Mamede (2012) realizaram um trabalho participativo com a comunidade
criando Grupos de Observacdo de Biodiversidade (GOB) que seriam responsaveis por acoes
de sensibilizacdo em relagdo ao Cerrado através de aves e mamiferos. O curso de formacéo
desenvolvido para 0 GOB continham aulas teoricas e saidas a campo. O grupo que participou
das formacgOes estava engajado e preocupado com a conservacdo da biodiversidade do
Cerrado e consideraram que esse vinculo afetivo € fruto da experiéncia direta.

Um trabalho mais proximo da nossa realidade, justamente, por ser no municipio de
Sdo Carlos é o projeto de extensdo “Visitas orientadas a Trilha da Natureza”. Valenti, Lima e
Oliveira (2009) analisaram o quanto esse projeto vem contribuindo para ambientalizagdo
curricular na UFSCar, enquanto Dodonov (2013) objetivou identificar a contribuicdo do
projeto para a formacéo de estudantes de graduacdo que eram monitoras/es nas visitas. Ambos
os estudos identificaram que a dindmica do trabalho das/os monitoras/es — reunides semanais,
participagdo em cursos e eventos, processo democratico nas decisdes, didlogo e reflexdo na
elaboracdo das atividades — € um processo de formacdo do proprio grupo que potencializou
seu vinculo afetivo com o Cerrado. Este resultado também foi levantado em Benites e
Mamede (2012) e nos faz refletir sobre o carater processual quando abordamos formacao de
valores.

Esses estudos nos mostram a importancia de pensarmos em estratégias educativas que
abordem a conservacao da biodiversidade do Cerrado. Dessa maneira, compreender como Sao
formados vinculos e valores atribuidos a esse tipo de vegetacdo, pode contribuir com

trabalhos educacionais voltados para a sensibilidade estética do Cerrado.
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TensOes paradigmaticas (Modernidade e P6s-Modernidade) e a pesquisa pds-critica

Em um capitulo de livro intitulado “Arte- educacdo- ambiental”, Quadros et al. (2013,
p.58) iniciam com a pergunta: “Modernidade e Educagdo Ambiental. Mas, e a arte, a
emoc¢do?”. De fato, ¢ uma pergunta instigante para trazer uma questdo que acompanha a
pratica e a pesquisa em educacdo ambiental: qual o nosso posicionamento diante da
modernidade e po6s-modernidade? Embora ndo tenha sido nosso objetivo discutir toda a
complexidade que jaz na “defini¢do” desses paradigmas, faz-se necessario nos posicionarmos
e situarmos essa pesquisa entre essas duas linhas filosoficas, que tém reflexos diretos na
maneira como nos organizamos em sociedade, na nossa concepcdo de valores estéticos e
éticos e nas metodologias de pesquisa adotadas nessa investigacao.

A Modernidade nasceu como uma extensdo (PAYNE, 1999) do lluminismo, por isso
tem as suas raizes na racionalidade. A promessa / esperanca era ou é resolver todos 0s
problemas da humanidade com base na razdo, na ciéncia e tecnologia. Como Sauvé (1999,
p.12, traducdo nossa) afirma:

a epistemologia moderna € positivista; € baseada em uma busca pela
objetividade e se baseia na racionalidade instrumental para legitimar o
conhecimento e organiza-lo em disciplinas separadas. A ética moderna é
antropocéntrica e o Unico limite a liberdade do individuo é o respeito pela
liberdade dos outros. A democracia é vista como o navio de tal liberdade.

Algumas/ns autoras/es pos-modernas/os dizem que a modernidade falhou com sua
promessa de liberdade, justamente porque testemunhamos uma crescente desigualdade social
e destruicdo ambiental, enquanto Payne (1999) coloca a pds-modernidade como um
movimento filosofico que se originou em extensdo a modernidade. E, de fato, ndo é simples
conceituar o que é poés-moderno, ja que "ndo ha apenas um conceito de poés-modernidade, mas
uma rica diversidade de discursos e praticas pds-modernas. Coexistindo entre estes, sdo varias
manifestacdes de niilismo (pés-modernidade desconstrutiva) e abordagens transformacionais
(pés-modernidade reconstrutiva)”" (Sauvé, 1999, p.12, traducdo nossa). Nossa opcdo foi
apresentar quais os desafios e potencialidades dessa tensdo para educacdo ambiental e nosso
movimento entre esses paradigmas.

De maneira geral, o movimento p6s-moderno contesta o conhecimento (cientifico)
como a base da nossa sociedade. A epistemologia ndo é positivista, é relativista, ou seja, ndo
h& uma verdade universal (como o pensamento moderno afirma), seja na forma de ciéncia,
seja na forma de religido, seja na forma de lei ou arte. Nesse movimento filosofico, outras

dimensfes da vida humana (e por qué ndo dizer ndo humanas também?) sdo discutidas e
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valorizadas. Outras formas de pensar e ser-no-mundo sdo pautadas: sensacOes, sentimentos,
emocdes e intuicdo. De acordo com Lousada (2014), a crise ambiental de nosso tempo denota
uma crise do paradigma moderno, o qual instaurou o antropocentrismo como referéncia na
relacdo com as demais espécies da natureza e no nosso modo de ser e estar no mundo. Para o
autor, a superacao da crise ambiental socilicita a desconstrucéo do paradigma moderno. Griln
(1994) também faz uma critica a visdo racionalista de mundo, fruto da Ciéncia Moderna, que
promoveu a distin¢do e separacdo das dualidades sociedade e natureza, ciéncia e ética, o que
resultou na caréncia de discussdes e problematizacdo das reflexdes éticas pela sociedade.
Segundo Goergen (2005), a racionalidade moderna propiciou a universalizagdo das dimensoes
tedricas (cientificas) e praticas (éticas), sendo que ambas compdem a matriz de qualquer
conhecimento. Decorrente dessa situacdo, temos alguns principos universais: "direitos
humanos, justica social, equilibrio entre cooperacdo pacifica e auto-afirmacdo pessoal,
sincronizacdo da conduta individual e do bem-estar coletivo” (GOERGEN, 2005, p. 1000).
Por outro lado, este autor se preocupa com o relativismo ético proposto por algumas correntes
pos-modernas, pois foca o individualismo e perde a perspectiva historica e utdpica de uma
sociedade mais justa e igualitaria.

De fato, alguns autores argumentam que a pés-modernidade tem fortes ligacbes com o
"vale tudo" (HELLER, FEHER, 1998; PAYNE, 1999 ). Isso é um desafio a ser enfrentado
pela educacdo ambiental que, na nossa perspectiva, concebe a ética ambiental como principio
universal de respeito a todas as formas de vida. No entanto, isso ndo quer dizer que a pos-
modernidade ndo possa fomentar novos dogmas e desenvolver suas préprias metanarrativas e
verdades (SAUVE, 1999). Criticando as/os autoras/es que argumentam sobre o “vale tudo”,
St. Pierre (2000) diz que o relativismo defendido pela pds-modernidade ndo é irresponsavel,
irracional, ou niilista. Se ndo existe uma verdade absoluta para todas as instancias é porque a
verdade € mdaltipla e contextual, justa aos compromissos contextuais e particulares, pois
problemas complexos ndo tém solucbes generaliziveis. A ética seria, entdo, construida de
maneira inter-relacional num movimento da base para cima- bottom-up (JAMES, 2006).

Bonotto (2008) traz uma contribuicdo importante para pensar a educacdo em valores
na educacdo ambiental, pautada no impasse entre posicGes relativistas e universalistas,
comentando que os valores ambientalmente desejaveis podem ser identificados junto ao
Tratado de Educagdo Ambiental e, justamente, por ter sido elaborado pela sociedade civil de

diversos paises, pode ser considerado representativo de seus valores, anseios e entendimentos.
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Concordamos com as colocagbes da autora sobre se posicionar em favor de valores
ambientalmente desejaveis, principalmente porque nossas atividades educativas sdo um ato
politico (FREIRE, 1987) e estamos assumindo a defesa e respeito a vida e a sobrevivéncia de
todos os seres do planeta como principio. No entanto, isso ndo significa ndo reconhecer como
importantes e validas outras opinides, discursos e formas de ser e estar no mundo durante a
pratica educativa, uma vez que nao existe consenso sem exclusdo e o que € universal pode ser
considerado culturalmente variavel (SUND; OHMAN, 2014). A autora e o autor afirmam que
precisamos ir além da divisdo entre relativismo e objetivismo na educacdo ambiental. Eles
também questionam o uso de valores universais enquanto uma meta ou solugdo no processo
educativo, como um risco da educacdo ambiental ser tratada como um instrumento ético e
acritico e sugerem a problematizacao dessas posi¢oes politicas, motivando as/os educandas/os
a repensarem os proprios principios em conflito ou consonancia com de outros grupos.

Hermann (2005) também reconhece a intencionalidade ética como fundamental em
um processo educativo. Coerente com a tensdo paradigmatica entre o moderno e pdés-
moderno, tanto Bonotto (2008) como Hermann (2005) apontam para a potencialidade da
estética na educacdo ao defender que a estética tem um histdrico de luta contra a eliminacéao
das diferencas e a tendéncia a homogeinizagéo e, portanto, se constitui como um campo de
trabalho no qual novas possibilidades éticas podem ser construidas diante da pluralidade e,
assim, transcender as fronteiras racionais da interpretacdo. Logo, “experiéncia estética traz o
estranho, a inovacdo e a pluralidade que ndo podem ser desconsiderados no plano da
interpretacdo e problematizacdo do agir moral” (HERMANN, 2005, p.23). Como sera
apresentado no segundo artigo desta tese, muitas/os outras/os autoras/es vém defendendo essa
articulagdo entre estética e ética.

A concepcdo do termo estética é bastante ampla e sua concepcao também encontra-se
situada entre a tensdo entre modernidade e pds-modernidade. Como colocado anteriormente, 0
pensamento moderno ndo considera essa dimensdo dual da vida (humana e ndo humana) e
quando a faz, estd submissa a regras pré-estabelecidas ou pré-categorizadas (LYOTARD,
1986). Hermann (2005) se refere & Welsch (2005)° para contextualizar a estetizacdo das
categorias de verdade, conhecimento e realidade, que sdo baseadas no racionalismo e na
ciéncia moderna. No entanto, assumimos uma outra perspectiva ao longo dessa tese. Como

sera exposto em todos 0s artigos, nosso conceito remete ao sujeito encarnado de Merleau-

® WELSCH, W. Estetizagio e estetizacdo profunda ou: a respeito da atualidade do estético. Trad. Alvaro Valls.
Porto Arte, Porto Alegre, v. 6, n. 9, p. 7-22, maio 1995.
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Ponty (2006) ou mente encarnada® (em oposicao as teorias da cognicdo) ou somaesthetics de
Shutterman (2008), termo que o autor vem trabalhando e remete a forte integracdo entre em
corpo, mente e cultura. Somaesthetics refere-se a um campo de estudo e pesquisa
interdiscisplinar no qual o corpo é concebido como um lugar sensorial de apreciagao estética e
ao reconhecer corpo, mente e cultura como profundamente co-dependentes, identifica que a
vida e a saude mental depende da experiéncia somatica. Assim como Shutterman (2008),
outras/os autoras/s (GALLAGHER, 2005; JOHSON, 2007; SHEETS-JOHNSTONE, 2009)
vém investindo nesse campo de pesquisa interdisciplinar com aportes da filosofia, neurologia,
entre outras, para pensar a questdo do nosso corpo e mente encarnado. Sendo assim,
assumimos como experiéncia estética a possibilidade de sentir com os sentidos, sendo que
esse termo tem uma conotacdo ambigua: sentir com os sentidos humanos (visdo, audicéo,
olfato, paladar, tato e outros que desconhecemos) e sentir atribuindo sentido (significado).
Esse posicionamento nos solicita uma abertura ao mundo para (re)perceber e (re)significar o
mundo em todas as formas de existéncia. Segundo Johnson (2007), houve uma subjetivizacao
da estética e esse campo ficou confinado como o estudo da arte, do julgamento e do gosto
subjetivo. O autor acrescenta que a estética esta ligada ao entendimento das nossas conexdes
viscerais com o0 mundo e que esses encontros com o mundo sdo resultados dos nossos
movimentos sensoriais, percepg¢des, emogdes e sentimentos.

Dito isto, voltemos a pensar na metodologia de pesquisa delineada para esta tese. E
tomando as palavras de James (2006, p.83), “life is now so confusing” (a vida esta tdo confusa
agora), precisamos pensar com cuidado nas maneiras pelas quais nos propomos a
compreender a natureza ontoldgica e epistemoldgica da experiéncia procurando métodos de
coleta e analise de dados coerentes com a questdo de pesquisa (PAYNE, 2009). Segundo
James (2006), em tempos pds-modernos, a teoria é dinamica, assim como o mundo. Para o
autor, a comensurabilidade na pesquisa requer assumirmos diferentes camadas da realidade
(layers of reality), sendo que cada camada solicita um tipo de abordagem e uma linha de
autores. Esse aspecto parece ser interessante em James (2006) no sentido de que ele néo
propde ficarmos presas a um conceito tedrico, pois temos uma realidade complexa para

desvelar e, muitas vezes, um/a autor/a e uma teoria ndo contemplam essa profundidade.

* O paradigma da mente encarnada concebe a natureza indissociavel do trindmio mente-corpo-mundo
(ARREGUY, 2008).
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Da mesma maneira, Hart (2005, 2013) nos instiga a refletir sobre a pesquisa em um
contexto no qual a discussdo paradigmatica e o crescimento dos movimentos "pds"” (pds-
modernismo, pos- humanismo, pds-fenomenologia, pds-estruturalismo, etc.) se refere a uma
crise de representacdo e legitimagcdo. Segundo o autor, como pesquisadores reflexivos
devemos compreender os limites dos nossos conhecimentos, estarmos mais conscientes das
mutliplas camadas da realidade e sermos criticos em relagdo as nossas proprias investigacoes
para nos desafiarmos a pensar para além das defini¢Ges tradicionais e espacos familiares. Para
tanto, o aporte de outros campos de conhecimento como antropologia, filosofia, psicologia
vém se estabelecendo como uma forca que nos impulsiona a reconhecer nossos desafios e
buscar por inovagdes metodoldgicas (HART, 2013). Para Hart (2005), uma investigacdo
dentro desse contexto, pode ser definida como uma pesquisa pés-critica.

Assumimos nessa pesquisa um movimento no qual transitamos por diferentes
ontologias e epistemologias afim de buscar compreender, em profundidade, o significado da
experiéncia estética. Essa transicdo é resultado de um deslocamento tanto fisico e intelectual
da prépia pesquisadora que iniciou seus estudos no Brasil com a leitura de classicos como
Merleau-Ponty e Gadamer e, apds, 12 meses de estagio na Australia, ampliou e adicionou
para o escopo tedrico do estudo autoras/es contemporaneos como Sarah Pink e Tim Ingold.
Dessa maneira, passamos por autoras/es como Merleau-Ponty, com uma ontologia mais
subjetivista, ou dual, como Paulo Freire, ou ainda Tim Ingold que nos apresenta a
indissociabilidade entre mente, corpo e cultura. Disso decorrem diferentes epistemologias,
baseadas na interpretacdo hermenéutica, como acreditava Gadamer, ou no didlogo, recorrendo
a Freire ou no corpo engajado no mundo, discutido por Ingold. Esses autores, apesar de se
aproximarem na abordagem interprativista, tem alguns conceitos diferentes que merecem
destaque como, por exemplo, o a interpretacdo na hermenéutica de Gadamer e o didlogo de
Freire podendo ser concebidos enquanto metodologias de pesquisa, é ampliado na ideia de
Ingold de que compreendemos a experiéncia vivenciando junto/com/como tudo que habita o
mundo. Isso traz a perspectiva de um/a pesquisador/a que também esteja presente na
multisensorialidade da experiéncia, ligando-nos na mesma atividade diaria de outras pessoas
(PINK, 2009). Segundo a autora, a percepcdo sensorial ndo € apenas dialogada e nossas
interacOes sociais ndo sao apenas baseadas em comunicagdes verbais e impressdes visuais. Ou
seja, apreender as experiéncias de outras pessoas pode ser melhor compreendida quando nds,
pesquisadoras/es, também estamos vivenciando e ndo apenas ouvindo ou lendo as

"representacdes dessas experiéncias” (THRIFT, 2008).
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Isso nos leva a outro conceito que também sera apresentado ao longo da tese e que
vem sendo discutido nas ciéncias sociais - a teoria ndo representacional ((THRIFT, 2008) -
que problematiza a maneira na qual estamos "acessando” nossos dados e tradicionalmente
representando-os por meio de nimeros e textos. Nessa teoria emergente, as/os
pesquisadoras/es que assumem essa proposta como Vvalida, procuram inovacdes
metodologicas e uma analise e representacdo dos dados mais comensurdvel com a questdo de
pesquisa. A proposta dessa teoria nos pareceu instigante e coerente com a tematica do estudo,
ja que estamos falando de respostas afetivas e vinculos emocionais profundos em relacdo a
natureza.

Esse deslocamento fisico e intelectual, citado anteriormente, reflete a trajetéria de
estudo e pesquisa ao longo da tese, que se propds a conhecer e buscar autoras/es, abordagens
e métodos que respondessem a questdo central da pesquisa. Logo, os artigos se apoiam em
linhas de autoras/es e metodologias que se aproximam por serem interpretativistas, mas nao
s80 as mesmas por se basearem em teorias com diferentes posicionamentos diante das tensdes
paradigmaticas entre antropocentrismo e ecocentrismo e entre modernidade e pos-
modernidade. Os artigos apresentados demonstram os diferentes caminhos que percorremos
ao longo dessa pesquisa na tentativa de sermos mais coerentes com o0 rigor teorico e
metodoldgico.

Questdes de pesquisa:

Diante do contexto tedrico apresentado, nossas questdes de pesquisa foram:

e Qual a natureza das experiéncias estéticas no Cerrado das/os participantes do
estudo que tém por caracteristica um forte engajamento afetivo com esse
ambiente?

e Quais foram as experiéncias e estratégias que contribuiram para a formacéo de
valores estéticos e éticos em relagdo ao Cerrado desse grupo participante?

e Qual a articulacdo entre a experiéncia estética dessas/desses participantes e sua
postura ética em relacdo ao Cerrado?

Objetivos:
1. Ampliar e aprofundar o campo tedrico e metodoldgico que se dedica ao estudo da

experiéncia estética em educacdo ambiental.
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2. ldentificar espacos, motivacdes e estratégias que propiciarama formacdo de
valores estéticos e éticos em relacdo ao Cerrado de um grupo de participantes que
tém um historico de vinculo afetivo com o Cerrado.

3. Identificar e articular sentimentos, emocg0es e percepcdes que emergiram durante a
experiéncia estética no Cerrado nesse grupo participante.

4. Estudar o movimento e a caminhada como aspectos intrinsecos a experiéncia
estética no Cerrado com 0 mesmo grupo de participantes.

5. Refletir sobre a importancia da dimensdo estética na educacdo ambiental em uma
perspectiva  de  articulagdo  entre  valores  estéticos,  éticos e

politicos, fundamentando uma perspectiva critica de educagdo ambiental.

Organizacao da tese:

No Programa de Ecologia e Recursos Naturais (PPGERN/UFSCar) um dos formatos
de apresentacdo da tese € um conjunto de artigos a serem enviados para periodicos indexados
na Coordenacdo de Aperfeicoamento de Pessoal de Nivel Superior (CAPES) e listados
segundo a avaliacdo Qualis como Al, A2, B1 e B2. Dessa maneira, as proximas secoes
estardo em formato de artigos, com autora e co-autoras/es e seguindo as normas dos
periddicos escolhidos para submisséo, que estdo em Anexo.

A presente secdo é a Introducdo Geral, na qual discorremos sobre 0s caminhos que
nos levaram a questdo de pesquisa e alguns conceitos e autoras/es nos quais nos apoiamos na
trajetdria dessa investigacdo. Apresentamos, também, os objetivos da pesquisa, assim como a
estrutura na qual organizamos a tese, que contém 5 artigos.

O primeiro artigo, intitulado The aesthetic experience of nature and hermeneutic
phenomelogy, foi enviado ao The Journal of Environmental Education (normas para
submiss@o no ANEXO A) em julho de 2014, encontrando-se em fase de avaliacdo. Trata-se
de um ensaio critico o qual examina alguns dos conceitos-chave sobre a hermenéutica e a
fenomenologia introduzidas por filésofos como Kant, Dufrenne, Bachelard, Merleau-Ponty,
Gadamer e Quintas e indica algumas implicacdes metodoldgicas. Nosso objetivo é avancar
como a compreensdo da natureza da experiéncia estética na natureza pode informar diferentes
pesquisas e orientacdes pedagogicas de ser e se relacionar com a natureza.

O segundo artigo nomeado Philosophical hermeneutics and critical pedagogy in
environmental education research and practice foi submetido ao Canadian Journal of
Environmental Education (normas para submissdo no ANEXO B) em janeiro de 2015. O

artigo também é um ensaio critico e tem por objetivo aproximar Gadamer, um tedrico com
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abordagem na hermenéutica filosofica, e Freire, estudioso pautado na pedagogia critica para
pensarmos em possibilidades de pratica e pesquisa em educacdo ambiental. Neste estudo,
ressaltamos as contribuicGes e desafios desse caminho em um contexto latino-americano, uma
vez que algumas correntes tedricas vém questionando o papel da linguagem.

O terceiro e quarto artigos se pautam na perspectiva tedrico-metodoldgica discutida no
segundo. Os estudos sdo dois recortes de 17 entrevistas realizadas com pessoas que tinham
um historico de envolvimento experiencial e afetivo com o Cerrado. O terceiro artigo,
intitulado Formacéo de valores estéticos e éticos e 0 Cerrado apresentado e publicado como
trabalho completo no VII Encontro de Pesquisa em Educagéo Ambiental em 2013 (normas
para submissdo no ANEXO C) objetivou levantar quais estratégias, experiéncias e vivéncias
que contribuiram para a formacdo de valores estéticos em articulacdo com os valores éticos
que se tecem na formacéo do vinculo afetivo com o Cerrado. No quarto artigo, Aesthetic
experiences in the Cerrado (Brazilian savanna): contributions to the field of research
and environmental education activities, o recorte recai sobre os sentimentos, percepgdes e
emocdes no contexto das experiéncias investigadas. O artigo foi submetido para avaliacdo no
peridédico Environmental Education Research (normas para submissdo no ANEXO D), em
fevereiro de 2015. As entrevistas realizadas indicaram que as percepcdes, emocdes e
sentimentos foram processos reciprocos, ndo lineares, em constante movimento e
constituiram, como um todo, 0 que denominamos como experiéncia estética no Cerrado. Esse
resultado ja traz como perspectiva a metodologia utilizada no quinto artigo.

O artigo Walking in the Cerrado (Brazilian Savannah): interpreting the aesthetic
experience é pautado em um movimento filoséfico que traz a virada corporal como pivd da
experiéncia estética. Nesse sentido, algumas/ns autoras/fes como Tim Ingold, Sarah Pink,
Maxine Sheets-Johnstone (entre outras/os) afirmam a importancia das investigacbes mdveis
(mobile investigations), as quais percebem o corpo em movimento como fonte de
compreensdo do nosso ser e estar no mundo. Logo, a proposta do estudo foi realizar uma
caminhada em movimento no Cerrado e identificar as respostas sensiveis e afetivas apenas
relacionadas com o corpo em movimento. Pretendemos submeté-lo ao periddico Qualitative
Inquiry (normas para submissdo no ANEXO E).

Na ultima secdo, Reflexdes finais, procuramos articular as ideias apresentadas em
todos os artigos para uma discussdo geral dos resultados apresentados e das metodologias

adotadas na presente pesquisa. A partir dessa analise, apresentamos as contribui¢fes deste



37

estudo para o campo da pesquisa e pratica em educacdo ambiental e novas questbes e
possibilidades de continuidade que surgiram durante a investigacao.
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Figura 01: Cerrado no Parque Estadual de VVassununga, SP. Foto de Reginaldo Sadao Matsumoto/
2013
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The Aesthetic Experience of Nature and Hermeneutic Phenomenology

Abstract:

One aim of environmental education is to encourage different ways of generating meanings,
valuing, conceiving and contextualizing ‘nature.” The field of aesthetics provides an affective
basis for interpreting our perceptions of environments and relations with other more-than-
human beings. This critical essay examines some of the key concepts about hermeneutics and
phenomenology introduced by philosophers such as Kant, Dufrenne, Bachelard, Merleau-
Ponty, Gadamer and Quintas and then indicates some methodological implications. Our
purpose is to advance how understandings of the nature of the aesthetic experience of nature
might inform different research and pedagogical orientations of being in, becoming and
relating with nature.

Keywords: aesthetic education, hermeneutic phenomenology, environmental education
research, post-critical

Situating and framing the study

The aesthetic experience, appreciation of, and concern about nature has historically informed
the experiential pedagogies and interdisciplinary aspirations of environmental education and
its research. The still undertheorized role of aesthetics, and its embodied or ‘soma’ and ‘eco’
animations in environmental education research has typically assumed or presumed their
qualities, characteristics and values. These affective attributes, however, are rarely
conceptually developed and/or empirically described due to the ‘non representational’
problem in the social sciences and humanities of interpreting and explaining the primordial
and, often, pre-conscious and pre-rational/linguistic experiences of selves and ecological
others (Descola, 2013) found historically in ‘nature’ (Thrift, 2008). Furthermore, the non-
representational that problematizes efforts to represent the affective and (eco)somaesthetic
experience of nature is further complicated when the ‘correspondence’ problem overlays it
(for example, Sparrow, 2014). Simply speaking, the correspondence problem highlights the
‘gap’ between thought and being and, in doing so, rejects the ontological primacy of the
legitimacy of the alleged correlation between them, exacerbated here when the problematic of
nature is included in interpretive inquiry. More recently, within environmental education
research, there are ‘post-human’ (for example, Braidotti, 2013) signs that the
‘eco/soma/esthetics’ of bodied or corporeal, or vitalistic human ‘being’ and the animated
aesthetics of natures, and their environments, can partially be incorporated ‘post-critically’
into the ethical and political warrant of such research (Hart, 2005; Payne, 2013). This warrant
for an ‘ecophenomenology’ (Brown & Toadvine, 2003) will persist as an interpretive problem
and challenge, notwithstanding the limitations openly acknowledged above. Rather than dwell
on those conceptual and experiential/existential limitations, or there implications for
methodological (and pedagogical) speculation and experimentation in environmental
education and its research, our primary generative interest here is to outline some historically
influential understandings of aesthetics and their key understandings while broadly
responding to related considerations of the deeper ontological-axiological-epistemological
and methodological ‘tensions’ underpinning the framing of environmental education research
(Robottom & Hart, 1993). Our modest aim is to ‘affectively’ (Clough & Halley, 2007) and
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(non)representationally advance a more ecological approach to the framing, naming and
situating of environmental education practices, pedagogies, curricula and research within a
generalized account of the aesthetic experience of nature. We aim also to push partially into
empirical work we are currently undertaking so as to advance the current state of affairs
with/in environmental education research. For example, hermeneutics and carnality (Jardine,
1998; Abram & Jardine, 2000), hermeneutic phenomenology (Sammel, 2003), post-
phenomenology (Payne, 2003), phenomenological deconstruction (Payne & Wattchow, 2009)
and ecophenomenology (Payne, 2013).

Based on an ongoing interpretive and empirical study of participants responses to and
relations with aspects of the “Cerrado” (Brazilian savannah) in Sdo Paulo State, Brazil, we
also bring an ‘othered’ Brazilian “geo-epistemology” (Canaparo, 2009), or cultural ontology,
to these current ‘border crossing’ deliberations found phenomenologically in the discourse of
environmental education. This geo-epistemological and phenomenological move reflects our
bodied positionings as researchers who are significantly shaped by an overlapping range of
historical-cultural-geographical “locales” of meaning-making and knowledge generation.

Anglo-speaking readers are representationally and textually already very familiar with
David Abram’s (1996, 2010) ‘earthly cosmological’ extension of the North American ‘nature
writing’ genre animated vitally through his ‘synaesthetic’ emphasis on the fusion of the
senses, or ‘sensorium’ (Stoller, 1989). They are also very familiar with Aldo Leopold’s
(1949/1953/1966) prescient interest in ‘perception’ and, for example, cannot fail to be moved
ethically and politically by his ‘trigger-itch’ complicity in witnessing the old fierce green fire
dying in the old wolf’s eyes.

More broadly, amongst numerous examples of increasing interest in the potentially
positive role and ‘place’ of environmental perception in fostering ethically embodied relations
with ‘nature,” Tim Ingold’s (2000, 2010) ecological anthropology has conceptually and
theoretically heightened the seriousness of incorporating spatially attuned ‘movement’ into
our ecopedagogical practices and research framings of, for example, the possibility of a
renewed understanding and emphasis on ‘aesthetics education’ in environmental education.

According to the Portuguese Author, Adriana Serrdo (2005), there are distinct
approaches to the study of the aesthetics of nature, as the interpretations of the concepts of
nature and aesthetics vary considerably both within and across culture-nature locations and
relations. The focus on the cognitive and affective components of aesthetics varies also, which
means these different ways of conceiving the aesthetic experience assign different roles to the
subject of aesthetic assessment. To be sure, the field of aesthetics, and particularly the
aesthetics of nature, give rise to deep philosophical debates (Serréo, 2005).

Etymologically the word aesthetic comes from the Greek aisthesis, which means
feeling or sensitivity, and aisthanestai, to feel with the senses. Writing in Brazil, Marin
(2006) claims the term aesthetic "refers to the human capacity to transcend the immediate
perception of things that make up the world" (p. 279, our translation). For Savile (2000), the
meaning of aesthetic depends on the context. It can designate a series of artistic interests and
stylistic choices that dominate the modes of artistic production of a period (for example,
‘aesthetics of the Renaissance’, ‘Baroque aesthetics’), or it may refer to the emergence of
philosophical concerns in our thoughts on the arts, objects and artifacts that attract our
sensibility and taste beyond the arts, a point raised in Smith’s (2005) review of aesthetics
education and in David Cooper’s (2006) (phenomenological) philosophy of gardens and
garden-practices and Frederic Gros’s (2014) philosophy of walking.. From the adoption of an
existential and phenomenological perspective in nineteenth century thought (Serrdo, 2005), the
concept of aesthetics gained strength:
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The aesthetics of nature is practiced mostly by German thinkers and is
rooted in the great tradition of enlightenment and romantic philosophy, but
with the awareness that nature is no longer a primordial reality, as it suffers
the continual action of factors that repeatedly cause profound changes and
intervene in the process, leading to at least partial extinction of many
species and their patterns of functioning ( p. 2, our translation).

Most recently, in the anglo-speaking North/West, a heightened philosophical interest in
‘somaesthetics’ (for example, Johnson, 2008; Shusterman, 2008; Sullivan, 2003)
problematizes the assumed ‘subject’ of an objective understanding of environmental
aesthetics whose historical focus and locus emphasizes external nature. Often indebted to the
thought of John Dewey and his central premise of ‘growth’ through the organism-
environment interaction, that ontological-epsitemological study of somaesthetics shifts that
already presumed locus and focus of inquiry on statically objectified and ‘phenomenalized’
(or ‘noema’) ‘subjects’ to include the (human) sentient body (noesis) but for our reflexive
purposes as they are vitally and vibrantly ‘in relation’. Somaesthetics is part of the ‘corporeal
turn’ in contemporary theory, in which there is a very strong phenomenological philosophy
orientation (Sheets-Johnstone, 2009). In ‘turn,” there are significant implications for
cognitive science and the development of relevant educational, curriculum, pedagogical and
‘learning theory’ (for example, Gallagher, 2005) (and which is beyond the scope of this study)
that ontologically and epistemologically draws together environmental and soma esthetics in
an ‘ecological’ manner, hence our use of the signifier eco/soma/esthetics.

Within the ‘applied’ field of ‘aesthetics education,” a recent meta-analysis by the
North American Ralph Smith (2005) highlighted a number of questions and issues of
relevance to environmental education and its research. Amongst these, drawing inspiration
from three generative thinkers — Schiller, Read and Dewey, Smith examined contemporary
trends in aesthetic education. One issue he identified was the need for aesthetics education to
move beyond its location as a form of art or arts education only, or primarily. Here, Smith
identified the importance of incorporating environmental and natural aesthetics into
deliberations and debates about aesthetics education, and briefly surveys some of the very
recent key contributions.Despite his valuable meta review, the discourse of environmental
education and environmental education research is not mentioned. More generally in
academic research, the Brazilian authors (Marin, 2006; Marin & Kasper, 2009; Marin &
Lima, 2009) have published articles that frame the aesthetic experience of nature in education
within a hermeneutic phenomenological approach. They also have broadly considered the
underresearched and undertheorized links between aesthetics, ethics, and politics in education.
Other Brazillian researchers confirm the relative silence of aesthetic considerations in
environmental education practices (Bonotto, 2008; Carvalho, L., 2006; lared & Oliveira,
2012; 2013; Marpica, 2008; Valenti, 2010). They recommend further research be undertaken
to understand this major gap in the literature as mirroring our current limited understandings
of society and education within our interpretations of nature and culture relations in order to
enlarge the transformative capability of environmental education.

In situating and framing this study, our aim is to provide generalized insights into the
hermeneutic phenomenological appoach of eco/soma/esthetic experience of nature and then
consider how some of the concepts might also be consistent with Brazilian approaches to
critical environmental education (Carvalho, 2004; Guimarées, 2004). Finally, ever mindful of
the mutually constitutive non-representational and correlational problems, , we conclude with
a very brief indication of emerging methodological approaches relevant to environmental
education pedagogy and research that we have found are helpful in both empirical work and
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researcher reflexivity. Much more theoretical, methodological and empirical work needs to be
done.

The aesthetics of nature in a phenomenological hermeneutic perspective

Here, we ‘track’ some of the most influential contributions to aesthetics in a way that sheds
light on how ‘nature’ affect and meanings have been ‘treated.” Plato, of course, relegated
sense experience to the lowest aspect of knowing while idealizing the superiority of the
abstracted forms. In so doing, Plato’s legacy is to limit the value of body knowing or somatic
understanding while elevating the importance of the mind, this contributing dualistically to a
‘values hierarchical’ approach to ‘knowledge’ that, ironically, persists in much western
thought, despite numerous efforts ranging from John Dewey (1920/1948) to contemporary
feminists, to speculative realists, new materialists, post-phenomenologists and post-
humanisms to ‘reconstruct’ or/and ‘deconstruct’ such epistemologically constructivist
philosophical and conceptual dualisms and binaries.

Over time, primarily within a European geo-epistemology, Kant holds a "decisive and
exceptional place in the history of aesthetic thought” (Rosenfeld, 1991, p.18, our translation).
He proposed the assignment of aesthetic taste as a third kind of knowledge that is neither
logical-scientific nor that of moral laws. In other words, for Kant, aesthetic taste is a specific
domain, autonomous from the moral and the empirical domains.

Kant lived in the eighteenth century, a period marked by the Enlightenment, rationalist
ideals and a belief in the triumph of science as the way forward for humanity. Kant (1965), in
Critique of Pure Reason, tried to overcome this particular conception of empiricist
philosophy. He argued that knowledge comes from experience, the result of the connecting of
understanding and sensitivity. Therefore, for Kant, all human knowledge comes from two
sources: sensitivity - gained from sensory impressions - and understanding - which our
cognitive faculty adds to, over time. By sensitivity, objects are given to us and, by
understanding, objects are thought. Hence, human reason is active and generates concepts,
but, there are also sensory impressions, which, through concepts and judgments, are
transformed into objects. Furthermore, according to Kant, sensitivity is the ability to receive
representations of objects by how they affect us. Intuition is the way we refer immediately to
objects and serves to mediate all inferential thought. Sensitivity produces sensory intuitions,
understanding produces concepts and reason produces ideas. The concept of ‘representation’
is central in Kant and will be considered later in the work of other prominent thinkers we have
included in this generative overview of major ideas relevant to the development of
environmental education practice and research.

Kant's ideas were greatly extended by Schiller, another German philosopher, also from
the eighteenth century, whom with Dewey, Smith (2005) refers to in his meta-review of
trends in aesthetic education. According to Rosenfeld (1991), Schiller clarified many concepts
that Kant had explained only sketchily. Kant’s approach had described rigid and autonomous
concepts, while Schiller conceived a dialectical and historical significance attached to them.
Thus, Schiller (1967) realized that sensitivity and rationality were balanced, mutually acting.
While Schiller was greatly influenced by Kant, there is a fundamental issue of the underlying
designs of aesthetics that differentiates them: Schiller understands the aesthetic as a mode of
rationality. This view conceives aesthetic value as a form of cognitive education. Thus, unlike
Kant, for Schiller the aesthetic dimension is directly linked to the moral dimension, which
makes the aesthetic field an "educational and political praxis" (Rosenfeld, 1991, p. 21, our
translation).
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The concept of being in the world is fundamental in Merleau-Ponty’s phenomenology
and ontology and it differs from the idea of ‘correspondence’ and representation proposed by
Kant. When we speak about representation, we are referring to an aesthetic object that is seen
by the subject and thus to the subject-object dichotomy and the passivity of the subject to the
object. For phenomenologists, by contrast, we are the world, we are flesh of the world
(Merleau-Ponty, 1968), in a relationship in which the object of contemplation is open to us
and we open ourselves to the object, "because here is the proper world as a real spectacle that
is: present and not represented” (Dufrenne, 2002, p. 62, our translation).

Agreeing with aspects of Kant (1965), Dufrenne (2002) asserted that in aesthetic
experience feeling is the principle of aesthetic judgment; whereas, "during the judgment of
knowledge, intellect governs the imagination, during the aesthetic experience, the imagination
is free and we experience the free faculties and their harmony more than its hierarchy" (p. 40,
our translation). However, Dufrenne goes beyond defending the reflective consciousness of
aesthetic experience. Indeed, for this philosopher, the beautiful awakens both sensitivity and
intelligentsia. Dufrenne (2002) stated that the vocation of the aesthetic object is not to please,
because it would then be judged according to our subjectivity. What is beautiful asks to be
noticed, to be experienced, and it fulfills its destiny by evoking free agreement between the
sensible and the intellect. And this intellect appears in aesthetic experience because
disinterested contemplation is incomplete: "The viewer does not operate fully this natural
reduction that is the aesthetic attitude; he cannot parenthesize his spontaneous belief in the
world" (p. 63, our translation). This author, from a phenomenological perspective, believes in
the ‘correlation’ between subject and object. This means that “it is not only the subject that
opens himself up to the object or transcends it, but, also, something of the object is present in
the subject before the whole experience ..." (p.87, our translation). Hence, there is no aesthetic
perception without an intentional and reflective component.

Dufrenne (2002) dedicated a chapter to the aesthetics of nature. He asserted that
"nature never ceases to improvise" (p. 62, our translation). According to Dufrenne, the
possibility of close contact with the unpremeditated sensible world awakens in us biophilic
feelings, precisely because we have a common origin with the elements of nature. Bachelard
(1999) and Dufrenne (2002) believe that nature is contemplated by humans even in moments
of mystery, danger and fear. Likewise, Marin and Kasper (2009) believe that "what seems
frightening and negative is received by the beholder as an aesthetic object, as it involves
her/him in a desire to participate” (p. 275, our translation). In summary, we perceive that even
so called ‘violent’ nature (storms, hurricanes, volcanoes) is never only tragic; it is also
sublime. The consequences might be tragic. For Dufrenne (2002), it is in threatening moments
that the aesthetic experience is held up to nature, as it is during the sublime that nature
imposes itself.

In The poetics of space, Bachelard (1994) used the term topophilia (see also, Tuan,
1974) to designate investigations of happy images of space: they aim to determine the value
of spaces possessed by humans, of spaces defended against adverse forces, the beloved
spaces. According to the author, we carry with us memories of the places we inhabit and this
is reflected in our values and in the creation of new meanings. Bachelard (1994) pursued a
philosophy of poetry against the dominance of Cartesian rationality. This thinker considers
imagination to be the greatest power of human beings. According to him, imagination
detaches us from the past and reality. It opens us to the future. We believe that understanding
the temporal relation between subject and living space allows us to interpret the aesthetic
values attributed to nature.

Clearly, a central idea of phenomenology emerges that matches hermeneutics: the pre-
reflective or pre-understanding knowledge, which is discussed by Merleau-Ponty and
reiterated by Gadamer. If we are in the world and we know we are in the world, we have a
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perception of this world even it is thoughtless awareness. Thus, we have a pre-reflective
consciousness of the world and of our own lives, a consciousness that is also intentional. This
level of individual experience is prior to language, it does not begin and it does not end in
language, yet it is sensitive and reflects our involvement with the world. Hence, the
contemporary accounts of the correlational or correspondence problem, touched on above. For
Merleau-Ponty (1968), this conception is crucial because a philosophy of reflection, if it is not
to be ignorant of itself, is led to wonder about what precedes it, about our contact with being
within ourselves and outside ourselves, before all reflection.

As stated by the thinkers referred to above: there are variable degrees of correlation
between the subject who turns towards the aesthetic object and an aesthetic object that shows
itself as a phenomenon to the subject. According to Capalbo (2008), in this correlation,
consciousness captures the key attributes of meaning generation:

Thus, the essence is formed by consciousness as meaning, that is,
consciousness gives meaning to the world, it is the source of all meaning, it
is meaning-giving, making the world appear as a significant phenomenon to
the consciousness (p.128, our translation).

So, what is expected in phenomenology is the (problematic) task of an unveiling and
disclosing of the ‘essence’ of consciousness; in other words, the meaning of a phenomenon.
Capalbo (2008) states that intuition is a pathway to reach the evidence of a phenomenon.
Through it, we perceive colors, sounds, smell and senses as intelligible essences, but they are
not built on an intellectual level. Again, we have the idea of pre-reflective consciousness: the
lived experience defines the attribution of meaning before we can start talking about it
explicitly in language if, indeed , that is possible in some instances. Therefore,
comprehending meanings does not primarily understand what the words mean, but what
experiences mean (Matthews, 2010). According to Matthews (2010), we cannot completely
withdraw from the world, but we can loosen our ties and abandon or ‘bracket’, at least
temporarily, our theoretical structures of the world to understand better the meanings of these
structures. This is exactly why there cannot be a complete eidetic reduction. From this, it
follows that our being in the world has a situated existence, ie, the phenomenon occurs in
perspective. Capalbo (2008) makes it clear that this meaning is not the result of subjectivism
and does not sink to relativism. According to this author, the ‘essence’ of the phenomenon is
understood "from a place and a point of view that can be lived and experienced by any
individuals who position themselves in this place and with this view" (Capalbo, 2008, p.134,
our translation). Thus, the significance of the experience is intersubjective and, for Capalbo,
universal, since it can be dialogued, experienced and understood by other subjects.

Perius (2008) argued that in the philosophy of Merleau-Ponty, the only way to an
aesthetic project is through a phenomenological project. This means that the aesthetic event
goes beyond the description of the world lived through the imagination. From the perspective
of this philosopher, philosophy, aesthetics and phenomenology serve to understand the world
and how things are named.

Taking a similar approach to that of the above thinkers, Gadamer (1997) criticized the
rationalist tradition of assigning as true only what comes under the domain of science. For
him, there are other experiences of truth, such as history and art. In Truth and Method,
Gadamer (1997) brings the contribution of Kant to bear on the concept of aesthetic
experience, since art was not conceived as truth. In Kant, aesthetic enjoyment enables
disinterested pleasure, but it does not provide new knowledge. The author is opposed to



51

Kant’s subjectivism of aesthetic contemplation that does not give us understanding.
According to Carvalho, Grun & Avanzi (2009), "the museum itself is viewed with some
suspicion by Gadamer, since it separates the artwork from everyday life and, moreover, it is
seen as timeless"” (p. 103, our translation).

Gadamer (1997) uses a metaphor about artwork in which a game is analogous to the
experience of understanding itself. The experience of art requires a launch into the game, of
which we, as spectators, are part, as we are part of the world of our experience. We do not
control the game, just as we do not control the world. From this metaphor derives the idea that
we are part of the world, there being no dichotomy between subject and object. Carvalho et al.
(2009) applied this idea to the human-environment relation: "we cannot or should not try to
control it. The environment is part of the world of our experience "(p. 103, our translation).

The ‘game’ to which Gadamer referred (1997) has no interest or purpose; it is just
there to be played. We are players and we play and are played; the game takes place and
changes without our control. We can give it pace and style, but we cannot dominate the
events. Carvalho et al. (2009) apply this metaphor of Gadamer to the field of environmental
education to propose the notion of landscape:

Griin (2005) proposed that we understand the aesthetics of nature from Gadamer’s
conception of a work of art. Like the artwork, nature is an invitation to embark on a game
within an environment that offers us experiences leading to the construction of possible new
understandings of the world. For him, "it is in this space that we can get rid of habits that have
previously determined our attitude to nature” (p.5, our translation). The author argues that
Gadamer's aesthetics depends on the notion of presentation: nature is not passive, but presents
itself to be understood. In hermeneutic experience "the thing itself invites us to speak of an
event, its activity” (Gadamer, 1997, p.485, our translation). Understanding the thing occurs
when there is respect and dignity for the aesthetic object and thence emerges the otherness we
are seeking to know.

The concept of otherness and the dignity of things leads Gadamer (1997) to argue that
things are not entirely at our disposal. In this sense, the thinker criticizes the term "nature of
things" and proposes the term "language of things”, which refers to the idea of otherness, of
listening to and dialogue with things. It is by accessing the language of a thing, in this case -
nature - that we understand its dignity and learn to respect it in its diversity (Grin, 2005).

Informed by Schiller and contemporary hermeneutics, Quintas (1992) proposed games
are reality-integrating spaces where binding processes and the creation of meaning occur. For
this philosopher, the task of art is to shape the features of reality, which can be everyday
spaces (school, home, landscape) or events (a sunset, a clown, an elder who meditates), ie to
integrate the spheres of reality: "The aesthetic game, like all authentic games, not only mimics
the real; it creates scopes and produces meaning" (p.19, our translation). For the author, the
formation of our values, ethics, respect is the result of a confluence of several realities that
dialogue, mingle and create meaning. Through this creation of meaning, we do not reduce the
reality, but we see the full complexity of the world. From this, the author clearly associates
ethical and aesthetic values. Thus, for Quintas it is necessary to get into the game, which is an
encounter and creation of a place of meaning. According to Quintés, being in the game is to
assume a receptive-active stance. The human environment is not composed of objects for our
manipulation and domination, "but of realities able to play the game with us and establish
stronger neighborhood relations, closer community ties" (Quintas, 1992, p. 246, our
translation).

From what has been presented above, Dufrenne, Bachelard, Merleau-Ponty, Gadamer
and Quintas converge when thinking about an ontological approach to aesthetics: all of them
believe that there is no dichotomy between subject and object and that there is a reflective



52

consciousness in aesthetic experience. This ontological view of the nature of reality of
aesthetic experience lies within the hermeneutic phenomenological perspective.

A number of prominent European philosophers, used by Brazilian researchers
(Carvalho et. al, 2009; Grin, 2005; Marin & Kasper, 2009; Marin & Lima, 2009) have
thought about the study of aesthetics. Those authors have been influencing the hermeneutic
phenomenological approach in Brazil. The historical review of aesthetics and education seems
useful for reframing the research and practice in a more ecocentric view. Some of those
authors have not been considering the materiality of non humans, hence the current theory of
eco/soma/ corporeal turn - for example, Ingold (2000), Shusterman (2008), Braidotti (2013),
Payne (2013) - shed a new philosophical and methodological possibilities to environmental
education. In the next section, we will articulate their key concepts and the aesthetic
dimension that we advocate as effective and significant for critical environmental education.
In this way, we will outline our own thoughts of aesthetics experience in nature that is also
based on Brazilian “geo-epistemology” (Canaparo, 2009).

Why this perspective of an aesthetic experience in environmental education?

We reconsider the central concepts of this European philosophical stance and the relevance of
aesthetic experience to critical environmental education, as we understand it within the
Brazilian context of hermeutic phenomenology (Capalbo, 2008; Carvalho et. al, 2009; Griin,
2005; Marin, 2006). Although influenced by English — speaking authors, we interpret those
thoughts within the current realitities of critical pedagogy (Freire, 2005).

Our initial experience of the world is always sensory, perceptual and is affectively
‘emotional’ in feeling. All precede language: affect is also and often pre-reflective, a key
concern often invisible or absent in educational inquiry (Marin & Lima, 2009; Payne, 2003).
This realization leads, inevitably, to how such pre-reflective experience can be interpreted and
represented in research of an educational type, thus invoking fundamental questions about the
methodological importance and intrigue of ‘non representational’ (Thrift, 2008) and post-
phenomenological speculative inquiry (Sparrow, 2014) within the ‘affective turn’ and
aesthetics of environmental education. According to Payne (2013), for research, inclusion of
this eco/somal/esthetic notion of pre-reflective consciousness is fundamental to our
experience, perceptions and sensation of environments and natures, because it ontologically
cannot be excluded ‘ecologically’ from any epistemological orientation or methodological
deliberation. This requires research to deepen the ontological meaning of experience as it is
held in tension with epistemologically constructivist layerings of knowledge acquisition and
‘cognitive’ development. This tension invokes a investigation into how our bodies interacting
relationally in the lifeworld are complicit in the generation of meaning, or somatic
understanding or embodied knowing, presenced and non-presenced, visibly and invisibly
located in space, time and place and how the meaning of that experience is then socially,
ethico-politically and culturally-ecologically constructed (Payne, 1999). Here, Ted Toadvine’s
(2009) meta-phenomenological questioning of ‘what is the nature of experience?’ and ‘what
is the experience of nature?’ and ‘what is the relation between experience and nature?’ as
might Trigg’s (2012) questioning of the ‘memory of place’ and ‘place of memory’ and their
recursive intersections becomes crucial if, indeed, the importance of a politics of ‘ontological
ethics’ (Grosz, 2004; Law, 2004) is needed to underpin the typical ‘epistemological ethics’ so
heavily privileged in the anglo-North/West.

After this “first” ontological and pre-reflective experience of nature and relations with
it, we may well build a reflective awareness of the world. According to Capalbo (2008),
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reflective consciousness can be naive or critical. Here lies one of the greatest contributions
which can be offered in support of educational processes. Paulo Freire, very well known in
the western/anglo world for his Pedagogy of Oppressed (Freire, 2005), in another important
book Pedagogy of the Heart (Freire, 2007) emphasized the nurturing of curiosity as providing
a pedagogical opening for revealing our sentiently conscious body to the world so as to
understand it better. Curiosity, according to Freire, is a willingness to challenge ourselves in
the face of things, facts and phenomena, prettiness and ugliness, and willing to understand
and seek the reasons for the facts. Then, Freire speaks of aesthetic curiosity:
There is another way to immerse ourselves pleasurably in a challenge. It is a
matter of aesthetic curiosity. It is what makes me stop and gaze upon the
sunset. Itis what detains me, lost in my contemplation of the speed and
elegance with which the clouds move across the blue sky (Freire, 2007, p.
95,96).
For Freire (2007), aesthetic curiosity is naive, but may become a more ‘meaningful’ form of
epistemological curiosity when individuals adopt a critical-reflective position. Freire
commented that the educator's role, in this case, is to challenge the naive curiosity of the
student, to share criticality with him . Likewise, in addition to the educational quest for
reconnecting humans and nature via environmental education, one critical task is to unveil the
perceptual complexity of various environmental designs and their geo-epistemological and
socially/culturally constructed issues (and problems). We are arguing the crucially important
role of eco/soma/esthetics and aesthetics-ethics and their normative implications for
ecopolitics following Payne’s call for them to be conceived ecologically as a triad of interests
and concerns so we can have an effective posture within the ecological/environmental and
educational debates. Hence, the ‘normativity’ of ‘affect’ and politics of non-representation
emerge as fascinating research questions, as well as methodological deliberation, in relation to
environmental education purposes, processes and practices.

According to Duarte Jr. (1988), at this normative point of this contribution, the
problematic dialectic between what is felt and what is thought is ‘more’ complete, but
the‘correspondence,” ° some might seek will remain elusive for all the reasons we have
alluded to about ‘representation’ made in the ‘speculative realism’ (and object-oriented
ontologies) movement in philosophical thought (for example, Bogost, 2012; Harman, 2005;
Sparrow, 2014), as well as ‘new materialisms’ (for example, Coole and Frost, 2010) and
‘imaginative realisms.” On the latter, here in ‘Latin America’ (Canaparo, 2009), we are
indebted to the ‘magical realism’ literary legacies of, for example, Gabriel Garcia-Marquez
and Jose Arguedas whose ‘ecopoetics’ have been translated into English and sit neatly
alongside the textual representational efforts of Leopold, Abrams and others. For Duarte
Jr.(1988), the representational and methodological reflection in and of experience is one of the
potential pedagogical roles of the aesthetic object, because it helps enhance our interpretations
and understandings of the world and enables relationships with others, despite the
aforementioned non-representation problematic of ‘affect.” Thus, the pre-rational/dicursive or
corporeal aesthetic experience of nature enables and ‘opens up,’ at least, discussion on the
difference and otherness of ‘meaning-generation’ and ‘making’ of (environmental) ethical
valuings and values (Payne, 2010). Indeed, this is a potential ecopedagogical pathway to be
taken by environmental education that researchers can usefully study. To reiterate, many
pedagogical/curriculum activities in natural environments (or that refer to them) such as
experiential learning, field trips, site studies, laboratory tasks seem to normatively reinforce
the dichotomy between human beings and nature. Including richer moments and ‘movements’
of eco/soma/esthetic enjoyment so as to (re)vitalize and animate the curiously critical
consciousness of subjects as objects is to question common sense and habit and many other
given assumptions and truths conventionally constructed into the discourse of environmental
education and its research.
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Another essential point to emphasize from the above summaries is the question of
intersubjectivity and the intercoporeality of bodies, things and objects and their normative role
in aesthetic experiences, pedagogies and research. From the preceding review of the aesthetics
of nature and role of hermeneutic phenomenology, we have seen a range of ideas that
emphasize we are already ineluctably beings-in-the-world in relationship with other beings-
in-the-world. Our existence is not isolated, not fixed as Dewey argued and certainly not static
- our experience is always flourishing ecologically in relation to objects, other material selves
and things. The meaning that our being gives to a phenomenon emerges within an
intercorporeal dimension of existence and, since we are in a constant search for new
intersubjective meanings (Capalbo, 2008), we believe the eco/soma/esthetic perception and
reanimated ‘enjoyment’ of vital nature is a chance to begin a dialogue about other
ontologically rich ways of relating to the environment. The partial correlation or
correspondence between subject and object, proposed by (eco)phenomenology, opens to us a
pedagogical possibility of (soma)aesthetic experience of nature and its various environments.
As we have already said, the subject (in bodied here/now) opens her/himself to the aesthetic
object (out there), which in turn, shows itself ‘more openly’ to the feeling subject/self. For
Duarte Jr. (1988), the viewer ‘completes’ the aesthetic object on attributing meaning to it and
it is an invitation to feel and know ourselves as human; and knowing ourselves as
‘wild/more/other-than-human’ (Abram, 2010) and, potentially, (post)human animist (for
example, Braidotti, 2013) means to realize our ontological connaturality with nature.

The processes of generating meaning, valuing and, inevitably, formation of values, the
fruit of lived experience, in this proposed interpretive case of eco/soma/esthetic experience, is
another prominent theme in our perspective. In the same sense, Freire (2007) stated that the
intentionality of consciousness does not end in rationality, i.e., like a totality - reason,
feelings, emotions, desires - that my body, aware of the world and me, captures the world that
it intends to. In arguing that the (un)intentionality of consciousness is not reducible to rational
experience, we are proposing that the aesthetic experience with, in and of nature has a deep
relation with the values inevitably assigned to it, invariably through epistemological and
pedagogical means. But, equally so, we are concerned about the imposition by teachers and
the curriculum of certain ‘values’ on the experiences of learners (for example, Payne, 1998).
This ‘critical pedagogy’ imperative (Fien, 1993) justifies the concern with educational
activities that provide eco/soma/esthetic experiences, so we can understand the (non-human)
‘otherness’ in the world of things and objects, partially understand it and respect it. In the
words of Duarte Jr. (2009), "aesthetic experience prompts a change in the pragmatic way of
perceiving the world" (p.33, our translation).

In summary, the eco/soma/esthetics notion of the somatic understanding or embodied
mind in experiencing nature in environmental education is (un)timely in environmental
education research at both conceptual and methodological levels and layerings of experience
(Payne, 2013). This ‘othered’ perspective departs from the representative approach (Kantian
inspired) and the mind only correspondence and correlational view of self and nature
(widespread in the Journal of Aesthetic Education). According to Payne, there are many
studies in education (environmental, outdoor, physical, health) that have foused on a limited
notion of experience, but not the bodied-temporal-spatial and ‘affective’ nature of the lived
experience and its complementarities with the deeper experiences in different modalities and
circumstances of ‘movement’ in nature’s affordances. This kind of investigation demands that
ecopedagogues and researchers ask dramatically different questions that seek out the dynamic
roots of our still remnant vital, animate and ‘animal’ experience if, indeed, lived nature of
human experience is to have much relevance to the aspiration of environmental education.
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Payne (2009) stresses the need for ‘commensurability’ of the research in environmental
education: if we have a deep research question like Toadvine’s what is the experience of
nature and Triggs what is the memory of place, as checked by each statement reversed and
then intersected, we need to develop additional theoretical notions and methodological
strategies to grapple with this question in ‘applied’ fields like environmental education and its
research. Then, there persists the beguiling question of the (non)-representational problem of
environmental education research. Numerous examples from within the field were cited in the
introduction. McKenzie, Hart, Bai & Jickling’s (2009) volume includes a number of examples
of how ‘positioned’ researchers are interpreting and representing the subject/object of their
respective inquiries. Payne’s (2013) four sequence ‘narratives’ of ongoing encounters with
kangarooos pays earnest attention to ontologically ‘representational’ themes like
intercorporeality and the sensorium, in particular episodic time-space, movement-presence-
absence but also critically ‘contextualizes’ these narratives historically and contemporarily in
‘the Anthropocene’ consequences of anthropogenic global warming and climate change.
Hence, a critical ecopheneomenology, or critical ecological ontology for inquiry that is
responsive to the ontology-epistemology tension before but in commensurable with
methodological deliberation. What we are arguing is the need to reframe hermeneutic
phenomenology in a more ecological and geo-epistemological theorization within the field of
environmental education research. From this, we consider as pivotal to bring to discussions
new theories and authors that still have an interpretive perspective of investigation, that
acknowledges the normative vibrancy of a wider range of conceptions of human and non-
human nature and their enacted and entangled agencies (for example, Barad, 2007) as they
might then be interpreted ‘differently’ in educational research (for example, Jackson &
Mazzei, 2012).Thus, from a ‘post-Critical’ view of environmental education research and
‘seeing ourselves within it’ (Hart, 2005, 2013) consistent with the quest for an
eco/soma/ethics-environmental ethics-ecopolitics grounded in the ontology-epistemology-
methodology triad of inquiry, we encourage framings and strategies of research that might
helpfully pose and probe ‘other’ research questions and their coherences with theoretical
conceptions, the context of research and the approaches to ‘data collection’ that establish a
degree of representational legitimization. For this to occur, intellectual (re)sources outside the
discourse of environmental education are, increasingly, crucial if we are to partially move in a
‘post-critical’ environmental education research direction — albeit in a non
anthropocentric/ecocentric, affective, posthuman, new/critical materialism,
speculative/imaginative realism, non-representational ‘manner.’

For example, Ingold (2000, 2011) in his ecological and experiential anthropology,
discusses movement in the perception of nature: “we do not perceive it; we perceive in it”
(Ingold, 2011, p. 138). Thrift (2008), following the somaesthetics interest, picks up on
movement as ontologically it applies or is always lived in presence and the present, as
Payne’s kangaroo narratives attempt to represent ‘literally,” notwithstanding the severe
limitations of language and text he openly acknowledges in the representational/legitimation
demand for academic work. This conception of movement as ontologically prior to
epistemological representations has enabled, for example, the development of new approaches
to theoretically informed methodological development about ‘mobility.” Ingold and Vergunst
(2008) focus on walking to better understand the variety of embodied meanings. Another
movement/mobility strategy is what Pink (2009) entitles sensory ethnography. She discusses
plenty of examples of corporeal practices concerned with mainly smell, taste, touch, hearing
and vision, reiterating the sensorium and Abram’s (1996) view of ‘synaesthetics’ where the
senses are, indeed, ecologically interconnected and interrelated, not disaggregated as we are
led to believe in the western scientific mindest to which phenomenological, hermeneutic
phenomenological approaches and ecophenomenologies are poetically ‘other.’
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Closing Thoughts

One of the crucial issues raised in environmental education is how to deal with the
construction of a new way of thinking about nature. We have outlined a notion of
eco/somal/esthetics we feel adds richly and deeply to the possibilities of (eco)pedagogy,
curriculum, policy and research. We have built our preliminary case on a historical overview
of the main influential European contributions to the study of aesthetics and hermeneutic
phenomenology to argue they are insufficient for environmental education research and
practice. We have contextualized our development of eco/soma/esthetic in various geo-
epistemological ways given our current situatedness and positioning in environmental
education. We have linked our positioning to the notion of aesthetics education; it also being
insufficient. (Re)thinking about our vital relations with the othernesses of our ‘own’ human
being and other animal living and animated non-living beings and things creates a different
sense of, and approach to, the questions of aesthetics, of ethics, and of politics.We consider
that one of the ways to be critical is to be in favor of the oppressed (Freire, 2005) according to
this philosophical movement that includes non human beings. Thus, to be normatively critical
is to not only incorporate an aesthetic/affective component of out being and becoming, but to
emphasize its potential comportments within the ethical and political dimension of
environmental education. We need to know clearly for whom we are positioning ourselves.
By drawing attention to contempory studies of the ‘turns’ in ontological/corporeal and
ecocentric perspective of lived experience, we might advance traditional theories used in
environmental education and overcome some of their associated methodological limitations.

Addressing the aesthetic experience from an ecological starting point in a normatively
reflexive manner, in this instance, lends itself to a hermeneutic ecophenomenological
perspective. We believe this approach to framing ‘education’ and ‘research’ will make a
valuable ontologically aware contribution to the epistemological constructions of a new,
bodied, vital, material and thingly environmental education.Here lies the role of educator to
guide this process further. We, environmetal educators, are guides of this process, tasked with
transforming and transpositioning the aesthetic curiosity found in epistemological curiosity
into forms of praxis and its associated demand on reflexivity (Freire, 2007). We, therefore,
remain alert to the metaphor Gadamer (1997) uses for interpretive purposes, as already
outlined: if aesthetic experience is a game that we cannot control, then we ought to, at least,
provoke these possibilities in our environmental practices. Our provocation is the
eco/somal/esthetic experience of nature as it might ontologically-epistemologically be revealed
methodologically and non representationally in modified ecophenomenological hermeneutics.
We recommend the development of further empirical and theoretical investigations to open up
the comprehension of the nature of soma/ecoaesthetic experience.
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Philosophical hermeneutics and critical pedagogy in environmental education research and
practice

Abstract

The contributions and challenges of Gadamer's philosophical hermeneutics and Freire’s critical
pedagogy to research and practice in environmental education (EE) are considered. We present the
authors’ main concepts and relate them to the principles of critical EE that have guided our work in
Brazil. Although, a raft of current theories are questioning the pivotal role of language, our purpose
is to present a critical dialogical perspective that could be developed in particular contexts. The
respect for the otherness of nature implicit in this process can lead to the recognition and acceptance
of our own selves and new forms of solidarity and respect for others. Our interpretive-pedagogical
approach informs some of the underlying principles of the critical within EE and its research.

Keywords: hermeneutics, critical pedagogy, critical environmental education, Paulo Freire, Hans-
Georg Gadamer.

Introduction

There has been longstanding debate about environmental education (EE) being in, about
and/or for the environment. Fien (1993) described the nature of ideology critique of the knowledge
interests of the field. Robottom and Hart (1993) described three paradigms for the field of
environmental education research: postpositivism, interpretivism and critical theory. Gough (1993)
outlined how poststructuralism might influence inquiry. Payne (2009) advocated for a ‘humanly
constructive’ ontology and phenomenology of environmental education to underpin the socially-
critical epistemological perspective of Fien, Robottom and others concerned about praxis. Russell
and Hart (2003) explored the emergence of new genres of inquiry in environmental education
research. Sauvé (2005) identified 15 curriculum and pedagogical ‘currents’ in environmental
education. Reid and Scott (2006) analysed articles published in the first 10 years of Environmental
Education Research between 1995-2004. They concluded that the complexity of the field increased.

Payne (2009), writing for the Brazilian journal Pesquisa em Educa¢édo Ambiental asserted
that the configurations of pedagogical practices and research on EE in the anglo-speaking world are,
indeed, complex, notwithstanding such diversity cannot be assumed, or totalized, as relevant for
“other —than- anglo” cultures following, for example, Canaparo’s postcolonial notion of the ‘geo-
epistemology’ and its sourcing in Latin America as a ‘location of knowledge’. Gonzalez Gaudiano
and Lorenzetti (2013) highlighted the “critical-transformative environmental thinking style” in the
junctures and disjunctures of environmental education research in Latin America.

With these broad trends and tensions in mind, this paper presents another reinterpretation of
environmental education as one requiring framing in ‘other’ political and social contexts, such as
Brazil whose geo-epistemology and cultural-geographic background, including its military
dictatorship between 1960s and 1980s. Even in Brazil, however, this geo-epistemological framing
defies consensus as there are a diversity of environmental education perspectives (Layrargues,
2004). Following Payne (2009), the generic notion of ‘framing’ is gaining momentum as
environmental education researchers are invited to carefully consider the critical nature of their
research problem, questions, purposes and rationale but also the congruence, commensurability and
coherence of their research plan and its positioning geographically and linguistically/culturally.

Any geo-epistemology is historically shaped ontologically and epistemologically by the
enigmatic flux over time-space, and “place memory” (Trigg, 2012) of an even mix of demographic,
geographic, historical, linguistic, social, technological, cultural, global and ecological factors
(Payne, 2009). An Amazonian geo-epistemology is different to its counterpart in Sdo Paulo, or the
coastal regions of Brazil. These factors influence the ways of a specific culture, community or
group, and cannot be separated from the land, territory and space in which that geo-epistemology
has been locally, regionally (or socio-ecologically) created, developed, and established (Canaparo,
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2009). Araujo-Oliveira (2014), Dussel (2000), lani (1993) and Santos and Meneses (2010) have
already argued for acknowledging the social and historical particularities in Latin America in order
to advocate comprehensions, criteria and methods for their own framing.

Canaparo (2009) defines the space of Latin America as frontera — as a front line, as a limit,
as a border line and as a peripheral part or dimension of the otherwise imperial and colonial of
conceptions and constructions of Western/ European space-time. Beyond the factors listed above,
two geo-culturally distinctive processes have greatly shaped the emergence of Latin America as a
locale of knowledge and the way environmental education can, potentially, reframe its preferred
approaches to inquiry and interpretation: a) the military dictatorship in the sixties and seventies in
many latin-american countries and, in parallel, the contributions of classical authors who have
influenced the sociological and educational thoughts in that period, most of them Marxists (Dussel,
2000; Freire, 2005; Leff, 2008) and b) the continuous processes of immigration and emigration,
including colonization (Canaparo, 2009) and its reshaping in the scientific and epistemic field
(Santos & Meneses, 2010).

Nowadays, all of the aspects of what we understand as culture in the anthropological sense
in Latin America are affected by these two distinctive features, a situation that has not always been
fully considered as relevant by the authors and critics of colonialism and the post-colonial situation.
The dictatorship and colonization (and we might say the dictatorship was a kind of colonization as
well) influenced and are still influencing the research and practice in education in Brazil, as pointed
out by Oliveira (2008) who mapped the influences of this specific context in the convergence
features that can be found in Brazilian popular education and environmental education movements.
Paulo Freire, one of the most important (Puiggros, 1994) and well known Brazilian educator wrote
in his exile many of books during that period and, so, it was in this context that the educational
proposal in which the relation between “oppressed and oppressor” is taken into account and the
“banking” concept of education was developed.

In Brazil, environmental educators typically take a position between two of the main
political and social currents of environmental education (Czapski, 2008): the conservative and the
critical. The first, based on a reductionist worldview that leaves out the complex relationships
among different aspects of the environment, results in an individualistic and behaviorist
pedagogical practice, which tends to prioritize the cognitive dimensions of the educational process,
the transmission of ‘environmentally friendly’ knowledge, the authority of the rational over
emotional interests, theory over practice, knowledge divorced from reality and the technical over
the socio-political dimension. This conservative, positivist, cognitivist and behaviorist epistemology
and pedagogy is well known in the anglo-west and has attracted a considerable amount of critique,
over the past 30 years, particularly from those authors whose critical contributions introduced this
article. On the other hand, anglo-western scholars in environmental education have only
sporadically drawn on Freire’s critical theory (Kahn, 2009) despite greater attention in general
education theory (McLaren & Kincheloe, 2007).

Critical environmental education promises profound changes in society (Carvalho, 2006;
Guimaraes, 2004), because it is committed to significant transformations of socio-environmental
reality through praxis, in which creative thinking and practice complement each other to build a
new understanding of the world, in a process experienced by the subject in relation to the collective
and to the world, so that the subject and society are mutually transformed (Guimaraes; 2004, 2005).
Currently, with the elaboration of theoretical and methodological EE fields, framing an
investigation or a practice as critical is not sufficient presuming the notion of critical might be based
on different approaches (such as Marx or interpretative theory). Therefore, in the current scene, we
need to reflect further on what it means to be critical and what our theoretical and methodological
assumptions are. The approach of philosophic hermeneutics has been used in most research related
to environmental perception and interpretation of the senses / meanings of educational processes for
learners in Brazil (Campos & Cavalari, 2009; Carvalho et al., 2009; Griuin, 2005). One of the key
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criticisms of this approach is about its lack of purpose to shift the social reality, because it addresses
the phenomena, ie, that which currently manifests itself in place, and not incorporating the historical
facts or objective realities of that phenomenal/existential place, such as the military influence and
immigration/emigration/ colonization issues outlined above. Moreover, research and practice on EE
based on dialogic pedagogy of Paulo Freire are still very popular in Brazil (Avanzi, Carvalho &
Ferraro Junior, 2009; Logarezzi, 2010; Pato, S& & Cataldo, 2009; Reigota, 2007). Paulo Freire was
influenced by different theories, so his production is extensive and presents distinct aspects
according to the period of his life (as we explain later), resulting in diverse possibilities of
approaches with other authors. For example, some research groups in Brazil gather Freire and
Dussel (Oliveira & Sousa, 2014) or Freire and Habermas (Logarezzi, 2010). As we engage
Gadamer, for different reasons outlined below, and Paulo Freire in discussion, we believe that the
critical environmental education should aim to provide a deeper dialogical reading and
understanding of a more complex world, contributing in the process of transformation of a reality
that historically places the self within a social and environmental crisis. Kincheloe and McLaren
(2002) have already written about the insertion of a critical theory into the hermeneutic circle
towards a critical hermeneutics in order to grasp our lived experience within the cultural structures
in which we are immersed. Hermeneutic phenomenological approaches give us pedagogically
tactful thoughtfulness: situational, perceptiveness, discernment, and depth of understanding (van
Manen, 1990), which is fundamental in a country as Brazil. From the hermeneutic understanding
generated, we might better seek the transformation of the subject (Freire, 2005), enhancing the
‘humanly constructive’ action of social actors (Payne, 2009) by caring for the needs of all species,
and by speaking out and acting against social and ecological injustice (Fien, 1993). Thus, this article
outlines some of the key contributions of Gadamer's philosophical hermeneutics and Freire’s
critical pedagogy to practice in EE, within a dialogical-critical perspective as a possible pathway.

Gadamer’s philosophical hermeneutics

Gadamer is rarely considered in Anglo-western theories of environmental education and its

research. Sammel (2003) argues the key contribution that hermeneutic phenomenology has
provided (in Gadamerian perspective) is to understand the gap between meaning and action
educators assign to critical environmental education.
Gadamer (2004) questioned the authority of the scientific method as providing the only way to
reach the truth. One of Gadamer's most important contributions to philosophical hermeneutics was
the broadening of the concept of interpretation beyond the search for the meaning of words, and
into the question of understanding in itself (Lawn, 2006). According to Gadamer, all human
understanding is interpretation, since it is impossible to separate the subject from the world (object),
given that the world is seen from a particular human perspective (Lawn, 2006). Thus, hermeneutics
is present in all human experiences in and of the world, whether scientific or not, so that, beyond
the scientific method, there are other ways of knowing reality, such as through art and history
(Gadamer, 2004). According to Gadamer (2004), as our search for truth occurs on the horizon of
any tradition to which we belong, so that our historicity is the condition of our understanding. Thus,
the identity of a subject or a group of people is socially and culturally constructed, intimately
connected to the past. Tradition is a specific cultural environment in which individuals belong.
History can condition us, but it cannot always constrain us, making transformation possible (Lawn,
2006). As we belong ‘ontologically’ to any epistemological and methodological tradition, we inherit
pre-existing prejudices and pre-understandings of the world we inhabit. But this embedded and
embodied pre-understanding does not retain a rigid, fixed and unchanging validity; it is enhanced
and modified by newly acquired knowledge and new meanings (Testa, 2004).

From their historicity in relation to the world, traditions and prejudices, each person has a
horizon, which, according to Gadamer (2004, 301), "... is the range of vision that includes
everything that can be seen from a particular vantage point. However, the horizon is not fixed, but
in a process of constant shaping as we face our prejudices (Testa, 2004; Gadamer, 2004).
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Understanding occurs when one horizon is placed in contact with another and there is a process of
fusion of horizons. Hence, understanding does not mean that an active subject projects a meaning
on to an inert, dead object, or even that he abandons his horizon to surrender to that of another.
Rather, subjects broadens their horizons so as to integrate each with an ‘other’ one, producing new
meanings from the meeting of two worlds (Gadamer, 2004), so the transformation of the subject
happens in relation to the other (Domingues, 2009). This fusion of horizons is only possible through
language. Thus, ‘being that can be understood is language’ (Gadamer, 2004, 470). For Lawn
(2006), Gadamer criticizes the conception of language as an instrument of thought, responsible for
representing an exact image of the world or states of mind. For Gadamer (2004) language is
fundamentally social, cultural and historical, the way we access the world and that, therefore, all our
understanding is structured linguistically. This shift of language to the center of philosophical
reflection is known as the ‘linguistic turn’ (Hermann, 2002)'. This hermeneutic phenomenon
exposes the intimate relationship between thought and speech. According to Gadamer (2004),
thinking happens in saying (Gadamer, 2004). Language finds its fulfillment in dialogue.

Freire’s critical pedagogy

Paulo Freire, Brazilian educator, devoted himself to thinking about the intersubjective
relationships in the educational universe, and the dialogue as a central category in overcoming the
hegemonic rationalities. Freire developed his theory based on two philosophical thoughts: the
dialectic of Hegel and dialectics of Marx. The Hegelian dialectic is the consciousness of the acts,
we think to act, therefore, is idealistic: the subject “I” has the ability to think about the future, to
build reality and it is a process that occurs from inside (subjective) to the outside (reality). Marx
extended the analysis to the social system, ie, the historical and political context which we belong
determinates our thoughts and actions. Therefore, the transformation of reality would only be
possible in the process from outside (social system, political, economic) to inside (subjective).

Freire combined these two ideas by proposing that people are able to transform their reality,
but within their own reality and historical context. Thus, phenomenology and marxism tend to
converge in Freire’s theory. Apart from that, Freire developed his thoughts according to historical
and political aspects, so, in Brazil, there are different views of Freire: in a continuum, some scholars
consider Freire as a conservative and non-critical educator (Saviani, 1985) while others approach
him from a postmodern perspective (Novoa, 1998) in order that Freirean thought is not viewed as a
consensus among all Brazilian educators and researchers.

As an educator concerned with ethics and politics, Freire believed in universal ethics.
However, this universal ethics must be built through dialogue, which, for him, is essential to
overcome the ethical crisis of our time. Freire (2005) in his most famous work, Pedagogy of the
Oppressed, discussed the concepts of humanization and dehumanization. He argued that we had our
humanization historically stolen by social, political, cultural and economic issues. It is our vocation
to be Fully Human, and this is done in social relations, and understanding of them. Indeed, Freire
(1985, 1994, 1998, 2005, 2007), stressed the development of dialogical relationships as the way to
becoming Fully Human. Real dialogue" happens in the encounter between people willing to listen
to each other and express their opinions for the evaluation of the other. It is not intended to defeat a
person, but to let a topic come to light, enabling participants to undertake self-reflection of their
views that might then produce a new or different or ‘other’ concept. Thus, there is no definitive
interpretation; the linguistic constitution of the world leaves it open to all kinds of interpretation,
since it is linked to the vital experience of subjects and is not bound by strict methodological rules.
The language characterizes all human experience in the world, because the structure of our
experience is formed and transformed in it (Hermann, 2002). Here is where we most clearly see a
convergence of Gadamer and Freire in the interpretation and understanding of ‘relations’ in time
and space, and according to the intersubjectivity of their locations of living and knowing.



67

Although, Freire’s pedagogy of oppressed is the most known work, we consider that to be
restricted to this book is to reduce the richness of his theoretical corpus. In Pedagogy of Hope,
Freire (1994) revisited his earlier pedagogy of oppressed and expanded some concepts such as
consciousness and gender issue. Also, Freire (1994) commented about his participation during the
construction of the Treaty on environmental education for sustainable societies and global
responsibility (Earth Council, 1993), a key classical reference document for Brazilian
environmental educators. Paulo Freire was involved with the NGOs' Treaty, bringing to discussion
the importance of coupling up environmental and social issues. In so doing, we believe it is
important to reclaim and restore Freire within the socio-ecological theorization and practices of
environmental education, as he was a thinker who actively participated in generating one of the base
documents referred to in Brazil for our EE approach. Thus, the relationship between theory and
practice is essential aspect in Freire’s view, i.e., action and reflection are articulated in a such
supportive way, interacting so radically that if one is sacrificed, albeit partly, one resents the other
immediately (Freire, 2005).

Possibilities for critical environmental education based on Gadamerian philosophical
hermeneutics and Freirean critical pedagogy

As we have already pointed out, our concern was to engage two references strongly used in
environmental education research in Brazil in order to contribute to an approach that covers more
issues of our reality. So, in this section, we highlight some concepts which, in our view, are crucial
for environmental education research and practice, discussed under the theories of Gadamer and
Freire and then present how they possibly work together.

In Pedagogy of Hope, Freire (1994) says that nobody puts consciousness in anyone. We all
have a consciousness that turns to something. What allows the learning process is a self-awareness
made in dialogue. This is the process that Freire called “conscientization” (Fien, 1993, 73). For us,
one of the tasks of EE is the critical pedagogy. To understand how the self-awareness (Freire, 1994)
process occurs, we bring to discussion the idea of the pre-understanding (Gadamer) and critical
consciousness (Freire). The pre-reflective knowledge or pre-understanding is discussed by
Heidegger, Merleau Ponty and Gadamer. The hermeneutics brings the perspective of interpretation
to produce meaning and the impossibility of separate subject in the world. It is the lived experience
in the world which is already interpreted (van Manen, 1990). Therefore, pre-reflective refers to a
level of the individual experience which is prior to language, does not begin and does not end in
language, however, is sensitive and reflects our engagement with the world. We consider this
especially important when dealing with environmental education, because we're talking about
relationship between human being and the world, which addresses perceptions, experiences and
human feelings in relation to the environment.

Freire (1998) argues that teaching is transforming learners’ naive curiosity into a critical
position, as a defense against the irrationalities arising from the excess of rationality in our highly
technological time. In the same book, Freire goes further, saying that teaching is whetting curiosity,
being willing to risk, to emancipate themselves, going in the opposite direction to the pacifying
effect of ‘banking education’ (Freire, 2005). It is in opposition to this banking education that we
believe in a critical school and education. Since to educate is a form of intervention in the world
(Freire, 1998), educator and learner assume a social and political role and contribute to the
transformation or maintenance of the hegemonic paradigm.

The split between culture and nature, resulting from the Cartesian paradigm, promoted the
objectification of nature and an anthropocentric ethic of human mastery of nature (Griin, 2006).
Some researches in Brazil (Marpica, 2008) identified that, in the curriculum, this orientation led to
some ‘areas of silence’" that sometimes amounted to a complete exclusion of the relationship of
human societies with nature throughout history (Grin, 2006).

The deconstruction of subject-object, human-environment, nature-culture dualities promoted
by the hermeneutic approach and the consequent understanding of human existence in a dialogical
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relationship with the world (inevitable involvement of humans in the landscape) implies that
understanding the world is also understanding oneself (Carvalho, Griin & Avanzi, 2009). Thus, the
reflections proposed here are not about an abstract human being and not about a world without
people, but about people in relation to the world, or simultaneous relations between consciousness
and the world (Freire, 2005). Hence, we must discuss the relationship between human history and
natural history, trying to recognize the history of the environment in our own history, and rebind
environmental issues to the human action that gave rise to them (Flickinger, 1994), seeking to build
a new ethic, neither anthropocentric nor utilitarian, but an ecocentric ethic (Abram, 1996; Payne,
2013). Payne (2013) adds the political and affective dimensions as an essential articulation to shift
the policy and the curriculum on environmental education.

In a hermeneutic approach, EE seeks to value tradition as a way to understand the historicity
of human relationships with the environment. So, EE needs to rescue values repressed by Cartesian
rationalist tradition. It is in the fusion of the horizons of tradition (past) and interpreter (present) that
new meaning is produced (Griin, 2006) and that knowledge and more sustainable practices can be
constructed by reflecting on and questioning the human actions that led to the current environmental
problems (Griin, 2006).

‘Environmental Diagnosis’ is a procedure, widely used in Brazil, in the early stages of the
EE process, precisely because it allows a deeper understanding of the reality to be studied. It
consists of an interpretation of the data collected in environmental mapping, by the people involved
in the reality, on what is to be defined as problematic and what is desirable in an educational
process (Ferraro Jr., 2007).

Environmental diagnosis enables the complex interaction between the cultural, social and
natural reality of a given environment to be highlighted (Carvalho, 1998). One of the critical aims
of EE is to build meaningful learning processes, linking previous experiences with issues and new
experiences that lead to new concepts and meanings. Therefore, it is necessary to know whether the
educators’ proposals coincide with the students' reading of the world (Freire, 1994).

Following this approach, we must consider the social and natural history of the place where
the teacher acts and students live, researching the ways of life of the region, listening to and
dialoguing with those involved in local actions. This is to practice an environmental education
attentive to the complexity of the relationship between society and the environment (Carvalho,
1998).

‘Banking education’, as defined by Freire (2005), is an act of ‘depositing’ established and
verified knowledge: the students patiently receive the contents and amounts deposited by educators
and file or memorize them mechanically. Knowledge ceases to be ‘gained from experience’ and
becomes transmitted or narrated in a one-way relationship that denies dialogicity. This view of
education minimizes or even negates learners’ creativity, by discouraging their thinking and
therefore their transformation (Freire, 2005).

In some situations, EE has, at least to some degree, a prescriptive attribute, characterized by
a set of rules of how to behave towards the (Carvalho, Pereira & Farias, 2010). The need for this
practice can be explained by the worsening environmental problems and their increasing public
visibility. Critical EE is anti-normative in that it is intended to break the general and unquestioned
rules prevailing in the current model of civilization. It proposes a new normativeness, based on a
new ideal of civilization, which enables the subjects to draw reflectively and critically on their
experiences in ecologically virtuous practices (Carvalho, Pereira & Farias 2010). The standards are
defined collectively (Capalbo, 2008).

We understand one of the tasks of environmental education is to think a new way of being-
in-the-world (Heidegger, 1962). To this end, we should think about us as historical beings, within a
tradition to understand the past, present and build a new perspective for the future. Gadamer (2004,
2011) and Freire (2005) attribute a fundamental role to the history, but Freire (2005) goes further,
advocating education as an essential contribution to the transformation. Thinking of history as
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possibility is to recognize education is also a possibility. For him, education can not do everything,
but without education we do nothing. Freire (1994) says that it is not possible to understand our
relationship with nature without knowing our historical and cultural conditions. We believe one of
the EE’s principle is: interpret the reading the world (Freire, 1994) of people in all its complexity to
then discuss with these people about other ways of being and acting in relation to nature.

Thus, from a philosophical hermeneutic perspective, to educate is to educate yourself
(Gadamer, 2011,) and the educational process is thus a result of the subject’s experience,
confrontation with their own self, with their opinions and beliefs (Hermann, 2002). According to
Hermann (2002), educational experience also implies opening the subject to new and unexpected
situations, such as exposure to risk, so that it is impossible to define a set of practices that guarantee
success, regardless of context (Hermann, 2002). This learning from experience does not mean an
individualistic process; on the contrary, it happens through dialogue (Freire, 1994, 1998; Gadamer,
2011).

For Freire (1985), we need to be instrumentalized (knowledge) to transform the world
(aesthetically and ethically). Freire (2005) reflected profoundly on this concept by saying that
theory without practice becomes verbalism, while practice without theory is mere activism. Praxis,
however, is the reflection and action of humans on the world to transform it. According to Fien
(1993, 73), this is “critical praxis” - an approach to pedagogy which integrates reflection and action-
and it was developed by Freire: “critical praxis views the active engagement of students in their
development as en educational means towards the goals of social transformation”. Also Gadamer’s
hermeneutics suggests a direct relationship between comprehension and application. The latter is
not considered the final stage in understanding the phenomenon, but determines it from the
beginning. Application consists in relating something general and previously known to the
particular situation in which the interpreter is (Gadamer, 2004). We advocate Freire extends
Gadamer’s idea, and Sammel’s (2003) article as he contributes with this political dimension of
educational practices. For Freire (1985, 1994, 1998), all human action is the result of dialectical
relationship between agency and structure. The “macro” structure does not shape individual actions,
but it influences individual actions. In spite of recognizing the "macro” structure, the aim of
hermeneutic phenomenological approach is to investigate the lived experience (van Manen 1990) in
a "bottom-up™ understanding.

Freire (2007) also discusses tolerance, connivance and coherence. He proposes we should
not let us close ourselves in our circle of truth. We must have tolerance for understand what the
others are saying, but that does not mean connivance. For him, being conniving is against of being
tolerant because if we are conniving, we would have being against our principles. According to
Gadamer (2004, 2011), realizing our own prejudices means not putting them aside, but put them in
question. The author argues that the hermeneutic circle is an spiral event that continues to determine
and form another understanding. In the same sense, Freire (1985) warns us to be open to new
concepts when in dialogue.

Education consists in recognizing what is strange and making it familiar: the subject moves
away from him/herself to possess the meaning of the world. Hence, training happens when the
subject returns to the self from the other. Education is thus an opening for the recognition of
otherness, so we can make sense of what comes from outside us, which means to understand the
other and cultural knowledge (Hermann, 2002).

The dialogical ‘other’ of ‘nature’

In EE, nature can be considered the Other that speaks to us. Like art, it confronts us and
disturbs us because, although we are in constant interaction, it remains different from us (Grun,
2005). To understand nature, its otherness must be respected, which necessarily involves a sincere
desire to understand it. A genuine experience of nature results in the transformation of both subjects
and nature. The respect for the otherness of nature implicit in this process can lead to the
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recognition and acceptance of our own selves and new forms of solidarity and respect for Others
(Griin, 2005).

Authentic dialogue requires exposure of the concepts and prejudices of those involved, so
that participants must be open to changing their own positions in a process of educating each other
(Hermann 2002). Dialogue has a transforming force. It is successful when we gain something that
changes us (Gadamer, 2004).

Hermeneutic understanding happens in dialogue with others and is only possible when there
is respect for their dignity and otherness. This is a fundamental feature of all genuine human
experience (Grun, 2005). Dialogue is central to Freire's perspective: ‘Human beings are not built in
silence, but in word, in work, in action-reflection’ (Freire, 2005, 88). Here lies another key point to
Freire (1994): we are never alone, we are always With. Freire (1994) uses capital letter to emphasize
the importance of - what Gadamer (2004, 2011) entitles - the Other. By the perspective of an
educational practice, the educator has a different role — to guide the activity - the educator is open
to learn, to talk and to understand other view’s worlds. This is fundamental for environmental
education as we live in a world that many civilizations, ways of life and thoughts are conflicting and
trying to be recognized.

To start from local reality through environmental diagnostics does not mean to deny the
global. Indeed, these spheres are closely related. The hermeneutic circle assumes the existence of a
constant movement between the part and the whole (Gadamer, 2004), so local situations should
open perspectives for the analysis of national and regional problems (Freire, 1994). Freire (2006)
comments that his conception of the world is directly linked to his backyard, his childhood and all
the people he met in his life. The author highlights the specific and universal spheres by pointing
out that before becoming a citizen of the world he was a citizen of Recife (his home town). Thus,
the more a person is rooted in their locality, the more chance they have to globalize. Nobody
becomes local from global.

Final thoughts

According to the theoretical framework used, the historical finitude of our existence entails
being aware that, after us, others will come who will understand things quite differently (Gadamer,
2004). So, we should always be open to the emergence of diverse perspectives and interests in
educational contexts where we investigate and act.

According to Kincheloe and McLaren (2002) the philosophical hermeneutics is concerned to
the comprehension process while other scholars (framed as critical hermeneutics) displace the
research to understanding of social and political relations which approaches to our purpose in this
study. We also accept the limitations of dialogue and language during our attempts to grasp the
reality (or realities), being restrict to some (not all) layers of reality (James, 2006), but,
notwithstanding, we still encourage democratic and dialogic processes as essential towards a social-
environmental transformation in realities of strong social inequality.

Our intent was to reflect on the theoretical and geo-epistemological foundations of EE
practices in Brazil that have been disseminated as critical, taking the viewpoint of philosophical
hermeneutics, in the belief that its distinguishing feature is the revaluation of the subjects in social
transformations. Not forgetting that the structural issue also needs to be addressed, so that the role
of the educators is to encourage political and ideological practice in favor of structural change. Both
the EE design that values too highly the role of subjectivity in social transformations, and also that
which defends only the value of the social structure, deny the true role of education: the first assigns
a role that education does not have, and the second denies it any power at all (Freire, 1994). So this
article extends Sammel (2003) thoughts, speaking from a different context from the geo-
epistemology point-of-view. Therefore, the concept of self-understanding addressed in Gadamer
associated with the concept of self-awareness outlined by Freire have an important contribution to
EE research and practice in Brazil, helping us to understand the Other’s view and the disclosure of
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the environmental issues as a complex problem by allowing space for doubts and differing
viewpoints. Also, Freire explicit clearer the role of educator of how to mediate this process and help
to build a new environmental ethics. Gadamer and Freire, together, can contribute in some aspects
to critical EE as Freire extends Gadamer’s theory by adding a more geo-epistemologically and
culturally-historically aware and sensitive political and ethical dimension.

References

Abram, D. (1996). The spell of the sensuous: perception and language in a more-than-human
world. New York: Vintage Books.

Aratjo-Oliveira, S.S. (2014). Exterioridade: o outro como critério (Exteriority: the other as criteria).
In Oliveira, M\W. & Sousa, F.R. (Orgs). Processos educativos em praticas sociais:
pesquisas em educacao (pp. 47-112). Sdo Carlos: Edufscar.

Avanzi, M. R., Carvalho, I. C. M., & Ferraro Junior, L. A. (2009). Um olhar para a producéo de
pesquisa em educacdo ambiental a partir do GT Ambiente, Sociedade e Educacdo, da
ANPPAS (A look at the production of environmental education research from the Group of
Environment, Society and Education in National Association of Postgraduate Studies and
Research in Environment and Society). Pesquisa em Educacdo Ambiental, 4 (2), 79-93.

Domingues, J. A. (2009). Dialogo Hermenéutico (Hermeneutic dialogue). Covilha, Portugal:
Universidade de Beira Interior.

Campos, D. B., & Cavalari, R. M. F. (2009). Fenomenologia e Hermenéutica: possibilidades e
limites para a Educacdo Ambiental (Phenomenology and Hermeneutics: possibilities and
limits for Environmental Education). Rev. Eletronica Mestr. Educ. Ambiental, 22, 439- 453.

Canaparo, C. (2009). Geo-epistemology: Latin America and the Location of Knowledge, 23, Peter
Lang, AG, Bern, Switzerland: International Academic Publishers.

Capalbo, C. (2008). Fenomenologia e Ciéncias Humanas (Phenomenology and Human Sciences).
Aparecida: Idéias & Letras.

Carvalho, I. C. M. (1998). Em direcdo ao mundo da vida: interdisciplinaridade e educagéo
ambiental (Towards the world of life: interdisciplinarity and environmental education).
Conceitos para se fazer educagdo ambiental (Concepts of doing environmental education).
Brasilia: IPE - Instituto de Pesquisas Ecoldgicas.

Carvalho, I. C. M., Grin, M., &Avanzi, M.R. (2009). Paisagens da compreensdo: contribuicGes da
hermenéutica e da fenomenologia para uma epistemologia da educacdo ambiental
(Landscapes of comprehensions: hermeneutics and phenomenology contributions to an
epistemology of environmental education). Cadernos CEDES, 29, 99-116.

Carvalho, I. C. M., Pereira, M. V., & Farias, C. R. O. (2010). Os Descontentes com a Civilizagédo e
a Missdo Ecocivilizatoria: a Educagdo Ambiental entre a Norma e Antinormatividade (The
Unhappy with Civilization and the Mission Eco civilization: Environmental Education
between normative and anti-normativity standards). Paper presented at the 5th Encontro
Nacional da ANPPAS, Florianépolis SC, Brazil.

Carvalho, L.M. (2006). A tematica ambiental e o processo educativo: dimensdes e abordagens (The
environmental issues and the educational process: dimensions and approaches). In Cinquetti
H. C. S.,, & Logarezzi A. (Orgs) Consumo e residuo: fundamentos para o trabalho
educativo, (pp. 19-41). S&o Carlos, Brazil: EQUFSCar.

Czapski, S. (2008). Os diferentes matizes da educacdo ambiental no Brasil: 1997-2007 (The
different tones of environmental education in Brazil: 1997-2007). Brasilia, DF: Ministério
do Meio Ambiente. Retrieved from:
http://www.lusosofia.net/textos/domingues_jose_dialogo_hermeneutico.pdf.

Dussel, E. (2000). Etica da Libertacdo na idade da globalizacdo e da exclusdo (Ethics of
Liberation in the age of globalization and exclusion). Petrépolis: VVozes.

Earth Council. (1993). Treaty on environmental education for sustainable societies
and global responsability. Brazil: Non Governmental Organizations (NGO's) International.



72

Ferraro Junior, L. A. (2007). MAPPEA: Minima Aproximagdo Prévia para elaboracdo de
Programas de Educacdo Ambiental (Minimum Preview approach for preparation of
Environmental Education Programs). In Mapeamentos, Diagndsticos e intervengdes
Participativos no Socioambiente, (pp 6-31). Brasilia: Ministério do Meio Ambiente.

Fien, John. (1993). Education for the environment: critical curriculum theorising and
environmental education. Deakin University Press: Victoria, Australia.

Flickinger, H. G. (1994). O ambiente epistemoldgico da educacdo ambiental (The epistemological
setting for environmental education). Educacéo & Realidade, 19 (2), 97-207.

Freire, P. (1985). The politics of education. Westport, Connecticut/London: Bergin & Garvey.

Freire, P. (1994). Pedagogy of hope: reliving Pedagogy of the oppressed. New York: Continuum.

Freire, P. (1998). Pedagogy of freedom: ethics, democracy, and civic courage. Critical perspectives
series. Lanham: Rowman & Littlefield Publishers.

Freire, P. (2005). Pedagogy of the opressed. New York, London: Continuum.

Freire, P. (2007). Pedagogy of the heart. New York, London: Continuum.

Gadamer, H. G. (2004). Truth and Method. Translation revised by Joel Weinsheimer and Donald G.
Marshall. Second Revised Edition. London, New York: Continuum.

Gadamer, H. G. (2011). La educacion es educarse (The education is to educate the Others).Revista
de Santander, 6, 90-99. Retrieved
from:http://www.uis.edu.co/webUIS/es/mediosComunicacion/revistaSantander/revistaé/nue
vasCorrientesintelectuales.pdf.

Gonzalez Gaudiano, E. & Lorenzetti, L. (2013). Trends, Junctures, and Disjunctures in Latin
American Environmental Education Research. In Stevenson R. B., Brody M., Dillon J., &
Wals A.E.J. (Eds) International Handbook of Research on Environmental Education, (pp.
171-177), Routledge, United States / United Kingdom.

Gough, N. (1993). Environmental education, narrative complexity and postmodern science/fiction.
International Journal of Science Education, 15 (5), 607-625.

Griin, M. (2005). Gadamer and the otherness of nature: elements for an environmental education.
Human Studies, 28, (2), 57-171.

Griin, M. (2006). Etica e educacio ambiental: a conexdo necessaria (Ethics and environmental
education: the necessary connection). Campinas, Brazil: Papirus.

Guimardes, M. (2004). Educacdo Ambiental Critica (Critical Environmental Education). In
Layrargues, P. P. (Ed) ldentidades da Educacdo Ambiental Brasileira, (pp.25-34) Brasilia,
Brazil: Ministério do Meio Ambiente.

Guimaraes, M. (2005). Intervengdo educacional: do ‘de grdo em grao a galinha enche o papo’ ao
‘tudo junto ao mesmo tempo agora’ (Educational intervention: the 'grain by grain the hen
fills her belly' to ‘all together at the same time and right now’). In Ferraro Jr., L. A. (Org)
Encontros e Caminhos: formacéo de educadoras(es) ambientais e coletivos educadores, (pp
189-199) Brasilia, Brazil: Ministério do Meio Ambiente.

Hermann, N. (2002). Hermenéutica e educagdo (Hermeneutics and education). Rio de Janeiro,
Brazil: DP&A.

Heidegger, M. (1962). Being and Time. New York, NY: Harper San Francisco.

lani, O. (1993). O labirinto latino-americano (The Latin America maze). Petropolis: Vozes.

James, P. (2006). Globalism, Nationalism, Tribalism. London: Sage Publications.

Layrargues, P.P. (Coord.). (2004). ldentidades da educagdo ambiental brasileira(ldentities of the
Brazilian environmental education). Brasilia: MMA, Diretoria de Educacdo Ambiental.

Kahn, R. (2009). Critical pedagogy, ecoliteracy, & planetary crisis: the ecopedagogical movement.
New York, Peter Lang.

Kincheloe, J.L., & McLaren, P. (2002). Rethinking critical theory and qualitative research. In Zou,
Y., & Trueba, E. T. (Eds). Ethnography and schools: qualitative approaches to the study of
education, (pp. 87-138) New York, Rowman & Littlefield Publishers.



73

Lawn, C. (2006). Gadamer: a guide for the perplexed. London, New York: Continuum.

Leff, E. (2008). Saber ambiental(Environmental knowledge). 6. ed. Petrdpolis: Vozes.

Logarezzi, A. M. J. (2010). Educacdo ambiental em comunidades de aprendizagem: uma
abordagem critico-dialdgica (Environmental education in learning communities: a critical-
dialogical approach). Article published at the 33th Reunido anual da ANPED, Caxambu,
MG, Brazil. Retrieved from:
http://www.anped.org.br/33encontro/app/webroot/files/file/Trabalhos%20em%20PDF/GT22
-6130--Int.pdf.

McLaren, P., & Kincheloe, J. (Eds.). (2007). Critical pedagogy: where are we now? New York:
Peter Lang.

Marpica, N. S. (2008). As questdes ambientais em livros didaticos de diferentes disciplinas da
quinta-série do ensino fundamental (Environmental issues in textbooks of different subjects
of elementary school fifth grade). Thesis (Masters in Education) - Centro de Educacdo e
Ciéncias Humanas, Universidade Federal de S&o Carlos, S&o Carlos, Brazil.

Novoa, A. (1998) Paulo Freire (1921-1997): a inteireza de um pedagogo utdpico (Paulo Freire
(1921-1997): the entirety of a utopian pedagogue). In: Aplle, M. W., & Névoa, A (Orgs.)
Paulo Freire: politica e pedagogia. Porto, Portugal: Porto editora.

Oliveira, H.T. (2008). Popular education and environmental education in Latin America:
converging path and aspirations. In: Gonzélez-Gaudiano, E., & Peters, M. (Eds)
Environmental education: identity, politics and citizenship, (pp. 219-230) Amsterdam:
Sense Publishers.

Oliveira, M. W., & Sousa, F. R. (Orgs). (2014). Processos educativos em préaticas sociais:
pesquisas em educacdo. (Educational processes in social practices: education research), S&o
Carlos: EQUFSCar.

Pato, C., S, L. M., & Cataldo, V. L. (2009). Mapeamento de tendéncias na producdo académica
sobre educacdo ambiental (Mapping trends in scholarship on environmental education).
Educacao em Revista. Belo Horizonte, 25 (2), 213-233.

Payne, P. (2009). Framing research: conceptualization, contextualization, representation and
legitimization. Pesquisa em Educacao Ambiental, 4,2, 49-77.

Payne, P.G. (2013). (Un)timely ecophenomenological framings of environmental education
research. In Stevenson R. B., Brody M., Dillon J., & Wals A.E.J. (Eds) International
Handbook of Research on Environmental Education, (pp. 424-437), Routledge, United
States / United Kingdom.

Puiggrds, A. (1994). Historia y prospectiva de la educacidn popular latinoamericana (History and
future of Latin American popular education). In Gadotti, M., & Torres, C.A. (Orgs.)
Educacao popular: utopia latino-americana. Sdo Paulo: Cortez Editora.

Reid, A., & Scott, W. (2006). Researching Education and the Environment: retrospect and prospect.
Environmental Education Research, 12 (3-4), 571-588.

Reigota, M. (2007). O estado da arte da pesquisa em educagdo ambiental no Brasil (The status of
environmental education research in Brazil). Pesquisa em Educacdo Ambiental, Ribeirdo
Preto, 2 (1), 33-66.

Robottom, 1., & Hart, P. (1993). Research in environmental education: engaging the debate.
Geelong, Victoria: Deakin University Press.

Russell, C.L., & Hart, P. (2003). Exploring new genres of inquiry in environmental education
research. Canadian Journal of Environmental Education, 8, 5-8.

Sammel, A. (2003). An invitation to dialogue: Gadamer, Hermeneutic, Phenomenology and Critical
Environmental Education. Canadian Journal of Environmental Education, 8, 155-168.

Santos, B.S., & Meneses, M.P. (Orgs.). (2010). Epistemologias do Sul(South epistemologies). Sdo
Paulo: Cortez.

Sauvé, L. (2005). Currents in Environmental Education: Mapping a Complex and Evolving
Pedagogical Field. Canadian Journal of Environmental Education, 10, 11-37.



74

Saviani, D. (1985). Escola e democracia (School and democracy). Sdo Paulo: Cortez.

Testa, E. (2004). Hermenéutica filosofica e historia (Philosophical hermeneutics and history).
Passo Fundo, Brazil: UPF.

Trigg, D. (2012). The memory of place: a phenomenology of the uncanny. Athens, OH: Ohio
University Press.

van Manen, M. (1990). Researching lived experience: human science for an action sensitive
pedagogy. New York: State University of New York Press.

Footnotes

'The excesses of the linguistic turn are now being criticized by new materialists, speculative realists, post and
transhumanists, post-phenomenologists, in returning to a more object/thing oriented ontology. That Portuguese
translations of these recent turns in anglo theories/philosophies is rare and unlikely to be available in the next few

years.

" For Freire (1994), dialogue is a commitment with the reality transformation. Real dialogue happens when all the

people involved are transformed.

Concept originally defined by BOWERS, C.A. Education, Cultural Myths and the Ecological Crisis: Toward deep
changes. Albany: State University of New York Press, 1993.
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SECAO 4- ARTIGO 3

Manoel por Manoel

Eu tenho um ermo enorme dentro do olho. Por motivo do ermo n&o fui um menino
peralta. Agora tenho saudade do que ndo fui. Acho que o que faco agora é o que ndo
pude fazer na infancia. Faco outro tipo de peraltagem. Quando eu era crianca eu deveria
pular muro do vizinho para catar goiaba. Mas ndo havia vizinho. Em vez de peraltagem
eu fazia soliddo. Brincava de fingir que pedra era lagarto. Que lata era navio. Que
sabugo era um serzinho mal resolvido e igual a um filhote de gafanhoto.

Cresci brincando no chéo, entre formigas. De uma infancia livre e sem comparamentos.
Eu tinha mais comunh&o com as coisas do que comparacéo.

Porque se a gente fala a partir de ser crianca, a gente faz comunh&o: de um orvalho e
sua aranha, de uma tarde e suas garcas, de um passaro e sua arvore. Entdo eu trago das
minhas raizes crianceiras a visdo comungante e obliqua das coisas. Eu sei dizer sem
pudor que o escuro me ilumina. E um paradoxo que ajuda a poesia e que eu falo sem
pudor. Eu tenho que essa visdo obliqua vem de eu ter sido crianca em algum lugar
perdido onde havia transfuséo da natureza e comunhdo com ela. Era 0 menino e os
bichinhos. Era 0 menino e o sol. O menino e o rio. Era 0 menino e as arvores.”

> Memoérias inventadas — As Infancias de Manoel de Barros, S&0 Paulo: Planeta do Brasil, 2010. p. 187.
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Formacdao de valores estéticos e éticos e o Cerrado

Resumo: No presente artigo procuramos aprofundar a reflexdo sobre o signficado das
diferentes estratégias, experiéncias e vivéncias que contribuem para a formacdo de
valores estéticos e éticos em relacdo ao Cerrado. A educacdo estética trabalha
focalizando o sentir, a base para nos compreendermos no mundo que nos cerca,
sentindo e percebendo os fendmenos para poder significa-los e expressa-los. Nossa
investigacdo esta dentro da perspectiva hermenéutica e a coleta de dados foi realizada
através de 17 entrevistas com pessoas que tinham um histérico de envolvimento
experiencial e afetivo com o Cerrado. Nos apontamentos emergidos durante as
entrevistas perpassam dois conceitos que vém sendo caros para a educacao:
intersubjetividade e didlogo. Essa relacdo intercorporeal tem a potencialidade de criar
um novo senso ambiental estético e ético. Cabe ao campo de pesquisa da educagdo
ambiental aprofundar a compreensdo desse processo no nosso modelo de sociedade
atual para ampliar as potencialidades transformadoras da educacdo ambiental.
Palavras-chave: hermenéutica, pesquisa narrativa, experiéncia estética

Abstract: In this article we delve deeper into the significance of different strategies and
experiences that contribute to the formation of aesthetic and ethical values in relation to
the Cerrado. The aesthetic education focus on the feel, the basis for understanding
ourselves in the world we are surrounded, feeling and apprehending the phenomena in
order to signify and express them. Our investigation is in agreement with the
hermeneutic perspective and the data collection was conducted through interviews with
17 people who had a history of experiential and affective involvement with the Cerrado.
In the notes emerged, permeate two precious concepts for education: intersubjectivity
and dialogue. This intercorporeal relationship has the potential to create a new sense of
aesthetic and ethical environment. The research field of environmental education should
deepen the understanding of this process in our current model of society in order to
enlarge the transformative capability of environmental education.

Keywords: hermeneutics, narrative research, aesthetic experience

Introducéo

A dimensdo axioldgica da pratica educativa em educacdo ambiental (EA) é
concebida como fundamental para a pratica educativa em uma educacdo ambiental
critica (CARVALHO, 2006). No entanto, pesquisas na area apontam que essa
dimensdo, e, particularmente, a que se refere aos valores estéticos, ndo vém sendo
trabalhada em atividades de educacdo ambiental (BONOTTO, 2008; BONOTTO,
SEMPREBONE, 2010; IARED, 2010; MARPICA, 2008; TURNER; FREEDMAN,
2004; SILVEIRA, 2009; VALENTI, 2010, entre outros), tanto pela dificuldade em
trazer essa questdo para as praticas educativas como pela valorizacdo do dominio
cognitivo, o que acarreta um esvaziamento das praticas axiolégicas (GRUN, 1994).

A educacao estética oferece elementos importantes para um vinculo afetivo para
com a natureza uma vez que esta baseada na descoberta da sensibilidade e na percepcao
da existéncia do outro (GRUN, 2006). Segundo o autor, o outro é a natureza que se
dirige a nds. A partir disso, percebemos o0 outro como parte de nés, o que vai influenciar
nosso posicionamento ético diante das questdes ambientais. Esse novo olhar para o
mundo propde uma nova relacdo entre sociedade e natureza, o que é essencial para a
conservacao da biodiversidade e uma das tarefas da educacdo ambiental. Ou seja, ao nos
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percebermos como natureza estabelecemos vinculos profundos e permanentes, o que vai
se refletir no nosso posicionamento critico e ético diante dos conflitos ambientais.

As investigacdes sobre as experiéncias de vida significativas (Significant Life
Experiences - SLE) sdo discutidas em alguns periddicos (CHAWLA, 1998) e destacam
a importancia das experiéncias vividas junto a natureza para a formacdo de uma ética
ambiental. No entanto, a prépria autora reconhece que tais estudos possuem limitacdes,
e Gough (1999) e Payne (1999) afirmam que as pesquisas sobre SLE ndo buscam
esclarecer o significado ontolégico da experiéncia humana. No presente artigo
procuramos aprofundar a reflexdo sobre o signficado das diferentes estratégias,
experiéncias e vivéncias que contribuem para a formacao de valores éticos e estéticos
em relacdo a natureza, particularmente, em relagdo ao Cerrado. Dessa maneira,
acreditamos ser esta uma contribuicdo a pensar trabalhos intencionais em EA voltados
para a sensibilidade estética.

EA e estética

A educacdo estética, a que nos referimos, trabalha focalizando o sentir, a base
para nos compreendermos no mundo que nos cerca, no mundo que fazemos parte,
sentindo e percebendo os fendmenos para poder significa-los e expressa-los. Merleau-
Ponty (2004) afirma que um dos meéritos da arte € redescobrir o mundo no qual estamos
e que sempre somos tentados a esquecer. Nesse sentido,

A dimensdo estética que estamos considerando ndao é a de uma
concepgdo restrita a percepcdao do belo, mas sim de toda forma de
experiéncia que coloca o ser humano em imersdo no mundo vivido e
que, portanto, faz dele um ser social e participante de uma construcédo
cultural (MARIN, SILVEIRA, 2009, p. 178).

Para Silveira (2009), a educacdo estética cria possibilidades: de indeterminacéo,
de reconstrucdo de sua subjetividade, de pensar novos valores e novas maneiras de nos
relacionarmos, a0 mesmo tempo em que abre a opgéo de pertencimento a um contexto
histdrico-cultural e a um lugar habitado. Paulo Freire, em varias de suas obras, chama a
atencdo sobre a importancia de uma educacdo que traga a questdo estética para uma
visdo ética e critica da nossa realidade. Segundo Freire (2001), “o corpo consciente e
curioso que estamos sendo veio tornando capaz de compreender, de inteligir o mundo,
de nele intervir técnica, €tica, estética, cientifica e politicamente” (p.09). Logo, o autor
defende que a experiéncia estética esteja presente nas nossas praticas educativas no
sentido de ndo supervalorizar ou magicizar a ciéncia, ou seja, “a educacao sera tdo mais
plena quanto mais esteja sendo um ato de conhecimento, um ato politico, um
compromisso ético e uma experiéncia estética” (FREIRE, 2001, p. 55) e completa:
“estética e ética se ddo as maos” (FREIRE, 2001, p. 41).

Outras/os pensadoras/es também discutiram a importancia da questao estética na
educacdo. Schiller é considerado o primeiro fil6foso que trouxe essa abordagem. O
autor, em sua obra mais famosa, Cartas sobre a Educacdo Estética da Humanidade,
compreende a estética como um modo de racionalidade, como um valor cognitivo e
educativo (SCHILLER, 1991). Isto é, a dimensdo estética esta diretamente articulada
com a dimensdo moral, o que torna o campo estético uma “‘praxis’ educativa € mesmo
politica” (ROSENFELD, 1991, p. 21). Duarte Jr. (1988) defende que a reflexdo da
experiéncia é uma das potencialidades pedagdgicas do objeto estético, pois amplia a
compreensdo do mundo e possibilita o inter-relacionamento com os outros. Isto €, a
experiéncia estética possibilita a discussdo sobre valores éticos. Segundo Duarte Jr.
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(2009), “a experiéncia estética solicita uma mudanga na maneira pragmatica de se
perceber o mundo” (p.33). Da mesma maneira, hd& uma preocupagdo preponderante em
Quintés (1992) no carater relacional entre ética e estética. Para o autor, nossa formacéao
de valores, ética, de respeito, é fruto de uma confluéncia de diversas realidades que
dialogam, se misturam e criam sentido. Através dessa criacdo de sentido, ndo reduzimos
a realidade, mas vemos toda a complexidade do mundo.

Enfim, consideramos que a experiéncia estética funda vinculos intrisecos para
com a natureza e essa seria essencial na defesa da conservagéo da biodiversidade. Os
valores estéticos refletem nossos posicionamentos éticos e politicos no debate
ambiental. Por isso, uma pratica de educacdo ambiental ndo deve deixar de abordar essa
dimensao educativa (CARVALHO, 2006).

A EA, aestética e o cerrado

Segundo Mittermeier et al., 2004 e Myers et al., 2000, o Cerrado tem um alto
endemismo e riqueza de espécies sendo o segundo maior tipo de vegetacdo do Brasil,
mas restam 21,6% da vegetacdo original ja que esse bioma sofre pressdo de ocupagao
humana. Portanto, o cerrado é considerado uma area prioritaria para a conservacao
(Hotspot). A devastacdo do cerrado se iniciou no século XVIII com a exploracdo por
ouro e outras pedras preciosas, enquanto que, a ocupacao do cerrado, no século XX, se
deu pela agricultura e pecuaria devido ao relevo plano e ao baixo custo dessas areas por
conta do solo com poucos nutrientes. Atualmente, ainda existe uma presséo da expansao
da fronteira agricola e urbana sobre o cerrado (DUARTE; THEODORO, 2002). Dessa
maneira, alguns trabalhos de educacio ambiental (AMBROSIO et al., 2010; BENITES;
MAMEDE, 2012; BERLINCK; LIMA, 2007; CAZOTO; TOZONI-REIS, 2008;
VALENTI, et al., 2009) tém sido realizados com a tematica da conservacdo do
Cerrado. Esses trabalhos relatam trabalhos de EA no cerrado por meio de trilhas
interpretativas ou outras atividades que objetivam conhecer a biodiversidade dessa
vegetacao.

Bizerril (2004), em uma pesquisa com estudantes do ensino basico de uma
escola em Brasilia (DF), identificou o baixo valor afetivo e alto valor utilitarista em
relacdo ao cerrado. Além disso, os resultados indicam que faltam conhecimentos sobre a
ecologia e conservacao deste tipo vegetacional. O autor relaciona esses dados ao que é
apresentado nos livros didaticos. Segundo as professoras/es que participaram da
pesquisa, os livros didaticos fazem uma descricdo das caracteristicas fisicas sem trazer
questdes como a biodiversidade local, os conflitos e os impactos ambientais. Bizerril
(2003) analisou livros didaticos brasileiros onde existem poucas ilustracdes de espécies
animais do cerrado, sendo a grande maioria de animais africanos, australianos e
domeésticos. Para pensarmos em programa de EA mais efetivo e continuo no Cerrado,
consideramos relevante compreender o significado das vivéncias nesse bioma, que,
historicamente, tem baixo valor estético (DUARTE; THEODORO, 2002).

Desenvolvimento da pesquisa
Abordagem metodoldgica

Echeverri (1997) defende que a reflexdo fenomeldgica-hermenéutica das
questdes estéticas permitem um novo olhar e novas maneiras de nos relacionarmos com
a natureza. Em outros trabalhos, também discutimos a contribuicdo dessa perspectiva
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para a pesquisa em educacdo ambiental (IARED et al., 2012) e para a compreensao dos
valores éticos e estéticos (IARED; OLIVEIRA, 2013 - em fase de elaboraco)®.

Algumas autoras (CAMPOS; CAVALARI, 2009; CARVALHO; GRUN, 2005;
SAMMEL, 2003) tém feito tentativas de fundamentar a pesquisa em EA a partir da
hermenéutica filoséfica de Gadamer. Segundo o autor, principal representante da
hermenéutica no século XX, afirma que a compreensdo das coisas vem a tona na
linguagem (GADAMER, 1997). Carvalho e Griin (2005) afirmam que esta perspectiva
se contrapde a dicotomia entre o0 pensar e o0 agir, ja que “Os sentidos produzidos por
meio da linguagem sdo a condicao de possibilidade do agir no mundo” (p.180). Nossas
acles ndo sdo atos posteriores ou complementares as nossas compreensdes do mundo.
Agir ndo é conseqliéncia do nosso pensar. Segundo a autora e o autor, a acdo esta
implicada na reflexdo e na interpretacdo do mundo, ndo sendo um ato posterior ou
decorrente dela.

Gadamer (1997) faz analogias entre a compreensao da natureza e da obra de arte.
Assim como a obra de arte, a natureza nos confronta, nos perturba, nos convida, pelo
simples fato de ser e estar ali sendo outra para nés mesmos. O ser estético depende da
nogdo de apresentacdo. A natureza, por sua vez, ndo sera ouvida a menos que nos
engajemos com ela, a menos que nds tenhamos o desejo de escuta-la. A natureza, assim
como o ser estético, adquire seu ser no ato de auto-apresentacdo. Assim, a compreensdo
somente é possivel quando ha respeito pela dignidade da coisa, por sua alteridade.
Aquilo que nos é familiar ndo nos encoraja a compreensdo. A compreensao é possivel
apenas quando nos retemos o respeito pela outridade do outro que nds procuramos
conhecer (GRUN, 2006, p. 178).

Tavares et al. (2009, p.185) defendem essa perspectiva colocada por Gadamer
(1997) e Grun (2006), ao afirmarem que uma nova percepcao estética € decorrente de
uma compreensdo do outro como parte de nos, ao que estd fora e dentro de nés ao
mesmo tempo, e ndo somente a percepcdo deste. O Outro estd numa relacdo de
alteridade existencial, “sob a compreensdo do sentido ético-estético necessario as
praticas individuais e coletivas” (TAVARES et al., 2009, p. 185). No mundo atual, é
dificil trabalhar a questdo do respeito e solidariedade pelas coisas e pela natureza.
Gadamer (1977) citado por Griin (2006)° fala em “linguagem das coisas” em
contraposi¢do a “natureza das coisas”. Linguagem das coisas que se auto-apresentam,
gue queremos ouvir, no modo como as coisas trazem a si mesmas para a linguagem:

A linguagem é fundamental para compreender a nossa relagdo com a
natureza. Atraveés da linguagem podemos compreender que ndo
estamos fora da Natureza, como apregoava Descartes. (...) Uma
compreensdo hermenéutica nos leva a perceber o que poderia ser uma
relacdo ecoldgica entre seres humanos e natureza. Seria uma relacdo
na qual nés participamos na natureza e a natureza participa em nos.
Esse tipo de compreensdo nos permite estabelecer ‘“Tecnologias de
Alianga” com a natureza para nos aproximarmos dela e, a0 mesmo
tempo, manter sua outridade sempre respeitada (GRUN, 2006, p. 179).

] IARED, V.G.; OLIVEIRA, H.T. The aesthetic experience of nature in a hermeneutic phenomenological
approach. Em elaboracéo - a ser enviado para Revista Pesquisa em Educacdo Ambiental.

® GADAMER, H.G. Philosophical hermeneutics. [Trans. David E. Linge]. Berkeley: University of
California Press, 1977.
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Para Griin (2006), o Outro, nesse caso, é a natureza que se dirige a nds. O autor
defende que a hermenéutica possibilita uma aproximacdo com a natureza, uma vez que
atua nesse campo da compreensdo do outro, da alteridade e do respeito. Essa
compreensdo reside no respeito pela diferenca e pelo Outro. Nesse sentido, interpretar a
natureza € respeitar seu significado na sua auto-apresentacdo e ndo té-la a partir da
dominacao.

Coleta e analise de dados

Os dados foram coletados pelo método da pesquisa narrativa. Nesse método,
considera-se a experiéncia das pessoas em um determinado espaco e tempo (GALIAZZI
et al., 2008). Para as autoras essa experiéncia esta relacionada a um contexto de vida
mais amplo e o pensamento narrativo seria uma maneira de sistematizar e refletir sobre
ela. Bruner (2001) afirma que a/o narrador/a relata eventos que denonima como cruciais
e cabe a nos, pesquisadoras, interpreta-los de diferentes e variadas formas.

Segundo Connelly e Clandinin (1990), o uso de narrativas nas pesquisas em
educacao deriva do fato dos seres humanos serem individuos que contam historias tanto
individualmente como coletivamente. Segundo os autores, o estudo das narrativas
possibilita conhecer as maneiras como 0s seres humanos experienciam o mundo,
sempre lembrando que essa relacdo € mediada pela cultura e por ideologias. Riessman
(1995) explica que as narrativas sdo formas da cultura se manifestar através da histéria
de um individuo e, portanto, a linguagem constitui profundamente a realidade de um
grupo de pessoas ou de uma comunidade. A linguagem deve ser compreendida como a
identidade de um local, tempo e grupo, ndo pode ser entendida como um simbolo
simplificado, transparente e de significado superficial. Segundo Bell (2003), nos estudos
narrativos a concepcao de linguagem vai além de concebé-la como uma ferramenta
comunicativa. Para a autora é uma escolha ontoldgica e epistemoldgica que nos traz a
experiéncia segundo inumeras perspectivas.

Concordamos com Bell (2003) ao aproximar a pesquisa narrativa da perspectiva
hermenéutica. A autora comenta que essa aproximacdo contemplou seu desejo de
explorar interpretagdes e construcdes individuais e coletivas, ao invés de investigar e
representar histérias individuais, o que é mais comum nos estudos narrativos. Cronon
(1992) argumenta no mesmo sentido de que as narrativas sdo as formas pelas quais os
sujeitos organizam suas experiéncias, ndo apenas como individuos, mas como
comunidades e sociedades. Nessa perspectiva, as narrativas ndo buscam a verdade ou
leis que governam nossos comportamentos (HART, 2002). O autor afirma que esse
método nos ajuda a procurar significados que nos auxiliem a lidar com nossas
circunstancias.

Na definicdo do publico participante deste estudo procuramos pessoas que
tinham um historico de envolvimento afetivo em relacdo ao Cerrado. Considerando esse
perfil, quatro grupos distintos foram convidados para participar da pesquisa: Grupo de
Estudos e Pesquisa em Educacdo Ambiental/ UFSCar (Gepea), Projeto de Educacdo
Ambiental e Lazer/ UFSCar (Pedal), Ecovila Tiba de Sao Carlos e grupo de
monitoras/es do Centro de Divulgacdo Cientifica e Cultural (CDCC) da USP. O Gepea
é composto por professoras/es, graduandas/os, p6s-graduandas/os e pessoas interessadas
em refletir e discutir a educacdo ambiental sob a perspectiva da pesquisa. O Pedal é um
grupo composto por ciclistas que buscam viajar e passear por paisagens nao urbanas,
que permitem o contato com matas, cachoeiras, praias e trilhas como uma alternativa de
fruicdo do lazer desvinculada do consumo. A Ecovila Tiba de Sdo Carlos € um grupo de



82

interessadas/os em morar e conviver em um local que propicie um contato mais intenso
com a natureza, sendo que para isso buscam uma gestdo compartilhada como forma de
organizacdo do grupo. As/os monitoras/es do CDCC séo bolsistas ou voluntarias/os que
guiam visitas em alguns locais de Sdo Carlos, sendo que uma dessas visitas € realizada
no cerrado da UFSCar.

Por meio de entrevistas semi-estruturadas, objetivamos compreender a profunda
relacdo entre essas pessoas e esse tipo de vegetacdo. Quais as historias e experiéncias
que guiaram essa relacdo? Quais vivéncias possibilitaram um vinculo afetivo com essa
area de cerrado e acabaram por mediar outras a¢Ges que o envolvem? O contato com a
area de cerrado possibilitou comprometimento na defesa das causas ambientais? Os
convites e as entrevistas foram realizadas de junho a dezembro de 2012, sendo que 13
pessoas do Gepea, 02 do Pedal, 01 da Ecovila Tiba e 01 monitor/a do CDCC aceitaram
participar da pesquisa, totalizando 17 entrevistas. As entrevistas foram transcritas e
analisadas a luz da anéalise de contetdo. Por meio dessa técnica, consideramos que as
entrevistas sdo um meio de comunicacdo e buscamos aproximar as unidades de texto
(palavras e frases) que se repetem em expressdes ou categorias gque as representem
(CAREGNATO; MUTT], 2006).

Resultados e Discussao

Para apresentar os resultados, optamos pela constru¢cdo de uma tabela que
exponha com mais clareza os dados encontrados. O perfil das/os entrevistadas/os é
homegéneo no que diz respeito a formacdo universitaria. Ou seja, todas/os realizaram ou
realizam atividades na universidade e, de alguma forma, ainda estdo em contato com a

Academia. O Quadro 01 apresenta esse perfil:
Quadro 01: formagao académica e ocupacdo profissional das/os participantes da pesquisa.

Apontamento Numero de apontamentos
Formacéao académica

Biologia 10
Educacéo Fisica 02
Ecologia 02
Arquitetura 01
Genética 01
Fisica Computacional 01
Turismo 01
Ocupagcdo profissional atual

Pés graduandas/os 09
Professor/a Universitario/a 03
Educadora Ambiental/ Pesquisador/a/ Analista Ambiental 03
Pés-doutorado 02
Graduandas/os 01

No Quadro 02, apresentamos 0s elementos que emergiram durante as entrevistas
e que consideramos relevantes para 0 campo de pesquisa da EA. Esses elementos estdo
organizados segundo o assunto que estava sendo conversado durante a entrevista.
Consideramos um apontamento por entrevista, ou seja, se a/o0 mesma/o entrevistado
relatasse um mesmo aspecto diversas vezes, 0 apontamento era computado apenas uma

aniva vez.
Quadro 02: Expressfes emergidas durante as entrevistas que representam signicados marcantes para as/os
entrevistadas/os.

Apontamento Numero de apontamentos

Passou a infancia residindo em
Ambiente urbano 15
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Ambiente rural 02
Aspectos/ momentos/ pessoas marcantes de contato com a natureza na infancia e adolescéncia
Lazer coletivo (diversao, brincar, ludico, estar com amigos e 13
parentes)

Influéncia de Pai/ mae/ avo/ avd 11
Chacaras/ sitios/ fazendas/ casas na praia 10
Zooldgicos/ areas naturais/ pragas urbanas 06
Convivéncia com animais e plantas em casa 06
Contemplacéo 06
Férias/ finais de semana/ feriados 05
Postura investigativa 04
Quintal ou rua com muitas arvores e animais 03
Vivéncias no cerrado

Passear/ caminhar/ andar de bicicleta 11
Cursos/ Disciplinas/ pesquisas no cerrado 09
Experiéncias no cerrado comegaram na vida adulta 07
Facilidade de acesso/ proximidade propiciou contanto permanente 07
Visitas noturnas no cerrado 07
Lazer coletivo (diversao, brincar, ludico, estar com amigos e 06
parentes

Imersé&o no cerrado (passar dias no campo) 05
Guiar visitas 04
Contemplar 04
Cerrado no ambito do paisagismo/ Ambiente mais préximo 04
Fotografar 03
Aspectos referentes a reflexdo sobre as questdes politicas, sociais, econdmicas em relacdo ao cerrado
Situagdes polémicas e de conflito sobre a conservacéo do cerrado 09
Dialogo entre familiares, amigos, colegas 08
Experiéncias (ndo necessariamente no cerrado) refletiram na 06
escolha do curso de graduacéo

Vivenciar a natureza propicia reflexao 06
Pesquisas/ trabalhos em disciplinas 05
Leitura de textos, discussdes em grupo, cursos 05
Experiéncia profissional no/ sobre/com o cerrado 05
Convivéncia com pessoas de outras areas/ diferentes opinides, 04
visdes

Guiar visitas no cerrado: responsabilidade como educador/a 04

Um aspecto muito comentado entre as/os entrevistadas/os foi o Lazer coletivo. O
fato das pessoas estarem em um momento de diverséo e descontra¢do, acompanhadas de
amigas/os e parentes faz a experiéncia ser significativa e prazerosa. O filme Na
Natureza Selvagem (2007) relata a historia real de um jovem que ao discordar da
maneira que a sociedade vive, busca a liberdade e a alegria em meio as montanhas do
Alasca. O rapaz vive, entdo, uma experiéncia estética de imersdo plena na natureza.
Porém, quando percebe que esta vivendo tudo isso sozinho, escreve: “A felicidade so ¢
verdadeira quando compartilhada”. Esse aspecto foi recorrente nas narrativas: as
experiéncias sdo boas porque estdo JUNTO COM outras pessoas, como conta a (E02):

Entdo, eu lembro muito dele me mostrando as coisas. Dele me ensinando sobre os
animais. Dele me levando pros lugares, por exemplo, pro zoolégico. Ele sempre me levava
qguando a gente ia pra Sdo Paulo. No Simba Safari. Entdo, tinha um pouco dessa relacéo,
assim, estar com a familia, né, também, junto com a questdo da natureza (E02).

Esse relato estd em concordancia com Alves et al. (2006) quando afirma que
cinco pilares promovem a sustentabilidade nos processos educadores: identidade,
comunidade, didlogo, poténcia de acdo e felicidade. Baseados nesses conceitos, que
estdo referenciados em outras/os pensadoras/es, as/os autoras/es discutem que a
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vivéncia plena de dialogo, afeto e compreensdo mdtua sdo caminhos para felicidade e
para a transformacdo individual e coletiva em relagdo as questdes ambientais.

Uma das preocupacfes muito presentes, atualmente, no campo da EA é onde
propiciar tais vivéncias uma vez que grande parte da nossa populacao é urbana. Monbiot
(2012) preocupa-se com a falta de espaco para as Criangas “brincarem” na natureza e
nomeia esse fenbmeno como a segunda crise ambiental. A crescente urbanizacdo e a
falta de contato com a natureza também foi foco de estudo de McClaren (2009) e Louv
(2008). De fato, algumas pessoas indicaram que a Facilidade de acesso/ proximidade
propiciou contanto permanente e isso é relevante na criacdo de uma identidade e
pertencimento em relagdo ao local, como apontam os estudos de lared (2010) e
Thiemann (2013, em fase de elaborac&o)'®. Um/a das/os participantes (EO1) conta sobre
a fregliéncia com que visita o cerrado, enquanto outra/o (E13) lembra do desafio de
conciliar ambientes preservados e antropizados:

E ai, o cerrado aqui € uma realidade muito préxima porque ta, sei |4, ha 15 minutos da
minha sala de aula. D& pra vocé ir 14, ficar em siléncio. Para um pouco a vida e olhar as coisas
em volta (E01).

O Brasil segue 0 modelo, na minha cabeca, € 0 modelo americano. Deixa uma &rea
conservada e o resto vale tudo. Entdo, enguanto tiver esse modelo, vocé... A tendéncia é vocé
sO assegurar as areas naturais protegidas. (...) Diferente de outras politicas que seria o
desenvolvimento como um todo. Ambientes naturais junto com ambientes construidos. E todo
mundo convivendo super bem sem ter esse stress todo (E13).

Bogeholzl (2006) e Louv (2008) destacam a importancia das vivéncias em
ambientes mais preservados para a formagdo de valores e atitudes, enquanto que
McClaren (2009) acredita que temos que superar a dicotomia ser humano - natureza e a
visdo de que o ambiente urbano é fonte de problemas e considera que precisamos pensar
em formas de realizar EA nas cidades. Na presente investigacdo, constatamos a
relevancia de areas verdes urbanas ou locais pouco antropizados, ja que os espacos em
que tais vivéncias ocorrem sdo Zoologicos/ areas naturais/ pracas urbanas ou Chacaras/
sitios/ fazendas/ casas na praia. A maioria das/os entrevistados relatou ter nascido,
crescido e ainda serem de Ambiente urbano, o que faz com essas vivéncias sejam
possiveis, em alguns casos, em Férias/ finais de semana/ feriados. Outras/os afirmaram
que, apesar de viverem em um ambiente urbano, estdo em contato com um Quintal ou
rua com muitas arvores e animais ou tém possibilidade de Convivéncia com animais e
plantas em casa. Nesse contexto, alguns apontamentos indicaram a possibilidade de
trazer espécies nativas do Cerrado para 0 ambito do paisagismo como oportunidade de
experiéncia estética, como afirma (E15):

Mas também porque ... o cerrado, além de ndo ser valorizado, ele nunca, ele ndo é
considerado um exemplo de vegetacdo que poderia ser trazida para o ambito do paisagismo.
Incrivel, né? Ndo é? Vocé, assim, a gente plantar um ipé, a gente plantar um angico, plantar...
E angico ja é dificil'(E15).

Disso percebemos que tanto a conservacdo de areas naturais como a gestdo de
areas verdes urbanas sdo potencialidades para praticas em educacdo ambiental que

% THIEMANN, F.T. Biodiversidade como tema para a educagdo ambiental: contextos urbanos,
sentidos atribuidos e possibilidades na perspectiva de uma educagdo ambiental critica. Tese de
doutorado a ser defendida em margo de 2013 pelo Programa De P6s-Graduag¢do em Ecologia e Recursos
Naturais/ Universidade Federal de Séo Carlos.
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podem caminhar simultaneamente para que essas experiéncias identificadas ocorram. A
informalidade dessas vivéncias é um aspecto relevante observado nos dados coletados.
Nas narrativas referentes ao cerrado estdo presentes atividades relacionadas a Visitas
noturnas, Passear/ caminhar/ andar de bicicleta e ao Lazer coletivo. As/os entrevistados
(EO3) e (EQ7) narram suas historias no cerrado, enquanto que (E13) faz uma critica ao
modelo formal e tradicional de EA:

Mas pude participar por diversas ocasides do lual do cerrado que também era um
espaco de convivéncia que as pessoas conversavam, se conheciam. (...) Era muito gostoso vocé
compartilhar a masica o espaco, o cheiro, 0 caminho até 14 & noite. (...). Acho que isso estreitou
ainda mais o contato com a natureza, de chegar até ela, pra ter esse prazer de... (E03).

Tanto que a gente ia a noite [para o cerrado] pra coletar dados que nunca fizemos
[risos]. Mas pra observar mesmo. Pra vivenciar a natureza. Pra vivenciar o contato com o... Ah
nao sei... Com o mundo ndo humano, digamos assim. Mas de qualquer forma sempre tava
junto. Entdo a gente ficava conversando de tudo. Entéo, era um lugar também gostoso de estar,
falar das outras pessoas (...)Eu lembro que a gente ficava deitado numa area mais aberta ali do
cerrado olhando as estrelas, a gente ficava horas. E muito curioso. E ai era bom que a gente
via... Vimos um lobo guard uma vez.(E07).

Assim, vocé vai nas unidades de conservagdo e tem a trilha. “Siga a trilha, ndo fuja da
trilha, ndo pegue isso, so pode tirar foto, ndo pode tirar mais nada”. Tem até um jargdo: “Aqui
nada se deixa a ndo ser... Nada se leva a ndo ser foto, lembranga...”. Isso pode até ser muito
bom pra conservacdo do ambiente em si. Agora, ndo é pro humano que tem que ter essa
percepc¢do uma pouco mais arraigado (E13).

Watson (2011) relata a experiéncia de imersdo em uma area natural, onde
criancas e adolescentes tém a oportunidade de realizar atividades tanto programadas
(estudo de campo, trilhas e rodas de conversa), como nao estruturadas. Segundo o autor,
os dois tipos de atividade possibilitam contato com a natureza e uma reflexdo sobre o
mundo ndo-humano. Da mesma maneira, Carvalho (2001), em pesquisa sobre a
formagdo de um sujeito ecoldgico, identificou nas narrativas de suas/eus
entrevistadas/os que as experiéncias na natureza, vividas na infancia e na vida adulta
tem relagdo com a criacdo de um vinculo afetivo e com o envolvimento no movimento
ambientalista. A autora considera que poderiamos resgatar alguns principios da EA
romantica que, muitas vezes, sdo criticados pela EA critica que estamos pautadas/os.
De fato, algumas narrativas apontam que a Imersdo no cerrado (passar dias no campo)
trouxe aspectos marcantes para a formacéo de valores.

Dessa analise, poderiamos considerar que também devemos pensar em
atividades de EA com outras caracteristicas que néo as tradicionais (visitas estruturadas
e guiadas), ou seja, atividades com um carater mais espontaneo, ludico e sensorial.Um
exemplo para ilustrar aparece na prépria pesquisa quando muitas/os participantes
descreveram momentos que foram marcantes e ndo se configuravam em uma atividade
estruturada :

Acho que diferente, vocé passear num ambiente mais escuro. A gente ia com lanterna,
aquela coisa da surpresa “o que sera que a gente vai encontrar ali na frente?”. Enfim... era
bem gostoso. Eu gostava muito.... (E08).

E aquilo também foi muito marcante porque era uma relagdo de um camping selvagem
durante muitos anos. A gente ter que se virar com os restos, de... N&o ter luz, ndo ter comida,
porque ndo tinha onde a gente comprar. De ter que ver o que ter que fazer com o esgoto, com 0
resto de, né? N&o tinha um banheiro, como a gente fazia pra... ? Conhecemos 0s caicaras,
como eles que eles faziam. Ent&o, vivendo assim, desde criancinha, por tanto tempo, me ajudou
muito a criar essa empatia, essa profunda admiracgéo pela, pela natureza, né?(E10).
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No relato da/o entrevistada/o (E10), assim como em outras narrativas,
percebemos como Vivenciar a natureza propicia reflexdo. Os Aspectos referentes a
reflexdo sobre as questBes politicas, sociais, econdmicas em relacdo ao cerrado
emergiram durante as entrevistas e foram categorizadas como situacdes e momentos em
que isso foi suscitado de maneira mais significativa. Afinal, é a partir da
“reflexdo/meditacdo a respeito do que sentimos pelas coisas ¢ que podemos formar
ideias delas mais claras e distintas” (ALVES et al., 2006, p. 27).

Nesse sentido, concordamos com Freire (2011) quando afirma que a leitura do
mundo precede sempre a leitura da palavra, sendo que esse movimento do mundo a
palavra e da palavra ao mundo ndo cessa. O autor atribui importancia fundamental ao
quintal de sua casa onde passou sua infancia e relata:

Me vejo entdo na casa mediana em que nasci, no Recife, rodeada de
arvores, algumas delas como se fossem gente, tal a intimidade entre
nés- a sua sombra brincava e em seus galhos mais ddéceis a minha
altura eu me experimentava em riscos menores que me preparavam
para riscos e aventuras maiores (FREIRE, 2011, p. 20).

Freire (2010) afirma que na nossa existéncia humana had uma curiosidade
estética e ¢ “ela que me faz parar e admirar o por do sol” (p.77). Ele refere-se a
curiosidade como uma abertura do nosso corpo consciente intencionando-se ao mundo
para compreendé-lo. A curiosidade seria essa disposicdo de nos desafiarmos diante das
coisas, dos fatos e fenbmenos, da boniteza e da feilra; esta vontade de compreender e
de buscar a razdo dos fatos. Para o autor, a curiosidade ingénua tem a possibilidade de
vir a ser curiosidade epistemolégica quando existir uma posicdo reflexivo-critica por
parte dos sujeitos.

Segundo Carvalho (2001), a contrucdo de uma novo posicionamento ético para a
conservacdo da biodiversidade, passa por situacdes polémicas e conflitantes.
Identificamos nas narrativas analisadas que Situacdes polémicas e de conflito sobre a
conservacdo do cerrado e a Convivéncia com pessoas de outras &reas/ diferentes
opinides, visdes contribuiram com a formacéo de valores éticos sobre o cerrado. Para
Marin (2007), o despertar dessa ética ambiental ocorre em um campo de profundas
reflexdes sobre as relagdes do ser humano com o mundo. Baseadas em Freire (2011),
acreditamos que esse novo olhar ético também é construido na experiéncia dialdgica,
uma vez que ela “¢ fundamental para a construgcdo da curiosidade epistemoldgica” (p.
81). Esse espaco de didlogo se da com familiares, com colegas de trabalho (Diélogo
entre familiares, amigos, colegas) ou em outros espacos de formacao (Leitura de textos,
discussfes em grupo, cursos), como relatam as/os entrevistados (E04) e (E12).

E ai surgiu a conversa em casa. Foi, inclusive, minha irmd. Minha irm& é um pouco
mais velha do que eu. Minha irmé é dez anos mais velha do que eu, comentou: “olha sé estdo
levando desenvolvimento, mas olha o impacto ambiental, olha a polui¢ao que estdo jogando la
no meio da selva”, enfim. E ai disso, eu acabei... Eu ainda era muito crianca. Mas fiquei tocado
por aquela coisa que minha irma tinha comentado (E04).

Entdo, eu comecei a tomar contato com engenheiro florestal, com agrénomo, com
arquiteto. De uma certa forma, assim, isso mexeu com a minha prépria visdo de natureza e a
relacdo das pessoas com a natureza (...) Eu comecei a atuar na Ramuda que € uma ONG. E
dentro da ONG, assim, o pessoal. Tinha um pessoal que fazia grupo de estudos também. A
gente estudava questdes filosoficas. Tinha essas discussfes 14 dentro, né?(...) Eu também tinha
um amigo, cientista social, que me influenciou. Ele comegava a me perguntar, questionar, eu
ndo sabia responder, E eu tive que comecar a ir atras pra responder (E12).
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Relatos sobre a Influéncia de Pai/ mée/ avd/ avd foram recorrentes nas narrativas
quando descreviam sobre suas experiéncias na infancia e na natureza, como ilustra o
trecho de entrevistas de (E15):

Minha v6 é uma pessoa que viveu muito tempo na fazenda...[...] entdo ela sempre foi
uma pessoa que sempre me chamou muito a atencdo. E eu sempre gostei muito de ouvir
histérias e minha avé sempre contava muita histéria...(E15).

Este fator aparece como relevante também como momento de reflexdo das/os
entrevistadas/os quando falam sobre o Dialogo entre familiares, amigos, colegas.
Ferrigno (2003) afirma que varias investigacbes tém surgido para abordar o
relacionamento entre geracdes devido ao aumento da longevidade humana e, quando ha
respeito e igualdade de direitos, ambas as geracOes saem engrandecidas. O autor
identifica que “as aquisi¢des de conhecimentos reciprocos se dao fora do espago escolar
e através de atividades culturais, na informalidade do lazer...” (FERRIGNO, 2003, p.
143), fator também observado nesse estudo. Payne (2010) ja realizou pesquisas sobre o
aspecto intergeracional na EA e, por considerar que esse aspecto é relevante para a
construcdo de uma nova ética ambiental, recomenda que mais estudos sejam feitos
sobre essa tematica. Assim como Ferrigno (2003), Payne (2010) percebe a importancia
dos espacos informais para a construgdo de novas regras e valores morais, questionando
quais lugares a EA deveria incorporar e como esse curriculo “ndo oficial” pode ser
pensado no nosso campo de atuacdo e pesquisa.

Considerac6es Finais

Na nossa interpretacdo, nos apontamentos que encontramos durante as
entrevistaspodem ser enfatizados dois conceitos que vém sendo caros para a educacdo e
para a educacdo ambiental de base critica: a intersubjetividade e o dialogo. As narrativas
das/os entrevistadas/os indicam a presenga do OUTRO como fundamental durante o
processo do sensibilizar-se e conscientizar-se sobre as questdes ambientais. Essas
vivéncias ocorrem, principalmente, em momentos de lazer e descontracdo em familia e
entre amigas/os, 0 que nos faz refletir sobre a importancia de, também, valorizarmos
atividades de EA ndo estruturadas, como temos visto tradicionalmente. Precisamos
pensar em estratégias de EA que possibilitem a convivéncia e o didlogo COM outras
pessoas de diferentes geracdes, historias e visdes de mundo. Dessa andlise, percebemos
que, tambeém, devemos investir em estratégias de EA que incorporem espacos e
momentos informais de carater recreativo, ludico e espontaneo.

Viver em comunidade propicia experenciar a intersubjetividade e reconhecer e
respeitar o outro (seres humanos e ndo humanos) enquanto sujeito e ndo objeto. Essa
relacdo intercorporeal tem a potencialidade de criar um novo senso ambiental estético e
ético. Cabe ao campo de pesquisa da EA aprofundar a compreensdo desse processo no
nosso modelo de sociedade atual. Atraves disso, podemos pensar em estratégias e
atividades em EA que potencializem a vivéncia da intersubjetividade e do dialogo.
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Aesthetic experiences in the Cerrado (Brazilian savanna):
contributions to the field of research and environmental education
activities

Abstract: A search of the literature revealed a lack of environmental
education (EE) practice concerning the aesthetic dimension due to the
axiological sphere in the educational process being devalued. In
Brazil, studies show low aesthetic value attributed to the Cerrado and
claim that the history of its devastation deserves attention. Based on
this, our aim is to understand, clarify and discuss what sensations,
perceptions and feelings were evoked during an aesthetic experience
in the Cerrado, adopting a hermeneutic phenomenological approach.
Interviews conducted with 17 people showed that sensations,
perceptions, emotions and feelings are non-linear and reciprocal
processes, in constant movement and include, as a whole, what we call
an aesthetic experience in the Cerrado. The importance of other
aspects such as mystery, time and the difficulty of understanding
one’s feelings and representing them in environmental education
processes were also considered in this analysis.

Keywords: hermeneutic phenomenology, Brazilian savanna
(Cerrado), experience, aesthetics.

1. Introduction

Despite the fact that we recognise the aesthetic dimension as being fundamental for
environmental education (Carvalho, 2006), research indicates that this issue has not
been well discussed in terms of educational practice (Bonotto 2008; Carr 2004; lared
and Oliveira 2012; Marpica 2008; Lacin Simgek 2011; Valenti 2010). Iared and
Oliveira (2013) conducted a survey using the keywords “environmental education” and
"aesthetics”. From1997 to 2011, they identified that out of the 20 listed academic
studies (Master’s and Doctorates) that they investigated, 11 cited and placed value on
the aesthetic dimension of environmental education, however only 9 focused on
aesthetics for research purposes.

According to Quintas (1993), ecological crises can also be considered as crises
of aesthetic values and, in accordance, we accept the idea that environmental
degradation requires not only scientific and technical measures to find solutions. The
complexity of environmental issues requires reorientation of our being-in-the-world
(Heidegger 1962), which among other approaches, can be understood in the
environment of corporeal turn discussed by different authors (Payne and Wattchow
2009; Sheets-Johnstone 2009).

Tension between modernity and post-modernity is fundamental in the field of
environmental education. Payne (1999) and Sauvé (1999) consider that there are
challenges, limitations and potential within the post-modern paradigm. The post-
modern view disputes rationality and scientific knowledge as a basis of our society and
considers other ways of being in the world such as emotion, as well as sensitive,
aesthetic and artistic issues. Rationalistic systematization prevents sensitive perception
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in the world. The utilitaristic, anthropocentric, pragmatic view legitimizes the
understanding that the world was created for the enjoyment of human beings and there
is a need to rediscover our instinctive, affective and creative nature so that we can
reacquaint ourselves with the world of which we are part of. According to Tavares,
Branddo and Schmidt (2009), a watchful eye is required in the careful sense of the
world, with feelings towards the invisible behind the glaring visibility which presents
itself to us.

The Cerrado is the second largest Brazilian biome, known for being an
environment that reaches high temperatures and adapted to fire, but considered a
hotspot, with a remaining area of 20% of the original vegetation. Although home to a
rich biodiversity and being an area of recharge for the Aquifero Guarani, the Cerrado is
being deforested at a faster rate than the Amazon rainforest. Some authors (Alho and
Martins 1995; Duarte and Theodoro 2002; Klink and Machado 2005) claim that the
history of exploiting the Cerrado is of great concern. According to Bizerril (2001, 2003,
2004), the Cerrado’s biodiversity is rarely addressed in the Brazilian school curriculum,
which reflects and is reflected in the low aesthetic value placed on this type of
vegetation. In the literature, many studies concerning educational activities of this
biome can be found, precisely with the objective of providing experiences in these
natural areas (Benites and Mamede 2012; Cazoto and Tozoni-Reis 2008). Based on
these concerns, in this study, the aim is to understand what the nature of the aesthetic
experience is in the Cerrado. Therefore, we believe to be contributing to the axiological
dimension of educational and research practice in environmental education.

2. The aesthetic experience in environmental education
The word aesthetic comes from the Geek aisthésis and one of its meanings lies in the
concept of experiencing the world within as inspiration and as enchantment using our
senses (touch, smell, taste, sight, hearing). According to Duarte Janior (2000),
historically the aesthetic dimension was confined to the sphere of fine arts. Pareyson
(2001) and Langer (2006) discuss the broad connotation of the term aesthetic in today’s
world, and point out that given such multiplicity, and sometimes confusion of concepts,
it is fitting to define a specific meaning. We assume, here, that aesthetic experience is
this perception of the world having our whole body immersed in the environment,
making reference to the embodied body of Merleau-Ponty (1962). Following this
perspective, there are authors who perceive aesthetics as a field of interdisciplinary
research: Gallagher (2005), Shusterman (2008) and Sullivan (2001) are against the
dualism between mind and body, and Shusterman (2008) uses the term somaesthetics as
a definition. This concept of our body in the world matches the corporeal turn (Payne
and Wattchow 2009; Sheets-Johnstone 2009) philosophical movement in which we
have a visceral connection with the world and, more than an interaction, there is a
constant transition (Sullivan 2001) between the human world (individual, social,
political and cultural), non-human beings and other non-living presences in the world.
The perceptive field of a new investigative, sensitive and critical outlook evokes
the discovery of the world, or new ways of learning and grasping the world (Freire
1994). According to Quintas (1993), the aesthetic experience fosters links, unifies the
I/world relation and, consequently, the distinct world, hitherto distant, becomes distinct-
intimate. Furthermore, in this journey an autonomous creative activity is given to the
individual, who captures the relational aspect of reality to give it a sensitive
configuration. Duarte Junior (2009) argues that the aesthetic experience depends on



97

learning and it is, precisely for this reason that there is a need to talk about aesthetic
education. According to the author, we should become familiar with the world of our
feelings and become more aware of subtleties in our inner life.

This brings us to one of the most challenging tasks in environmental education,
which is to redirect humans to their creative freedom and overcome a perception of the
purely rational world (Marin 2006). According to Tavares, Branddo, and Schmidt
(2009), this task is exciting and can motivate creative abilities and dialogues inherent to
the subject with the aim of providing a sensitive view of the world, moving away from
the Cartesian perception, hegemonic nowadays, and making us reflect on other
possibilities of being in the world with others and acting ethically and politically.

The contribution of the phenomenological-hermeneutic perspective to
environmental education research (lared, Di Tullio, and Oliveira 2012) and
understanding of aesthetics, ethics and politics (Payne 2013) has already been
discussed. Contributions from Gadamer’s hermeneutics resignify the phenomenological
investigation by interpreting meanings which guide and reorientate existence (van
Manen 1990). According to Quintas (1993), hermeneutics clarifies the understanding of
the aesthetic experience based on the concept of games, proposed by Gadamer (1987,
2004), explained later.

To understand how this process happens, we support the idea of understanding
beforehand and becoming aware', based on Freirean pedagogy (Freire 1994).
Hermeneutics brings the perspective to interpreting, producing meaning and making it
impossible to separate the subject from the world. Hermeneutics studies the
understanding of human experience in the world, which is already interpreted (Hermann
2002). We consider this especially important when we address environmental
education as we are talking about human beings’ relations with the environment. Marin
and Lima (2009) and Payne (2003) claim that experiences (in nature) are at a pre-
reflective level and this should be recognised in an interpretative investigation in which
we attempt to understand human beings’ relations with nature. In order to understand
the essence of lived experience, we should have an intimate dialogue, which enables us
to have spaces where we can relate to the participants of the research (van Manen 1990).

3. Data Collection

Data was collected using the narrative research method. In this method, people’s
experiences in a given space and time are considered to search for meanings that help us
understand our lived experiences (Bruner 2001; Hart 2002). The assumption being that
the experiences are related to a broader life context and the narrative thought would be a
way of systematizing and reflecting on it.

Regarding the public participating in this study, we looked for people who had a
history of involvement with the Cerrado, which does not refer to specific experiences in
the environment in question, but rather to an affective memory and a strong bond.
Hence, the term in the plural - "experiences" - in the title of the article as the
participants have experienced various opportunities in the Cerrado. As mentioned
before, we opted for this type of vegetation due to its history of devastation in Brazil
and for being part of a territory of the Cerrado. Considering this profile of involvement

) the book Pedagogy of Hope, Freire (1994) says that no-one instills awareness in anyone. We all have
awareness which is directed at something. What the learning process allows is self-awareness, one
becoming aware.
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with the Cerrado, four different groups were invited to participate in the research: the
Research and Study Group in Environmental Education/Federal University of S&o
Carlos - UFSCar (Gepea); the Environmental Education and Leisure Project/UFSCar
(Pedal); Ecovillage Tiba of Sdo Carlos and a group of monitors from the Scientific and
Cultural Divulgation Centre (CDCC)/ University of S&o Paulo-USP. The Gepea is made
up of lecturers, undergraduates, postgraduates and people interested in reflecting on and
discussing environmental education from a research point of view. Pedal is a group of
cyclists, who go for bike rides through the countryside. They visit forests, waterfalls,
beaches and trails as an alternative to enjoying a leisure activity not associated to
consuming products. Ecovillage Tiba of Sdo Carlos is a group of people who are
interested in living in a place which provides more opportunities to have contact with
nature. Due to this, they look for shared management as a way of organizing the group.
The monitors from CDCC receive scholarships or are volunteers, and they are also
guides for visitors in some places in Sdo Carlos. One of these visits is to the Cerrado at
UFSCar. Part of the data from these interviews was presented in another study, in
which we analysed the different strategies and experiences that contribute to forming
aesthetic and ethical values related to the Cerrado. In this article, we focus on the
participants’ perceptions.

By using semi-structured interviews, our aim was to understand which emotions
and feelings are experienced in the Cerrado based on the following questions: which
aspects call attention in this type of vegetation? Which perceptions does the Cerrado
evoke in us? Which feelings and emotions are aroused? Which experiences were and
continue to be pleasant and why? The invitations and interviews took place from June
to December, 2012. Thirteen people from Gepea, two from Pedal, one from Ecovillage
Tiba and one monitor from CDCC accepted to take part in the research, making a total
of seventeen interviews which lasted around 40 minutes. As we used a hermeneutic and
Freirean approach as a basis, we understand that the data interpretation appears in the
dialogue between the researcher and the participants of the research. Taking this into
account, we followed some steps which we found to be coherent with the
methodological theoretical framework adopted. First of all, we returned the interview
transcripts to those involved in the research, allowing them to make any corrections to
the text, changing, taking things out and even adding situations, opinions, and
information which was considered important. We systematized the interviews
approximating parts of the text (words and phrases), which were repeated in expressions
that represented them. This was organized into tables, which were returned to the
interviewees for them to discuss if our interpretation of experience was coherent with
what they felt and experienced. Our concern was to create moments of reflection that
transcend the interview, which is characterized by relating an experience in a short
conversation and often does not reflect all the ideas, memories and opinions of the
participants (Rollemberg 2013). Considering this, once more, the interviewee could
analyse the systematization, complement it and even change what was talked about.
After this step, we reorganized the systematization and data analysis based on this
interpretation, which we consider more dialogic and, therefore, consistent with the
methodological theoretical framework adopted. However, we assume here the limits of
representing this technique — the non-representational theory by Thrift (2008) as all the
ways of representing this experience are limited and the interviews are understood as
opportunities and moments of co-constructing between the researcher and participant,
and not as an extraction of truths or facts (Rollemberg 2013).



99

4. Data Analysis

The profile of the interviewees is homogeneous with respect to their university
education as they have done or are still in contact with the universities, or have done
something that is compatible with groups we invited. The participants were all middle
class, there were 11 women, 6 men and 3 foreigners, but resident in Sdo Carlos, SP.
Out of the 17 people interviewed, 10 were Biologists, 2 were Ecologists, 2 were
Physical Educators, 1 was an Architect, 1 was a Geneticist and 1 was from the
computational area.

In this study, we opted to focus on interpreting the aesthetic experiences of the
Cerrado. Therefore, we systematized the interviews and, based on this we set out to
understand which perceptions are aroused in the Cerrado and how they are related
during the aesthetic experiences. We listed aspects that were expressed during the
interviews'?, which are not presented according to levels of importance or the number of
notes:

-perception of the Other and totality;
-powerful,

-exuberant;

-diversity of animals and flowers;
-colours of the Cerrado;

-surprising;

-the sky of the Cerrado;

-low, twisted, sparse trees;

-lovely and beautiful;

-sounds of the Cerrado;

-the sun, heat and wind of the Cerrado;
-smells of the Cerrado;

-fear and mystery;

-fire in the Cerrado;

-admiration; respect;

-pleasant;

-freedom;

-love.

As we understand it, all the aspects are connected, in a dynamic movement,
equally contributing to aesthetic experiences. Our interpretation resulted in Figure 1,
which illustrates how aesthetic experiences occur in the Cerrado and was based on
collected data. The mesh shape represents the aspects which are constantly moving and make
up the mosaic of relationships. Furthermore, this figure is a challenge in terms of
representing the complexity of the given phenomenon.

“The words that refer to these elements appear in bold in the transcripts in the interviews presented in
the article.
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Figure 02: Aesthetic experiences in the Cerrado. Author: Edna Kunieda who kindly drew the
image for this study.

We believe that understanding sensitive knowledge is "back to the things
themselves” coined by Husserl. Taking this into account, we agree with the
philosophical concept of Merleau-Ponty (1962) and other phenomenologists (Chaui
1988; Dufrenne 2002; Payne 2003) that the perception of things and of the other is
concerned with the ontology of the sensitive, i.e. we take the sensitive as a pre-reflective
area, which refers to a level of experience of the individual that is prior to language. It
does not begin and does not end with language, but is sensitive and reflects our
involvement with the world. Said in another way, the body knows the world before we
can conceptualize it. Distinguishing smells, tastes, sounds and textures are things we do
which do not require elaborate abstract thoughts or symbolic and cerebral knowledge
(Duarte Janior 2000). However, something should be pointed out here: feelings are not
pure impressions. According to Merleau-Ponty (1962), we learn with the senses, but
this with does not have a physiological or instrumental connotation. The with, in this
case, refers to feeling attributing meaning. The senses are not separate from affection,
as we are trapped in the world and we do not detach ourselves from it to become aware
of the world.
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In the Cartesian concept, there is a dichotomy between the subject and object,
thus the subject is the spectator distanced from the object, establishing a relation of
exteriority. Merleau-Ponty (1962), Dufrenne (2002), Gadamer (1987, 2004) and
Quintas (1993) refute this perspective when considering intertwining between the
subject and the world. In this concept, we experience the world in its inexhaustibility,
assuming that everything that exists is sensitive and capable of evoking perception in
us. Considering this, we placed the Cerrado as being sensitive at the centre of the
aesthetic experiences. Therefore, the aspects cited by the participants were understood
as singular in this type of vegetation, which leads us to believe that, while experiencing
these particularities, we are in the Cerrado. In the interview transcripts: E2, E8 and E9
and E12, we highlight the aspects that were cited:

The sky was amazing. Another vivid memory | have is of the Cerrado sky in Brasilia on the
plateau. It was fantastic! The sunset turned green in the sky! (E2)

The sun shines on our backs. You are always walking on flat land, then you find a... riparian
forest. You have that wonderful contrast, the water is marvellous, it is 30 times more wonderful
because of the scorching sun. You can see there are plants, those thick leaves. Those
adaptations [to the fire]... I think it’s wonderful! (ES)

It’s something | like, the sensation of the wind. It's not the wind from the forest, but it's a
“green wind . There is a Cerrado here in Sdo Carlos, where the wind is always blowing... Even
when it’s been kind of dry, you can feel that the wind has been around that twisted green before
blowing in our face. And the Cerrado is full of life, closing your eyes for a minute, it always
comes together, with that sound of something scratching, the sound of a bird. (E9)

And the other is the sight of the flowers. It [the Cerrado] has a more greyish vegetation, a
colour that’s darker, more woody. And then you see the purple of a flower, the yellow, a white.
So, | think that this sensation of colours is really strong. (E12).

These reports are related to the reference that Merleau-Ponty (1962) makes to
the Maoris (1962) (indigineous people from New Zealand) who identified more than
3,000 colours. They attributed different colours to objects and different structures as a
colour is always a colour of an object. The author claims that the sensitive is not
subjective, the sensitive inhabits the subject and the world, referring to something else
apart from itself. According to him, objects are sensitive and dense, they have colour,
volume, thickness, texture, taste, sound and relate to other meanings, with a sense which
is inherent. In this concept, "a colour is not a thing, it is not a coloured atom nor a light
wavelength (...). Each red is a world and there is a world of red between colours" (Chaui
1988, 58).

In other words, we consider that our perceptions are based on the relationships
that we have with the world and not on pure qualities. According to Merleau-Ponty
(1962), the sensitive has a role of knowledge in the world that we are, based on
relationships between ourselves and the intrinsic character of the observed object. The
phenomenological perspective unifies sensitive and intelligible, and therefore the
perception is born from the encounter of the subject with the world. According to the
author, when being perceptive, we use the whole body and when we experience the
world cohesively, we go through an aesthetic experience. In aesthetic enjoyment, we
have an intersensorial experience whereby everything we have learnt is combined and is
interchangeable. Abram (1996) gives examples of civilizations where the concept of
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synaesthetic is and has been fully experienced. In the phenomenological concept, this
interaction takes place at the pre-reflective level, where there is no dichotomy between
the sensitive and the intelligible, between body and mind. It is direct, body knowledge
which allows intellectual and reflective processes.

Some of those interviewed see the Cerrado as landscape which refers to the
breadth of the horizons, while others hold on to other details, such as the shapes of the
trees and the adaptations to fire. Regardless of which characteristics were cited, all the
participants refer to the Cerrado as beautiful, stunning and powerful, as we can see in
the following transcripts:

It is definitely a landscape that | like. | think it"s beautiful, I think it’s beautiful to look at, even
those trees which are not very tall. That thing that you can reach, that you keep looking at from
a distance. You see it a bit spread out, | think it’s really beautiful. (E2)

The hills around, the valleys, all the vegetation. And that light, you know? The breadth of the
horizons, the exuberance of the vegetation. The richness of insects, you know, and the birds first
and foremost. Because after that we discovered other animals, mammals, snakes and this and
that, right? But you know, a lot... there was a lot of movement, you know, in the air. (E4)

You know that part of the Cherry tree from Rio Grande that we were talking about, that we
showed in the Cerrado? (...) And whenever | think, | remember the Cerrado, | think...(...) why
there, 1 don’t know, you see the Cerrado from far, right? So it kind of looked like a frame, a
picture. (...) So, you looked at that open landscape, sunnier. (...) My image is of the beautiful
Cerrado on a sunny day. (E10)

Actually, it’s the vegetation that | most like. That thing of being... To see beauty in a load of
twisted and rough trees [laughs]. (...)And then, it was another thing that really stood out, this
strength, this vigour that the Cerrado has to be born again with this type of event [fire], right?
(E12)

According to Quintas (1993), the expressive power of aesthetic experiences lies
in the excitement of discovering unity in the midst of a multitude of elements, while the
manifestations of nature are marked by a sign of contrast and in additional diversity.
This relationship unity/variety is potentially a generator of beauty. When talking about
beauty in the Cerrado, some narratives showed the need to understand this environment,
some even reporting on the Cerrado having a "hidden beauty":

So, when you start getting to know the Cerrado, it’s so beautiful, you take your hat off to it. (...)
you start getting to know the Cerrado and understand that there are differences within the
Cerrado, you start falling in love with, with, | mean, so much beauty and functionality in the
Cerrado. (E5)

And there are small details, | focus on details, you looking up close is something so beautiful.
The furry leaves. Because, you know, it’s not obvious beauty. It's not something you look at
and think it’s beautiful. When you look a little more carefully, you see. You have to pay
attention so you can see all the beauty of the Cerrado. (E13)

This looking more carefully is related to time in the aesthetic experience. It is
looking that requires us to be willing to notice and this is against the grain of a society
which dominates what is immediate. Payne and Wattchow (2009) carried out research
with some undergraduate students using what they call slow pedagogy, whereby
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temporality is a core aspect of experience, making it possible to explore different body
and visceral connections in the world, which refers us to the corporeal turn discussed
by these authors. Gadamer (1987) also puts forward two aspects in this analysis: being
open to aesthetic experience and time. The philosopher argues that the aesthetic
experience requires us to learn to stop ourselves, or in other words, it is about a specific
way of taking our time over it. Gadamer (2004) uses a metaphor about a game and
work of art as being analogous to our own experience of understanding.  The
experience of art requires launching into the game, where we, the spectators are part of
the game just as we are part of the world of our experience. We do not control the
game and, nor do we control the world. Agreeing with this view, we consider that the
aesthetic experience provides contact with the non-human world (perception of the
Other), while bringing perception of totality. Dufrenne (2002) considers this to be a
paradox because nature is only expressive and only resembles man when inhuman.
These two extracts from interview E11 illustrate this aspect:

To experience nature. To experience contact with... With the non-human world, let’s say. (...)
freedom. | remember us lying down in a more open area there in the Cerrado gazing at the
stars, we stayed for hours. It’s really interesting. And it was good that we saw... We saw a
maned wolf once. (E11)

...tranquility, peace, freedom. Feeling this breeze on your skin, feeling that you are also part of
all this, right? It’s not an isolated thing, you're integrated. | don’t know, it could be in other
places, but in the Cerrado we felt it, I felt it. (E11)

For all its "hidden" diversity, the adaptations to fire, the twisted trunks and dry
environment, the Cerrado is considered a surprising landscape for E4. Dufrenne (2002)
claims that when face to face with the natural spectacle, we get caught up in the
unpredictability of nature and this leads to admiration, emotion, as E4 and E14 describe:

Nature, the landscape was something that, like, had an impact, you know. So, like, the light.
The green, | don’t know if it’s because of the brightness, something stood out, right? (...) It
makes you feel like you“re in the middle of something very powerful.(E4)

The experience of you walking, cycling, whatever, in the middle of the Cerrado (...)And
suddenly, going to that environment where nature, where the trees are relatively tall and are
closed in and the sudden appearance of water... There’s such an incredible difference in
temperature between being inside that environment and outside the environment. (E14)

According to Merleau-Ponty (1962), perception is communication and
communion. The subject and object are unified in a symbiosis because the intersensorial
experience fills the object of humanity. Adding to this, Dufrenne (2002) claims that the
subject is only entirely present in the object when sensitivity is raised to feeling. We
identify that fear and mystery are aspects that can appear during aesthetic experiences.
This is particularly challenging for environmental education as we have to take care so
that fear and mystery are transformed into admiration and respect and not into repulsion
and aversion. The E8 interviewee relates her experience considering this:

We were walking and the pool of water was a mystery. That thing of mystery and wishing you
could be inside it. And we were walking and there was a story that an anaconda lived there. It
was... | don"t know, like, something out of Indiana Jones, right? [laughs] To go inside, to get to
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know it. It was a challenge in nature, right? It wasn’t just a place to relax, it was a challenge!
(...) But I see, for example, my sister and brother, who also went through this with me, they
really weren’t like that! [laughs] So, | don’t know where that comes from. For example, my
sister, she’s really scared, really scared of everything that’s natural. (E8)

In two studies carried out in Brazil, Valenti (2014) and Hofstatter (2013)
identified this conflicting topic of fear and myths related to pumas and jaguars and
emphasized that we must think cautiously about the subject and move towards an
environmental education that demystifies rejection and rescues intrinsic values of
biodiversity, considering the historicity, the psychosocial and economic aspects of the
place.

Dufrenne (2002) and Quintas (1993) list the sublime as the pinnacle of aesthetic
perception. According to the authors, when an event or reality is presented in all its
greatness, we feel profound admiration and respect, even being completely amazed by
the aesthetic experience, which is considered sublime. This perception of the sublime
also happens in situations where there is fear and apprehension, when the threat gives
way to greatness, or in other words, to penetrate into the sublime atmosphere, terror
needs to give rise to serene and lucid wonder. This wonder only takes place if the highly
valuable contemplation does not evoke resentment in the soul, but rather gratefulness
(Quintas 1993). Despite agreeing with the authors about the possibility of threat being
seen as admiration, we disagree with the hierarchical aesthetic categories, which we will
return to later.

According to Brooks, Wallace, and Williams (2006), visitors to the Rocky
Mountain National Park in Colorado (USA) reported that challenging, apprehensive,
stressful and scary experiences are also important to identify with the place. In an
article about the book "Lord of the Rings”, Morgan (2010), as a strategy in
environmental education, criticizes the line of research called significant life experience
(Chawla, 1998) as it focuses on positive experiences. The author argues that experiences
of fear and mystery are our link to the environment. The E6 and E10 participants relate
that these experiences mainly took place at night, an important aspect when analysing
the time to do activities in the Cerrado:

I was a bit scared because you didn"t know what was happening there. And you heard the
animals. And then there’s the issue, like, you don"t have the light from the city. You could see
the sky! See stars. It's another sensation! Because in the dark, like, you start getting in touch
with other senses. (E6)

I think it’s different, walking in a darker environment. We went with a torch, that thing of
surprise “what will we find further on?” (E10)

Although none of the interviewees mentioned the term “sublime”, some reports
talked about this loving feeling, profound admiration and respect for the greatness and
exuberance of the Cerrado. Some participants found it difficult to express what they
were feeling:

[The Cerrado] It's something that takes over! It takes over your senses and takes over
everything. (E4)
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Oh, because it’s beautiful!!! [laughs] Because it’s the vegetation | like most [laughs]. Because |
love walking in the Cerrado, | love seeing the colours of the Cerrado, smelling the Cerrado.
So, that’s it. It evokes connections, emotional channels. (E12)

Oh... [silence]... Because it deserves to be defended. Because | don’t agree with arguments of
“oh, let’s defend why there are medicinal plants”. Let’s defend, why, I don’t know, how
someone defends their house or defends someone’s life. Because it’s there, it deserves it. It
doesn’t deserve to be destroyed, you see? It deserves to be protected, you know? It’s something
more internal, | don’t know. Oh, such difficult questions [laughs]. (E13)

In an investigation about different ways of learning, Payne (2005) compares two
ways of experiencing a beach: the artistic and scientific. Firstly, the participant studied
the beach according to physical-chemical parameters. Returning to the same point, some
time afterwards, she had an immersion experience and represented the experience she
went through by other ways of expression (drawing, dance, music). The participant, as
many of those interviewed in this study, found it difficult to put into words what she
felt, saying that the first type of investigation had been easier. Payne (2005) discusses
the limitations that we, researchers have, in representing the results from our
investigations. Considering this, the non-representational theory (Thrift 2008) raises
important arguments that research has limitations both concerning accessibility of data,
as well as the way to represent it. The difficulty of expressing oneself was recurrent
during this investigation and made us reflect on the fact that getting in touch with
feelings and emotions and representing them are challenges to be discussed at length in
qualitative research.

Another feeling that the interviews show is how pleasant the Cerrado is. Being
in this environment brings peace and tranquillity. According to Quintas (1993), the
pleasantness has a connection to the beauty and is a feeling that has a very low place on
the scale of values. For the author, the aesthetic categories are hierarchical, and the
highest is the sublime. We, on the other hand, disagree with this organisation because
we think that all feelings are equally important in the aesthetic experience. The
following extracts illustrate this discussion:

It’s good, because it’s calm. Because it's a more tranquil place. It's different from the usual.
(...) It's... | really remember, like, the smells, also, there’s a different smell from the city. A
smell of the forest. At night, the smell changes, I think. And you discover things, learn things.
(E16)

When we arrived, it looked like an abyss, full of green, of the Cerrado, of life, some rocks. Like,
1 sat down for two hours. And that was really powerful, it really touched me, I said “this is
really beautiful! It’s very important... | don’t know, loads of animals live there, loads of plants
are there. This is really important because look what I'm feeling right now looking at all of
this!”. And I don't know... (...) it was peaceful! There was silence, like, | heard a waterfall in
the background. (...) And then, when | saw that, | was so emotional that I said (...) “my God,
how beautiful/”. (E17)

Bai (2004) argues that, although aesthetic enjoyment evokes attention, we are
not physically tired. On the contrary, we feel revitalized. These feelings of peace and
tranquility, described by E16 and E17, are in line with the uplifting of the spirit cited by
the author. Another aspect identified in these extracts is shown here:: sound. According
to Ingold (2011), sound is not an object of our perception, it is not mental and not
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material, but a phenomena of experience, or in other words, of our immersion and
mixture with the world in which we find ourselves. Fisher (1998), while defending that
sounds of nature provide aesthetic enjoyment, says that the silence in nature is the
human absence which enables us to hear the wind, birds, insects and water. Winklen
(2002) also questions the appreciation of the visual aspect in the aesthetic experience
and attempts to describe other ways of perceiving nature. Based on this, we observe
how important it is for us to promote experiences which make this immersion in the
Cerrado possible, being concerned about different ways of being enchanted with the
world.

In this study, we agree with Ingold (2011) when he claims that we are so mixed
in the world that we form a meshwork instead of a network. The author says that the
term network refers to the concept of elements and connections of a matrix, while mesh
focuses on relations and processes of matrix formation: “things are their relations”
(Ingold 2011, 70). It is in this way that we observe the aspects in this investigation,
which are reciprocal processes, non-linear, in constant movement and form, as a whole,
the aesthetic experiences in the Cerrado. Based on Ingold (2011), Carvalho (2014)
argues that living in the world is joining together with the education process and
permanently transforming live, human and non-human things.

5. Final Considerations

The image shown in Figure 1 is an attempt to understand how aesthetic experiences
occur in the Cerrado. From the interviews, we observed that the Cerrado is sensitive
and the aspects are in constant flow and do not have quantitative or qualitative
gradation. We are not proposing categories as Dufrenne (2002) and Quintas (1993) do,
nor a hierarchy between the elements which emerged in the interviews. We observed
that all the processes are a mosaic and contribute equally to the aesthetic experience,
providing an intrinsic connection with the Cerrado. We hear the sounds, we are aware of
the smells and we observe the twisted trees of the Cerrado, while being enchanted and
surprised. The mystery of the Cerrado and the adaptations to fire can become sublime in
the same way that the scorching sun and the wind on our face bring us peace and
tranquility. The beauty causes admiration, admiration that makes us search for
explanations about the power and mystery of beauty so that there is constant movement
among everything that is observed.

One aspect that came up in this study and relevant to environmental education
practice is the feeling of fear as a challenge and curiosity, and not as a threat.
Educational mediation in this process is fundamental so that this feeling is transformed
into admiration and respect in the face of power and the exuberance of nature. It is our
task, as environmental educators, to develop activities and ways of communicating in
which investigations, curiosity and what demystifies common sense are present.
Therefore, mystery and the unknown, and even the tragic, become sublime (Dufrenne
2002). These aesthetic experiences must require our attention, imagination, creativity,
but above all, admiration and respect.

The temporal aspect was identified as relevant to having an aesthetic experience.
We need to reflect on: what logic and/or model are we practicing? Which curriculum
are we proposing? Which content are we prioritizing? How do we face these
challenges? This study made us realise how many details, such as the colour of a flower,
the furry feel of a leaf and the texture of a trunk are observed and mean feelings. We
attribute sense to the sensitive and we link this to nature. However, we must assume that
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strategies to experience them intentionally are central issues in environmental
education.

Finally, we reflect on the theoretical-methodological limitation of this study and
the possibilities of research in environmental education. The difficulty in understanding,
expressing and representing feelings, emotions and affective ties accompanied us while
collecting and analysing the data and we recognise the challenge of research in relation
to what we can “get to know” and “reveal”, according to Thrift’s non-representational
theory (2008), leading us to look for alternative theories which face this challenge. We
consider that the investigation answered some questions and proposed objectives, but
other perspectives could broaden the understanding of the phenomenon studied.
Carvalho (2014) and Payne (2013) comment on broadening the phenomenological
perspective in environmental education, discussing the contribution of some research in
anthropology which has been studied using sensory ethnography (Pink 2009) and
walking etnography (Ingold and Vergunst 2008) to investigate aesthetic experiences in
nature. We believe that by asking these questions, we continue to look for ways, and
research methodologies which allow us to advance in environmental education research.
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