DOCUMENT RESUME

ED 385 423 : RC 020 223
AUTHOR Warren, Karen, Ed.; And Others
TITLE The Theory of Experientia! Education. A Collection of

Articles Addressing the Historical, Philogophical,
Social, and Psychological Foundations of Experiential
Education. Third Edition.

INSTITUTION Association for Experiential Education, Boulder, Cu.
REPORT NO ISBN~0-7872-0262~2

PUB DATE 95

NOTE 469p.; For companion volume on the practice of

experiential education in schools and higher
education, see RC 020 188.
AVAILABLE FROM KRendall/Hunt Publishing Co., 4050 Westmark Drive,

Dubuque, IA 52004-1840 ($38.95; $30 to AEE :
members) .

PUB TYPE Books (010) -- Collected Works - General (020)

EDRS PRICE MFO1/PC19 Plus Postage.

DESCRIPTORS *Adventure Education; Cultural Flurzlism; Educational

History; *Educational Philosophy; Educational
Psychology; Educational Strategies; *Educational
Theories; Elementary Secondary Education; Ethics;
*Experiential Learning; *Foundations of Education;

Higher Education; Social Problems; *Theory Practice
Relationship

ABSTRACT

This anthology is a compilation of 46 articles on the
foundations of experiential education, previously published in the
"Journal of Experiential Education." Section I covers philosophical
foundations of experiential education, definitions, objectives,
influences of John Dewey and Kurt Hahn, and the role of spirituality
in the wilderness adventure experience. Section II examines
historical foundations, including a history of the Association for
Experiential Education, a profile of Kurt Hahn, change and continuity
as exemplified by a case study of Gitward Bound, and cultural
considsrations in expeiientially~based educational reform, Section
III addresses psychological perspectives and issues, including the
appropriate mix of experiential learning and information
assimilation, the transfer of learning in adventure education,
internalization of learning, a Piagetian rationale for experiential
education, the spiritual core of experiential education, and teaching
for psychological maturity and adult effectiveness. Section I¥, on
social foundations, discusses racism; the contribution of cultural
diversity to positive group experiences; a Native American
perspective on "borrowing" activities from ancther culture; use of
gender—-free language; a male perspective on feminist theory; sharing
lesbian, gay, and bisexual life experiences; and service learning in
Native communities. Section V, on theory and practice, examines the
essence of experiential education, the student-directed college
classroom as a model for teaching experiential education theory, the
design of intellectual experience, empowerment through education, a
group development mode! for adventure education, and a stage theory
approach to linking theory and practice for college student interns.
Section VI discusses ethical issues -elated to justifying the risk of
adventure activities to others, connecting ethics and group
readership, ethics and experiential education as professional -
practice, moral development, and environmental values. Section VII
reviews research on experiential education, adventure education, and
outdoor leadership training. Section VIII includes nine speeches and

1 opinion pieces. A combined bibliography contains over 200 references.
[]{Iﬂ:( Includes author profiles and an index of original publication dates.
b (sv)




OfEXPEREENTIAL B

. EDUCATION ‘%.;’
- |

- -

A

' "PERMISSION TO REPRODUCE THIS

f . o
Pl - P /)
4 . ~r” 4 MATERIAL HAS BEEN GRANTED BY

mont do not Mcom iy reor ou t oficiat NGNS
OER! position of pohcy

- U.S. DEPARTMENT OF EDUCATION
~  Office of Educational Researc ch and improvement
T 2§ EDUCATIONAL RESOURCES INFORMATION
,a’rns documeni has been reproduced as
recewved from the person or organization
B O Minor changes have been made 1o improve
reproduction qualily

CENTER (ERIC)
[}
. x‘ onqinating it

SN TO THE EDUCATIONAL RESOURCES
SO INFORMATION CENTER (ERIC).”

| - A coliection ¢ 1‘tti\é'léll
addressmff the hzstomca”l hﬂumphlcal N
| somal and psycholoomal foun<ations of |

I _' &
. 3

Ehpementla} Educ tm:z

BEST COPY AVAILABLE




— The Theory of
Experiential Education

Karen Warren
Mitchell Sakofs
Jasper S. Hunt, Jr.
Editors

i T

\ 4

Association for Experiential Education
2885 Aurora Avenue #28
Boulder, Colorado 80303

KENDALL/HUNT PUBLISHING COMPANY

4050 Woestmark Drive Dubuque, lowa 52004




Cover design by Mary Anne Pratt

Copyright ©1995 by the Association for Experiential Education

ISBN 0-7872-0262-2

All rights reserved. No part of this publication may be reproduced,
stored in a retrieval system, or transmitted, in any form or by any

means, electronic, mechanical, photocopying, recording, or otherwise,
without prior written permission of the copyright owner.

Printed in the United States of America
10987654321

O

ERIC

Aruitoxt provided by Eic:




-— Contents ——————

Intreduction by Editors

Section I: Philosophical Foundatiens

1 A Critical Look: The Philosophical Foundations of Experiential
Education = April Crosby

On Defining Experiential Education = Laura Joplin

Dewey’s Philosophical Method and Its Influence on His
Philosophy of Education & Jasper S. Hunt, Jr.

Kurt Hahn and the Aims of Education ® Thomas James
Wilderness as Healing Place ® John Miles

The Need for Something Different: Spirituality and Wilderness
Adventure » L. Allison Stringer and Leo H. McAvoy

W N

N U1

Section II: Historical Foundations

7 A History of AEE ® Dan Garvey
8 Sketch of a Moving Spirit: Kurt Hahn ®= Thomas Ja.es
9 Change and Continuity in Experiential Education:
A Case Study = Thomas James
10 Babies and Bath Water: Two Experiential Heresies
s Theodore F. Wichmann

Section III: Psychological Foundations

11 Experiential Learning and Information Assimilation:
Toward an Appropriate Mix » James S. Coleman

12 Programming the Transfer of Learning in Adventure
Education = Michael A. Gass

vit

23
33
45

75
85

97

109




13 Internalizing Learning: Beyond Experiential Education

» Larry Prochazka 143
14 Piaget — A Psychological Rationale for Experiential

Education = Mitchell Sakofs 149
15 The Spiritual Core of Experiential Education » F. Earle Fox 153
16 Teaching for Adult Effectiveness » Douglas Heath 161

Section I'V: Social Foundations

17 White Awareness and Our Responsibility to End Racism

m Karen Fox 175
18 Healthy Expressions of Diversity Lead to Positive Group

Experiences ® Denise Mitten 187
19 “Borrowing” Activities From Another Culture: A Native

American’s Perspective ® Gordon W. A. Oles 195
20 Snips and Snails and Puppy Dog Tails . . . The Use of Gender-

Free Language in Experiential Education » Deb Jordan " 201
21 Learning to Cross the Street: A Male Perspective on Feminist

Theory ®» Gary Rasberry 209
22 Sharing Lesbian, Gay, and Bisexual Life Experiences Face to

Face » Mary McClintock 219
23 In Our Own Words: Service Learning in Native Communities

» McClellan Hall 227

Section V: Theory and Practice

24 What is Experiential Education? ® Steve Chapman,

Pam McPhee, and Eill Proudman 235
25 The Student-Directed Classroom: A Model for Teaching

Experiential Education Theory ® Karen Warren 249
26 The Design of Intellectual Experience ® Donald L. Finkel

and Stephen Monk 259
27 When We Want to Empower as Well as Teach

» Lorraine Wilson 275
28 A Group Deveiopment Model for Adventure Education

» Pamela J. Kerr and Michael A. Gass 285

29 From Theory to Practice for College Student Interns:
A Stage Theory Approach » Dan Garvey and
Anna Catherine Vorsteg 297

o




Section VI:
30

31
32

33

34
35
36

37

38
39
40
41

42

43

44
45
46

Section VII:

Ethics

Justifying the Risk to Others: The Real Razor’s Edge

» Simon Priest and Rusty Baillie

Connecting Ethics and Group Leadership: A Case Study
= Kate Lehmann

Ethics and Experiential Education as Professional Practice
» Jasper S. Hunt, Jr.

Understanding Moral Development and Environmental Values

Through Experience » Almut Beringer

Research and Evaluation

Research in Expcriential Education: An Overvxew

» Alan Ewert

Anxiety and tne Outward Bound Process

® Charles E. Drebing, Scott Cabot Willis, and Brad Genet

The Effects of a« Wilderness Orientation Program on College

Students » Michael A. Gass

An International Survey of Outdoor Leadership Preparation

» Simon Priest

Section VIII: Speeches and Perspectives

Excerpts from the First Kurt Hahn Address ® Joe Nold
Education at Its Peak ® Jolene Unsoeld

Habits of the Heart = Robert S. MacArthur

Reflections on Living with Respect: The 1991 Kurt Hahn
Address » Dan Conrad

My Breakfast with André: A Discourse on the Intent of
Experiential Educators = Mitchell Sakofs and

David L. Burger

Using Experiential Principles to Encourage Reform: An
Interview with Peggy Walker Stevens = Joyce Hankey
Opinion: Opportunity and Adversity = Mitchell Sakofs
Adventure and Education ® Erik Leroy

The Risk of Freedom » Steve Simpson

References/Bibliography

Author Biographics
Index of original publication dates

L]

307

317

331

339

351

357

365

373

385
389
399

411

425

435
441
445
453

461
477
483




-

— Introduction —————

Experiential educators have a keen interest in thinking about why thev do what
they do. This thinking has manifested itself in a fairly recent publicatior, the Journal
of Experiential Education. Begun in the early 1970s, the Journal has been a steady
source for putting ideas before the emerging profession of experiential education.

With very few exceptions, the articles in the Journal have been written by
practitioners for practitioners. They have drawn on theoretical sources from
philosophy, psychology. theology, pclitical science, women'’s studies, minority
studies, religion, and anthropology. What is unique about much of this writing by
practitioners is the wide range of theoretical sources which have nurtured their
thinking and the applicability of theory for a deeper understanding of practice.

In the early 1980s, the Association for Experiential Education had the wisdom
and foresight to gather together some representative examples of writing which had
appeared in the Journal of Experiential Education, and to publish these articles in book
form. The result was the first edition of The Theory of Experiential Education, edited
by Mitchell Sakofs and Richard Kraft. The first edition consisted of exact facsimiles
of original articles glued together, with a book cover. That first edition provided a
much-needed service for many years, and filled a gap between practitioners of
experiential education and the world-at-large of education in general.

As the years have passed, it has become evident to many people that the theory
book needed to be improved and updated. For one thing, the Jou:rnal of Experiential
Education continued to be published, and a wide variety of articles and authors
began to appear. The field of experiential education also began to expand and grow,
with practitioners specializing in areas such as classroom teaching, psychological
counseling and therapy, corporate training and development, concerns of women
and people of color, physically and developmentally differently-abled programming,
etc. As the Journal and practitioners evolved and developed, the theory book stayed
as it was.

In this edition, we have had a twofold task before us. First, we have been very
aware of the strong history of the theory book, and we have sought to preserve that
written tradition as it emerged. There was some temptation to go back and improve
earlier articles in terms of writing style, grammar, and punctuation. We elected to
leave the original pieces as the various authors wrote them.
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Our other task was to select articles that would reflect the ever-expanding scope
of experiential education in various settings. We wanted the specialist to see a wider
scope of experiential education and we wanted the generalist to realize the varieties
of specialization.

Mainly, we have attempted to put together a book that will encourage readers
to think about why they are doing what they are doing. It has become a generally
accepted truth in experiential education: that one must always combine action with
reflection in order to have a full human experience. Thic book shows the reflection
side of the experience of experiential educators. Reflection, when written down,
becomes in some sense theory.

In addition, it seems appropriate that the book should look more like a
professional publication. Therefore, all articles have been re-keyed and the physical
layout of the book has been done with aesthetics and with readability for users in
mind.

It is a tough job to select articles when most of the articles ithat have appeared
in the Journal of Experiential Education over the years have been quite good and worth
reprinting. We have tried to achieve a balance of perspectives on experiential
éducation as it stands in 1994. This quest for balance necessitated the exclusion of
some very good articles because of space and financial constraints. Errors of selection
and omission lie with the editors, and in no way reflect on the writers in the Journal
of Experiential Education who have taken the risk of putting thoughts down on paper
for the public to read and judge. In many ways the very existence of this book is
predicated on those writers who took the time to reflect and theorize about the
practice of experiential education. To all of them we say, “thank you.”

Karen Warren

Instructor

Outdoor Program and Recreation Athletics
Hampshire College

Ambherst, Massachusetts, USA

Mitchell Sakofs

Director of Special Projects

Outward Bound National Headquarters
Garrison, New York, USA

Jasper Hunt

Professor

Experiential Education
Mankato State University
Mankato, Minnesota, USA
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—— A Critical Look: The Philosophical
Foundations of Experiential Education

April Croshy

I HAD PARTICIPATED IN EXPERIENTIAL LEARNING AS STUDENT AND AS TEACHER
numerous times, but I was not officially introduced to the concept or to its many
organized schools, camps, and activities until very recently. When I did become
aware, I approached it in the way consistent with my training—skeptically. I found
myself questioning all the assumptions and values of experiential education, and I
found myself, as some advocates of experiential education would say we all are,
unable to really look at it until I had put it into a context that means something to
me. In my case this context was philosophical, and I began to look at experiential
education as a philosophy of education that would include assumptions and value
judgments. I investigated experiential education as a philosophy of education in a
long line of such evolving philosophies, and I examined it in light of this line. I
found it has a very interesting place in line.

Before I go on, I must make some ideas clear. It is important to seé that a
philosophy of education, or a theory of education, is based on more general beliefs
than may appear in the theory. These are the preconceptions or underlying
assumptions of a theory, and until they are seen to be the basis of a theory, and
accepted, the theory is unfounded. Some are of the school of thought about
experiential education that it is activity, not theory, and second, that nothing should
be written about experiential education because it threatens its action orientation and
tends to rigidify it. But even if you only “do” experiential education, there are
presuppositions you are acting on. What I want to clarify here is that any theory (or
action) of education is based on more general theories of epistemology, and those in
turn are based on assumptions about metaphysics.

11




4  Theory of Experiential Education

Epistemology is, roughly, the study of how and what we know. It deals with such
questions as whether we know via our sense or our reason, or some combination of
the two, and whether we know objects of reason (like higher mathematics, for which
there is no action or experiential rcute) with more certainty than we may know
th.ngs which we learn through our senses. We might think this because information
we get from our senses is sometimes mistaken, as when an object in the far distance
appears small when in fact it is large. Epistemology is also concerned with the
objects of knowledge: can we know only things which we can tangibly experience,
like rocks and tables, or can we know that a non-tangible object, like love, or perhaps
God, exists? Some, of course, would say that we have equally reliable experience of
God as we do of tables, but for others, this claim raises the question of what do we
mean by “‘experience?” Epistemology is a field which examines many of the
underlying assumptions which may be made by people working in the field of
experiential education

Also, epistemology is concerned with such distinctions as that between “belief”
and “knowl dge.” Do we say we knew the world was flat but now we know it is
round? We might say we “know” the true things and “believe” the things which may
be proven false, or the things which aren’t available for proof, as some would say
of the existence of God. The point I am trying to make here is how epistemology, or
ideas about how we might learn about the world, is based on what we feel and think
to be the case about that world, and hence, it is based on metaphysics.

Metaphysics is, roughly, the study of the way the world is. Aristotle said it is the
study of things which don’t change, for the most part. It is investigation into what
is real; for instance, Why does time seem to speed up and slow down? The clock
measures objective time while we feel it pass subjectively. Which is real? Is there
objectivity at all? Should there be? Is it a handy concept for explaining things, or is
it a troublesome ideal which gets in the way? What are the organizing principles in
the world? Is history headed in a certain direction, toward a specific actualization
toward which we progress, as Christians believe we are headed toward the Kingdom
of God and Marxists believe we are headed toward a classless society? Or do we go
in cycles of reincarnation, as the Hindus say? Are all of these merely subjective
human constructs? Does the world change, or is the change an iilusion? Is there ever
noveity in the world? These are some of the issues in metaphysics, and clearly
theories about how and what we learn about the world would have to entail certain
things about that world itself. This is what I mean when I say that philosophy of
education, or any activity in the field of education, is based on an epistemology, and
therefore, on a metaphysic.

What I found when I did investigations about the philosophical underpinnings
of experiential education is that those assumptions underlying experiential education
are much more reliable than those underlying more traditional theories of education,
and I want to explain what I mean by that. One thing it implies is that students
educated according to these assumptions are better prepared to deal with the world

12




Philosophical Foundations 5

than are students educated according to traditional epistemologies. I must say one
more thing before going on, however: that is that I am aware that not all people who
do experiential education agree on what experiential education is, or what a
statement of its theory or values would be. What I mean by experiential education
is a very general belief: that learning will happen more effectively if the learner is
as involved as possitle, using as many of his faculties as possible, in the learning;
and that this involvement is maximized if the student has something that matters to
him at stake. How you get the learner to have something at stake is another issue,
and it is, I think, the most controversial question I've encountered in connection with
experiential education, but I'm not coricerned with it here. '

Back to the philosophical underpinnings of experiential education. I want to
cursorily review the history of the philosophy of education to show how I think
experiential education and some of its philosophical assumptions developed, and
why I think it iz epistemologically sound.

HISTORY

An early theory of education was illustrated by the Sophists, who were teachers
in ancient Greece. We think of them as flourishing prior to what we call the golden
age of classical Greece, though they were still extant then. These men charged fees
for their tutelage, and leading citizens of Athens would pay handsome sums to have
their sons taught by them. The teaching consisted primarily of reciting opinions on
profound subjects, and helping students to learn to recite these opinions equally
persuasively. Students learned answers to questions such as “What is virtue?”, “What
is piety?”, “What is the nature of the beautiful?”, and others. We can call this theory
the “pouring theory” of education, because the teachers had the learning which they
could pour into the students as if they were vessels. Once the students had the
learning, they too could recite definitions and theories on deep subjects.

We can see the epistemological and metaphysical assumptiui.s of this educational
practice even more easily if we look at another modern counterpoint: the way the
catechism is taught in very orthodox Roman Catholic church schools. There, children
are given books which pose questions and also give answers. The children learn to
recite the specified answers and are said to know their catechism. According to this,
we could know that God exists whether or not we have experienced Him, and we
know that He, the utmost Reality, does not change. That's why these answers need
not change, and why the method of teaching need not change. The children are
learning about an unchanging reality, and those who know can tell those who don't
yet know the truth about it. Because of the nature of thz object of knowledge, in this
case God (which is a metaphysical principle), the subjectivity of the learner is not
relevant. What is true of God is simply true of Him, not true for me but not for you,
or true in different ways.
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6  Theory of Experiential Education

The Sophists also thought that way about the objects of knowledge. Each knew
the final word about things which did not need debate. A curious thing is that the
Sophists disagreed among themselves, just as our religious leaders might also
disagree about what they think is absolute. A father sent his sons to the Sophist with
the most prestige, or to the Sophist who would make his son the most influential
orator, or, if he were a thinkixg father, to the Sophist with whom he agreed. In any
event, learners were the uninformed who could be filled up with knowledge as if it
were soup and one could get it all.

This model of education changed radically with the teacher Socrates (470-
399 B.C.) He taught by asking questions, not reciting answers, and he asked many
questions of the Sophists which they couldn’t answer because their opinions couldn’t
stand up under scrutiny. Socrates was asking about their underlying assumptions,
and they frequently got confused. They were not used to discussion.

As a teacher, Socrates made two major methodological changes from the
Sophists. First, he believed that the students had something to contribute to the
learning, and he elicited that; second, he believed that the process of becoming
educated was the important thing, rather than arriving at a final static state, and he
practiced that. He taught by beginning where the students were and leading them,
through discussion, to examine their own ideas. He taught that the educated person
was the one who questions all through life; that learning is a lifestyle, and this style
he called “tending the soul.” These beliefs and practices sound much closer to those
of experiential education than do those of the Sophists.

However, according to Plato, who recorded the conversations of Socrates, the
true goal of this search for kncwledge is knowledge of the Forms (or what we might
ca'i essences) and these were Objective Reality. According to Plato, dialectic
discussion is th2 epistemological tool by which we can learn of The Forms, the
metaphysical principles of Reality. Plato says in the Republic that this true knowledge
of absolutes is not achievable by most of us because of our limited capacity to learn
from dialectic. Most of us are doomed to forever mistake images and the sensible
objects around us as the highest Reality. Any learning of which we are capable is
gained by reflection on our cwn beliefs, and this is accomplished best by critical
discussion with others. Plato also pointed out, accurately, that most of us are hesitant

to have our beliefs and assumptions questioned and therefore, learning is usually
painful.

Let’s look at Plato’s epistemological and metaphysical assumptions. Although
few students would ever know them, Socrates tried to lead knowledge of the Forms,
or absolutes. There was an essence or Form of virtue, and of beauty, and of other
less profound things, each of which was a true, perfect, and unchanging model of

that quality or Thing. The Forms existed, in some sense, and functioned as
paradigms.

14




Philosophical Foundations 7

Why would he arrive at such an idea of absolutes? He saw that all we have
available to us through experience are particular beautiful things, yet we say that one
is more or less beautiful, as if we had some knowledge of an absolute standard of
Beauty to which we compare all individual cases. Or, take the idea of a chair. We all
know more or less what a chair is, but if you were asked to define it, would you
include four legs? Bean bag chairs have no legs at all, and some chairs have three.
Would you include that it is used for sitting? If I sit on a table, does that make it a
chair? Perhaps you would specify that it has to be intended for sitting. Well, is a
bicycle seat a chair? We can imagine someone stopping us by saying, “That’s not a
chair!” when we start to sit on something which might break. Plato saw that
although not many of us can articulate what the essence of “chair” is, there must be
one, because despite differing and changing definitions, we all know what a chair
is.

The same is true of Virtue. We may think we know what it is until we are forced
to define it. Most likely, even if we don’t claim to be able to define it, we could
recos nize particular cases we would call acts of virtue, and cases we would say
clearly are not. Plato watched people wrestle with these things and it made him
propose that objective absolutes do exist, but we are just in very hazy touch with
them. We can get closer to the metaphysical realities by the epistemological method
of reflective and critical dialogue about our theories. This is accomplished in
education b_ asking students to set forth their ideas which are then examined.

We may call the Socratic philosophy of education the “midwifery theory” because
Socrates saw the role of the teacher as that of a midwife: helping give birth to the
knowledge which is already within the student The teacher simply assists with
delivery. The goal is persons who can continue to express and examine their own
and others’ ideas. Socrates saw such constant intellectual exercise as a way of life.

Philosophy of education went through another evolution with Aristotle, (384—
322 B.C.). In metaphysics, Aristotle rejected Plato’s theory of the Forms as Reality
because he saw too many problems with trying to defend their existence. Besides,
Aristotle’s background was as a biologist and he saw the universe in terms of
growth and change as a biologist would. Reality as unchanging Forms made no
sense to him. He believed that the organizing metaphysical principle was one of
change: the world can be explained in terms of things changing from what they
potentially are to their state of being actually realized. For example, acorns always
become oak trees, oak trees may become tables, that table may become firewood, or
decay into the earth again, etc. Aristotle’s Reality was one which took into account
change, and the change is from potentiality to actuality. The actualization of a thing
depends on its species. For example, the full actualization of a colt is a beautifully
running horse because it is the highest function of a horse to run. The fully
aciualized human being, according to Aristotle, is the one who thinks most fully
because thinking is the function of the human species, peculiar to it only.




8  Theory of Experiential Education

At this point we can see how the metaphysical principles of potentiality,
actuality, and the change from one to the next would influence education theory.
Young men were taught to use the highest function of their species, their cognitive
minds, in order to become fully realized humans. This led to obvious trouble with
ethical questions. We can see that a man who is most highly developed mentally
might not be what we think of as a morally developed man. Aristotle never solves
this dilemma very satisfactorily, but he begins to answer with a distinction between
“theoretical wisdom,” which is the highest function of cur minds, and “practical
wisdom,” which is the highest human pctential in the social or moral realm. This is
the distinction between “theoria” and praxis,” and Aristotle seems to say that theoria
is the higher goal for man.

We can see that by the end of Plato and Aristot’’s time, Western intellectual
thought had developed a twofold bifurcation: the distinction between Reality and -
the sensible world, and the distinction between theory and practice. In each case,
there is an implied value judgment in favor of the former, but for neither
philosopher was attainment of highest knowledge readily possible for man. Very few
people could truly know the Forms, said Plato; and the life of pure theoria was not
possible for man, said Aristotle. Hence, the search for knowledge in its true form
was frustrating.

Western intellectual thought, and the philosophy of educition with it, thus
inherited a problem of the separation between:

Knowing Mind< >Knowable Mind
(subject) (object)

The object of knowledge may be a substance like the Forms, for Plato; or a
process like theoria, for Aristotle. The problem of epistemology and therefore,
education, becomes: How do we get the knowing mind in touch with its object of
knowledge, the world?

The answers to this question fell into two major categories. The Rationalists in
the 16th century, led by Descartes in France, thought we coula only know with
certainty those things which we knew through Reason or thinking alone. This meant
logic and mathematics were knowable, but the sensible world which we know
through our senses was suspect; 2+2=4 never changes, he thought, but sensual things
do. The other epistemological school, led generally by the Scotsman Hume, said we
could rely only on sense data, and that mental operations were only compilations
and augmentations of what we gain through our senses. He thought, exactly
contrary to Descartes, that knowledge gained through purely mental means was
suspect, and it led to such unfounded hypotheses as “God.” All knowledge must be
based on whut is empirically available to our senses. The debate between empiricism
and rationalism is the most basic epistemological debate i1« philosophy, and

16




Philosophical Foundations 9

depending where you stand on this issue, radically influences how you would think
education is effectively conducted, and what its proper subjects are.

Let’s examine for a minute the problems which would follow from adhering to
either a strict rationalisin or a strict empiricism. If we believe with Descartes that the
information we gain through our senses is unreliable because it is sometimes
misleading, then the orly knowledge we can have reliably is that gained from using
reason only. That limits us to abstract areas such as math and logic and theoretical
subjects. We could not even have certain knowledge of our own bodies, as, after ali,
amputees often “feel” their nonexistent limbs. While the knowledge we can have may
be objectively true, it is not very useful for functioning in this human world. If we
can’t trust our senses, how could we ever check our knowledge of the external
world, or of each other? If I perceive that an object in a dim light is a dark blue, and
I want to confirm it, so I ask you, the confirmation means little more than my
original sense impression. The reason is that if I can’t trust my senses, then I can’t
trust my ears to hear you correctly any more than I can trust my eyes to correctly
see the blue. If our senses are unreliable, then checking like this is like buying
another copy of the same newspaper to confirm a story. Hence, the predicament
which follows from a strict rationalist epistemology is that each individual
consciousness is forever locked into itself with no way to verify that the external
world (and that includes other people) is really there. Knowledge is limited to fairly
useless abstractions.

If, on the other hand, we believe with Hume that knowledge comes from
empirical sense data, and all knowledge must be traced back to its empirical
evidence for validation, then the mind and what it can know is severely limited in
another direction. Hume says we cannot iegitimately draw conclusions on the basis
of sense data which are not themselves directly evidenced. “God” is not the only
concept which immediately goes out the window as unfounded. “Causation” is
another one. Hume points out that while we may be able to sce billiard ball #1 hit
billiard ball #2, and then we see billiard ball #2 move, we never in fact see the
sensual impression which is “cause.” All we know is that ball #2 always moves when
ball #1 hits it (if ball #2 is not impeded) because that is all we see. When we jump to
the conclusion that ball #1 caused ball #2 to move and from there to the conclusion
that causation is an explanation of relationship between events, this is an unfounded
mental move. “Causation” is merely a mental construct which is made on the basis
of habit, not because there is legitimate evidence for the idea. Hence for the
empiricists, our knowledge is grossly limited to what Hume called the “blooming,
buzzing confusion” of sensual impressions, and any inferences about what causes
them or relates them to each a other are baseless. We may know our own sense

impressions, but we cannot know what it is out there that “causes” them, or orders
them.
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Before returning to the implications of all this for education, one more step in the
history of epistemology must be discussed. This step is how the German philosopher
Kant, in 1787, resolved the rationalist/empiricist debate. Reading Descartes and
Hume, Kant saw an impasse. He realized that if we assume that the world is orderly,
as both Plato did with his Forms and Aristotle did with his growth model, and if we
assume that to gain knowledge of this order, the human mind must in some way
find and match that objective order, then there was no way we could ever have
knowledge. We would have to be outside our own minds to see if what we thought
was right about the world was in ‘act the way the world was.

So Kant saw that the basic approe.-h of expecting the mind to match the world
was an impossible premise: it made knowledge impossible. He revolutionized the
whole field by supposing instead that the source of order is not in the external world
but in the human mind. That is, we order our world in the very process of
perceiving it. We cannot use what we perceive unless it is ordered according to
certain categories, e.g., space, time, and causation. Kant hypothesized that because
of the structure of the human mind, we would never receive experience except as
already organized by our active, structuring minds. For all we know, the “objective”
world may be Hume’s “blooming, buzzing confusion” but by the time it is available
to us, it is not confused. The point is that any notion of what the objective world is
like is of no interest to us and should not be taken as a goal of human knowledge
because there is absolutely no way we can get in touch with it. We would have to
be gods or at least some consciousness other than humans to see it. The only
“objectivity” w~. car have is knowing that humans all order experience in some of
the basic same ways vecause our minds have the basic same structure. Hence,
according to Kant, I cannot imagine experience outside of time and space, and I can
count on your not being able to either.

By seeing the mind as the active source of order, rather than some objective
unchanging Reality as the order, Kant attempted to solve the problem of certainty.
Certainty, Reality, objectivity, etc., all have less rigorous meanings, in a sense. They
are reality-for-us, or objectivity-for-us, but that is good enough.

Thanks to Kant, Western thought got beyond this epistemological impasse.
(There are lots of problems with Kant ‘s work, but those are other issues.) His theory
provides room for both reason and experience to function, and gets us out of the
disastrous problem of how to get in touch with that which we want to know.

Years later the American, John Dewey (1859-1952) picked up the debate. We can
say that he accepted Kant in that the mind is an active, ordering principle, and in
that he accepted the world as we experience it rather than seeking some other
Reality.

Dewey noted that not only theoretical problems followed from the split between
Reality and the sensible world, and from the split between theoria and praxis, but
problems of immediate human concern arose because of them also. One problem
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was that the emphasis on the intellectual or cognitive side of rnan (especially noted
in Aristotle) alienated man from his immediate environment, and also from his
emotional, affective self. The emphasis of the rationalists is overly cerebral. Dewey
noted that the unavoidable concerns of human beings are not with some abstract and
unattainable Reality, but with prosperity and adversity, success and failure,
achievement and frustration, good and bad. In other words, humans are more
concerned with questions of value than questions of Reality, and any adequate
epistemological and educational theory ought to be geared toward knowing values,
rather than toward theoretical abstractions.

Dewey saw that the need to achieve certainty led Western thought to theoretical
constructs like those of Plato and Descartes, or to the epistemological impoverish-
ment of Hume. Dewey saw clearly enough to see that the goal of certainty must be
rejected as a starting point. Man is first and foremost an active and emotive being,
said Dewey, and reflection and cor.cern with knowing is secondary learned behavior.
Furthermore, it is learned primarily as a result of uncertain or problematic situations.

Therefore, said Dewey, the metaphysica! starting point should not be an
abstraction, but experience itself: philosophy should investigate life as humans
experience it, not as it might be. We find ourselves in continual transaction with the
physical, psychological, mental, spiritual world, and philosophy should be a
systematic investigation into the nature of this experience. Dewey'’s systematic investiga-
tion led him to see that experience is subject to a pattern: first, it has an immediate,
felt, aesthetic quality. Experience is not, at first, reflective, and is not at first replete
with the distinctions which reflection bestows upon it. Then, the distinctive qualities
evolve from the indeterminate, inchoate: and experience becomes determinate and
meaningful. Finally, experience is often felt to have a consummation, or what might
now be called a closure. Dewey saw that the enemy of experience in this sense is not
the intellect but the extremes of diffusion or rigidity, either of which would preclude
the movement from the felt aesthetic immediacy to reflective meaningfulness.
Human life, concluded Dewey, as felt, is a rhythmic movement from events of doubt
and conflict to events of integrity and harmony. When humans face the world and
want to know about it, the goal is not to find Reality, but to change the problematic
to the integrated and consummated.

Starting with this riotion of experience as the metaphysical category of what is,
changes in epistemology followed. Gaining knowledge was the process of making

determinate the indeterminate experience, and the method was the scientific method.
The steps are:

1.
2.

We find ourselves in a “felt difficulty” and this is the condition for inquiry.
We articulate the problem for solution.
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3. We form a hypothesis for solution, and deduce the consequences of
alternative solutions.

4.  We test the hypothesis: we confirm or disconfirm.

5. We have knowledge: that which is warranted through inquiry, and it
becomes incorporated as background for further inquiry.

Hence, “Reality” is not that which matches some abstract objective level of being, but
that which gives meaning to inquiry, and that which is repeatedly meaningful
in inquiry and experience. This method of inquiry is self-correcting, because if
something is incorrect, it will make experience meaningless, not meaningful, and
will be found out.

And “Truth” is not some abstract, objective reality, but rather “that which works” or
“that which explains.” Knowledge is primarily instrumental for action, not an
end-in-itself.

And “Reason” is not an intuitive light which puts men in touch with certainty and
truth, but rather, it is a disposition of conduct to foresee consequences of events,
and to use what is foreseen in planning and conducting one’s affairs.

And “Mind” refers to an instrumental method of directing change.

For Dewey, the point is to intentionally use experience in its dynamic form to
divest experience of its irdefinite and unintelligible nature, and to bring about
consummations in life. The point is to make experience usable.

The difference that Dewey made in metaphysics was to start with the
experienced world as reality and not to assume some objective Reality which would
require God’s vision to see. The difference that follows from this for epistemology
is that the knowing tools we have, including pure reason and including empirical
data from our senses, are both legitimate tools for knowing our world and
functioning intelligently in it. The goal of learning is to know about the world as we
experience it, and both theory and practice are components in the scientific method
for achieving this knowledge.

All of this, which is Dewey’s metaphysical and epistemological starting point in
experience as felt, rather than as objective, leads to a very clear philosophy of
education which is, I think, the foundation of what most people call experiential
education. In Dewey’s philosophy of education, the goal of education is not the right
answer, for that might change. The goal is being able to understand and use our
experience, and this is achieved by developing the thought processes with which we
examine our experience. In this model, the teacher aids the student in developing an
approach to his own experience by structuring the student’s experience so that he
may move from a challenge to a resolution. The educational process is based on the
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human experience of movement from difficulty to resolution. After resolution comes
reflection on the movement so that what is learned may be generalized and used
again.

Early in this article, I said that the assumptions of experiential education are
more reliabie than those underlying more traditional theories. By “more reliable,” I
meant more helpful in understanding our world, and why I conclude this is by now,
I hope, clear. In experiential education, the learner-involved-in-immediate-experience
is the object of knowledge, and the activity in, and reflection on, that involvement
are the means of knowing. Experiential education attempts to blur the distinction
between cognitive and affective learning because experience dves not come
distinguished this way and is not lived this way.

- The paradigm of experiential education, which I encountered in a model
designed by Laura Joplin, has the following elements: challenge, support, “teedback,”
and “debrief.” Dewey’s theory of experience begins with a challenge: the “felt
difficulty” which must be resolved. It includes support and “feedback” in that the
attempts at resolution either work or don’t work; they help in making meaning or
they increase confusion. For Dewey, “debriefing” consists of reflection on the now-
resolved difficulty, and is the process of integrating what was learned in a way
which makes future experiences more intc.ligible.

Experiential educators may or may not be familiar with Dewey, or with Einstein,
Heisenberg, Godel, and other thinkers whose hypotheses imply how misconceived
is an educational process which aims at objectivity. What they do recognize is that
education which teaches tools which can used regardless of whatever is currently
called truth is the more lasting accomplishment. The assumptions of this orientation
better fit the world as we know it, and would appear to still fit as that changes.

In looking at experiential education in this way, I was able to see that it is not
unfounded, nor is it anti-intellectnal as some critics charge and as some practitioners
hope. The philosophy and practice of experiential education are developments which
have a heritage, regardless of whether its advocates know, acknowledge, or value
it. On the basis of this examination, one is able to see that experiential education
“teachers” are subject to a misconception which faced the Sophists even 2,000 years

ago: they thought they knew the truth, and that therefore people should behave
accordingly.
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——— On Defining Experiential Education ————

Laura Joplin

THE PREMISE OF THIS PAPER IS THAT ALL LEARNING IS EXPERIENTIAL. THIS MEANS
that anytime a person learns, he must “experience” the subject—significantly identify
with, seriously interact with, form a personal relationship with, etc. Many
educational settings only partially promote learning. Those aspects which yield
learning can be defined by an experiential model, whether intended or not. Much
that is done under the guise of education does not involve learning. Likewise,
though all learning is experientiai, not all of it is deliberately planned or takes place
through an educational institution or setting. This paper is designed to define or
identify those aspects of education that are experiential, i.e., those portions of
experiential learning which are deliberately planned. This paper includes two
approaches to defining experientia! education:

1) A five-stage model generalized from reviewing the processes and components
of those programs calling themselves experiential;

2) A review of nine characteristice developed by comparing experiential and
nonexperiential programs and describing the implicit and explicit assumptions in the
experiential programs.

THE FIVE-STAGE MODEL

Beyond particular agency- and client-related tasks, experiential programs begin
with two responsibilities for their program design: providing an experience for the
learner, and facilitating the reflection on that experience. Experience alone is
insufficient to be called experiential education, and it is the refiection process which
turns experience into experiential education. The process is often called an “action-
reflection” cycle. The process is generally referred to as cycle, ongoing and ever-
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16  Theory of Experiential Education

building, with the later stages being dependent on the earlier stages. Most program
descriptions and exper’ :ntial educators hold these statements as “givens” in defining
experiential education.

The five-stage model was developed to communicate an experiential action
strategy to teachers as they planned their courses. The intent was to enable teachers
to more deliberately design their courses and thus, ircrease the experiential nature
of those designs.

Briefly stated, the five-stage model is organized around a central, hurricane-like
cycle, which is illustrated, as challenging action. It is preceded by a focus and
followed by a debrief. Encompassing all is the environment of support and feedback.
The five stages are one complete cycle, where completion of the fifth stage is
concurrent with commencing the first stage of the following cycle.

FEEDBACK  FEEDBACK  FEEDBACK  FEEDBACK  FEEDBACK

SUPFORT SUPPORT SUPPORT SUPPORT SUPPORT

one-courss design

a project i the course
one day of the coune
a conversation

Mini a flash of insight

The model is both “maxi” and mini” in scope. A one-semester course could be
viewed through the five stages of the model, and also have the limitless repetitions
within the whole course. Following the initial premise that all learning is
experiential, every time a person “learns,” these five stages are involved in one way
or another. Thus, interpretation of each of the stages for any one situation is very
dependent upon the degree of “maxi” or “mini” that is under study. A flash of
insight would be-describable in these terms. However, the initial purpose of the
model is to cnable teachers to design courses and course compornents. Thus, the
model is intentionally simple. For purposes of defining learning, the model is far
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from appropriate and should not be scrutinized for its relation to learning theory.
Rather, the model should be viewed so that regardless of what mental processes and
brain functions may be involved, these five stages remain the responsibility of the
facilitator of learning.

FOcus is the first stage of the cycle. Focus includes presenting the task and
isolating the attention of the learner for concentration. It defines the subject of study
and prepares the student for encountering the challenging action that is to follow.
A good focusing stage is specific enough to orient the student, but not too specific
so as to rule out unplanned learning. Most experiential programs expect and intend
students to learn things that their fellow learners did not learn: it is the nature of
individualized education. Focus facilitates that by helping the learner prepare for
what he or she views as important. Focus also works to tell the student what the
course and/or teacher holds as important and thus, explains the expectations placed
on him.

The actions in the focus stage are dependent upon the activity to follow as well
as the activity rating on the “maxi-mini” scale. Focus actions may include meeting
as a group and having each member discuss his expectations, desires, or needs. It
may also include having students use learning contracts. Reading an article relevant
to the ensuing action is focusing, as well as the teacher’s explanation for the next
class activity. Focus can also be indirect, such as when a rock-climbing instructor
opens a packsack and begins laying out an array of climbing paraphernalia.

ACTION is the hurricane stage of the model. This stage places the learner in a
stressful or jeopardy-like situation where he is unable to avoid the problem
presented, often in an unfamiliar environment requiring new skills or the use of new
knowledge. Action may be physical, mental, emotional, spiritual, or of any other
dimension. Action involves the student with the subject, occupying much of his
attention and energy in sor*ng, ordering, analyzing, moving, struggling, emoting,
embracing, etc. The action phase gives the learner great responsibility.

Different actions—such as wilderness experiences, environmental education, and
internship programs—have often become confused or synonymous with experiential
education. The design of the action component should not be confused with the
educational approach being used. All of these, and many more, can be characterized
by the same model or philosophy. Recent work in brain research promises the most
complete description of action as it relates to the brain’s operations. Leslie A. Hart,
in How the Brain Works, has explained that the brain is innately active. The brain is

on” when it is activ¢ ly choosing, ordering, making decisions, etc. The brain is not
“on” when someone is attempting to pour information into it. Therefore, to design
an action component for experiential programs, it is mandatory that the student and
his brain be given responsibility in the lcarning process. Reading a book is a
challenging action for an experiential program, IF it gets the student responsible for
processing the information withir: it. The student can be given such responsibilities
as choosing the book to read on a teacher-assigned topic; defining the reason for
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18  Theory of Experiential Education

reading the b ok; searching for an answer to a problem in a book; using the book
as a reference; or defending a personally held value position.

Another cross-reference for defining action is the use of “original sources.”
Watching a film of someone rock climbing is far different from climbing the rock
oneself. Similarly, reading about business administration is much different from
interning in a business office. A history class studying the United Nations might take
the dramatic field trip and visit that august facility in New York. However, original
sources for studying the United Nations could also be interviewing people about its
current activities or reading newspaper clippings during a time of great debate on
it. Textbooks are a supposedly efficient means of giving information to students.
However, textbooks innately deny much responsibility to the student. The textbook
author decides which source he will cite, what the correct references are, and the
important points of the topic. All of this denies the student and his brain the
opportunity and necessity of deciding, sorting, or actively pursuing inrormation.

The overarghing strategy which helps implement these ideas of original sources
and a brain that is “on,” is student responsibility. A student climbing a rock is
allowed to succeed and fail on his own; indeed, he must do it on his own. In a
classroom, a student must be given the freedom to fail. A teacher who leads the
student through an assignment has not given the student the responsibility for that
action phase. Increasing student responsibility does not mean leaving a student to
struggle with a problem that is beyond his capacity or background preparation. The
problem must be appropriate to the learner, and it is the teacher’s responsibility to
design it accordingly. '

Using a student-responsibility schema requires great faith in the learner. Students
often express great anger and resentment when first introduced into a responsibility-
oriented experiential situation. Tricks to get teachers to assume their overly helpful
habits will be tried by many students: students will often exclaim that they are
unable to soive the problem. The teacher’s only assurance in this situation is his own
experience and faith that the student can master the task. The teacher needs to gain
faith in the students as more capable than many educational situations accept. The
stages 'of support and feedback in the model mediate the student’s anxiety and the
teacher’s responses.

SUPPORT and FEEDBACK exist throughout the learning experience, maxi and mini.
Adequate support enables the student to continue to try. Adequate feedback will
ensure that the student has the necessary information to be able to move ahead.

Support provides security and caring in a manner that stimulates the learner to
challenge himself and to experiment. Support demonstrates that the learner is not
working alone but has human responsiveness that accepts personal risk taking.
Support is implemented in many subtle and obvious ways. Supportis demonstrating
interest in the learner’s situation and letting him know that help is available if
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needed. Having the group share individual frustrations will help each member see
that his feelings are not unique. Support can be physical, verbal, or written.

Feedback provides information to the student about what he has been doing. It
can include comments about how the student works, his manrer of interactions, or
the substance of his work. Feedback works best with an equalization of power
between learner and facilitator. The teacher should distinguish between those ideas
that the teacher holds as true, and those ideas that the teacher believes most
professionals in the field hold as true. The areas given to student discretion should
be made clear. Feedback is also more easily understood the more specific it is.
Specific examples help clarify the meaning, especially those coming from mutually
experienced activities.

The fifth stage in the model is DEBRIEF. Here, the learning is recognized,
articulated, and evaluated. The teacher is responsible for seeing that the actions
previously taken do not drift along unquestioned, unrealized, unintegrated, or
unorganized. Debrief helps the student learn from experience. Debrief is a sorting
and ordering of information, often involving personal perceptions and beliefs. In
experiential learning—as opposed to experiential education—debrief may occur
within the individual. However, in experiential education, debrief needs to be made
public. It can be made public through group discussion, writing of themes or
summary papers, sharing of personal journals, doing a class project, or a class
presentation. It is the publicly verifiable articulation which makes experience and
experiential learning capable of ‘inclusion and acceptance by the educational
institutions. The public nature of debrief also ensures that the learner’s conclusions
are verified and mirrored against a greater body of perception than his alone. The
process of reflecting on the past often includes decisions about what needs to be
done next or how it should have been done initially. The public nature of debrief
helps turn these comments into focusing agents for the next five-stage cycle.

This five-stage model presents the general actions and responsibilities that a
teacher maintains through experiential education. The nature of the actions chosen
by a teacher at each stage of the model can be further clarified by looking at the
overarching characteristics on experiential programs. The descriptors to be presented
have one unifying parameter: they are based on an “involved” paradigm.

Experiential education is based on the assumption that all knowing must begin
with the individual’s relationship to the topic. The involved paradigm explains that
everything is connected to everything else. Therefore, to learn, we must investigate
those relations. Among other things, this necessitates including personal perceptions
and values. The process of learning may involve being as objective as possible in any
given situation. However, the innate subjectivity that characterizes all knowing must
be recognized and accounted for in our learning systems. Following are nine

characteristics which further clarify how this involved paradigm is characterized in
educational settings.
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NINE CHARACTERISTICS

s Student based rather than teacher based. Learning starts with the student’s
perceptions and current awareness. Much of typical course design attempts
to start with an orderly format based on the teacher’s ideas of the ideas of
the textbook author or the school board. These starting points and the
context organization may or may not be relevant to the learner.
Experiential education starts with the student and goes at his pace of
learning. It does necessitate some latitude given for including unplanned
topics and not including ali that might otherwise be covered. Though less
teacher-decided material may be covered, more material may be learned
because of the student-oriented process.

»  Personal not impersonal nature. The learner as a feeling, valuing, perceiving
being is stressed. Experiential education starts with the individual’s
relationship to the subject of study How a student feels about a subject is
valued along with the student’s prowess or factual recall. The relationship
of educational experiences to personal growth is allowed to be
incorporated into the classroom. There are degrees of psychological change
that are not appropriate to the classroom. However, the ordinary maturing
process of a person often accompanies and affects increasing knowledge.
Thus, the person who is learning is as important as the subject which is
being studied.

®  Process and product orientation. Experiential education stresses how a
student arrives at an answer as wel! as how “right” that answer may be.
The product of the study is valued within the context of the thought and
work processes behind it. This is especially important in the evaluation
process. Student evaluation is commonly a “products only” evaluation.
E-:periential educators also need to assess a student’s ideas, developing
processes, and work strategies. These are readily monitored by student
journals. The process of idea investigation can be viewed by looking at the
reasons a student chose a book, why it was finished instead of being put
aside, and how the ideas within it relate to his problem of study.

= Evaluation for internal and external reasons. Much of educational evaluation
is done for agents external to the student’s learning experience, such as
parents, school boards, entrance to other educational programs, etc.
Evaluation in experiential education also includes evaluation as a learning
experience. Evaluation is not something that is only “done to” the student.
Students can be encouraged to develop self-evaluation skills and take part
in the monitoring of their learning. Competence in evaluation skills can
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help a student become more of an independent, self-directed learner.
Students participating in their own evaluation increase their responsibility.

Holistic understanding and component analysis. Experiential education
includes both the explanation of phenomena through statistical equations
and describing the variety and depth of the qualities of the subject.
Narrative descriptions, interviews, personal reports, inventories,
questionnaires, or group discussions can provide information.

Representing the complexity of situations is stressed over the simple
summation.

Organized around experience. Direct experience provides the substance from
which learners develop personal meaning. Since the learning starts with
the learner’s experience, the subject organization must start there also. A
problem or thematic approach can provide a strong organization for
experiential education. Rather than building from the simple to the
complex, experiential situations start with a complex experience and
analyze it as the follow-up study. Enlisting student participation in
choosing among a set of topics to be covered as well as the order of study,
helps the teacher organize the course around the student’s experience.

Perception based rather than theory based. Experiential learning emphasizes
a student’s ability to justify or explain a subject, rather than to recite an
expert’s testimony. His ability to articulate and argue his position in the
light of conflicting theories, facts, and firsthand encounters will be the test
and learning medium. Expert testimony is one source for investigating an
idea. Experiential education stresses knowing the subject from the ground
up, starting with the student’s perception and moving to the expert
testimony as verifier of views.

Individual based rather than group based. Experiential education stresses the
individual’s development in a self-referenced fashion. Group comparisons
or norm ratings are useful as supplemental information. Norm-referenced
grading can be a part of experiential education, especially for target
audiences such as school systems and college entrance boards. However,
the emphasis and goal within experiential education is toward monitoring
the individual’s growth and the development of self-awareness. Group
identity and socialization skills are often involved in experiential
programs. The emphasis is, however, on the individual’s relationship and

role within the group, and that person’s awareness of group functioning
and his part in it.
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22 Theory of Experiential Education

These nine characteristics and the five-stage model taken together can provide
the stimulus and home base for a teacher’s course-design endeavors. They are
intrinsically individually based, for teachers as well as learners. How a teacher
implements the ideas will depend on that person’s characteristics, perceptions, and
goals. The model necessitates that the teacher be a learner along with the student
The model demands continual responsiveness that can only work when the teacher
is an active perceiver and learner in the situation. Deliberate exploration of these
ideas can help a teacher know himself, his goals for his students, and his ability to
implement the type of experiential program that he desires.
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—— Dewey’s Philosophical Method

and Its Influence on His Philosophy of
Education

Jasper S. Hunt, Jr.

INTRODUCTION

THE THESIS OF THIS PAPER IS THAT JOHN DEWEY DEVELOPED A PHILOSOPHICAL
method and that his philosophy of education presupposes this method. I want to
show that: given his way of doing philosophy, it would have been impossible for
Dewey to have espoused any other philosophy of education than the one he
developed.

The paper will proceed by first outlining Dewey’s method of philosophy. This
will be done by tocusing in on two fundamental ideas of his entire philosophy.
These are Dewey’s attack on any form of philosophical dualism and his category of
experience. The final section of the paper will show how Dewey’s philosophy of
education comes directly from his basic philosophical method.

ATTACK ON DUALISM

As a young graduate student of philosophy at Johns Hopkins University from
1882-1884, Dewey was confronted by a philosophical corpus that seemed to draw its
very lifeblood from philosophical dualism.

In epistemology, the lines were drawn between the rauonahsts and the
empiricists. On the American philosophical scene, this contrast was made evident to
Dewey by the diverse views of Chauncy Wright and Charles Peirce. Although both
Wright and Peirce were empirical in their methods, they reached different positions,
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with Wright maintaining a rigid empiricism and Peirce becoming, eventually, more
of a rationalist. Dewey was also confronted by William James, who termed himself
a radical empiricist but who sought at the same time to defend religious sources of
knowledge.

In metaphysics, the battle lines were established between the materialists and the
idealists. On the one hand, Dewey was confronted by the philosophy of Ralph
Waldo Emerson, who explicitly advocated an idealistic view of metaphysics. Dewey
was also familiar with the work of Auguste Comte and his resulting rejection of
metaphysics and adoption of materialism. Dewey quotes Bertrand Russell as an
examnple of the attempt to create dualisms in metaphysics. Russell says that
mathematics “finds a habitation eternally standing, where our ideals are fully
satisfied and our best hopes are not thwarted.™

It should be pointed out here that Dewey was himself a metaphysical idealist as
a young man. Morton White points out that Dewey turned toward Hegelian idealism
as a reaction against British empiricism.? Indeed, Paul Conkin says that “Dewey had
learned to hate the atomistic sensationalism of British empiricism.” But Dewey's
exposure to the scientific thought of Chauncy Wright and Chatles Peirce led him
away from the dominant influence of idealism.

The ultimate dualism Dewey fought was the separation of the human from the
natural. Dewey saw this separation as having disastrous results both in epistemology
and in metaphysics. In epistemology, it resulted in either an empirical skepticism,
which said that all man could know truly was his own sensations, or else a rigid
scientism, which said that all man could know was the phenomenal world.

In metaphysics, dualism resulted in either a denigration of the world of being,
in favor of the world of becoming, or the opposite. Dewey’s main concern was that
these dualisms resulted in an ontological fragmentation, that is, a fragmentation of
being, with negative results in practical affairs. Dewey refers to the opposites in
metaphysics as either total objectivism or else total subjectivism. He was critical of
both, as evidenced by the following quote:

But philosophical dualism is but a formulated recognition of an impasse in life; an
impotence in interaction, inability to make effective transition, limitation of power
to regulate and thereby to understand. Capricious pragmatism based on exaltation
of personal desire; consolatory estheticism based on capacity for wringing

John Dewey, Experience and Nature (LaSalle, 1925) p. 51. Henceforth reterred to as E.N.

2Morton White, Science and Sentiment in America: Philosophical Thought from Jonathan Edwards
to John Dewey: (New York, 1972) pp. 269-273.

3paul K. Conkin, Puritans and Pragmatists: Eight Eminent American Thinkers. (Bloomington,
1968) p. 350.
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contemplative enjoyment from even the tragedies of the outward spectacle; refugee
idealism based on rendering thought omnipotent in the degree in which it is
ineffective in concrete affairs; these forms of subjectivism register an acceptance of
whatever obstacles at the time prevent the active participation of the self in the
ongoing course of events.*

This quote shows the stress Dewey laid on the practically bad results of such
philosophical dualism as subjectivism or objectivism. Indeed dualism, says Dewey,
renders man “impotent.”

Dewey refers to philosophical dualism by means of a technical term. He calls the
attempt to create dualisms, both in epistemology and metaphysics, the “fallacy of
selective emphasis.” This fallacy consists in the efforts of philosophers to take a
particular aspect of knowledge or reality and to universalize it to a superior status
of reality or knowledge. Dewey illustrates the fallacy of selective emphasis by
entering into the metaphysical conflict between being and becoming. Dewey refers
to the “precarious” and “stable” aspects of existence.® He argues that ever since the
days of Heraclitus and Parmenides, metaphysics has tended to focus on either the
world of the precarious or else of the stable at the expense of the reality of the other.
Dewey rejects the idea that the world is either in a state of total flux or of total being.
The fallacy of selective emphasis is also seen in epistemology by the old conflict
between rational and empirical sources of knowledge. He refers to both

epistemological systems as falling under the heading of the fallacy of selective
emphasis.

THE CATEGORY OF EXPERIENCE

Dewey was not content to simply criticize the prevailing tendency of philosophy
to fall into the fallacy of selective emphasis and thezeby create dualisms. Dewey saw
his major philosophical task as dealing with this fundamental issue and, hopefully,
solving it. Dewey does not attempt to solve the problems of dualism by entering into
the old dialectical arguments directly. Indeed, he rejects the attempt to enter directly
into the conflicts outlined above both in epistemology and in metaphysics. He says,
“I'know of no route by which dialectical argument can answer such objections. They
arise from associations with words and cannot be dealt with argumentatively.””

‘John Dewey, EN. p. 198.
’John Dewey, E.N. p. 24.
John Dewey, E.N. p. 37-66.
"John Dewey, ENN. p. 1.




26  Theory of Experiential Education

Dewey’s resolution to these problems rests in his analysis of experiencz. The
word “experience” is a technical term for Dewey and contains within it the seeds of
his entire philosophy. Evidence for this claim can be seen simply by reading the titles
of three of his most influential works. These are Art as Experience, Experience and
Nature, and Experience and Education.

It is with the category of experience that Dewey enters directly into the conflicts
which he inherited philosophically. Dewey terms the method of basing philosophical
inquiry upon experience as “empirical naturalism.”® The empirical naturalist is
attempting to make a bridge between the human and the natural, the rational and
the empirical, and the material and the idealistic. Dewey wants empirical naturalism
to render the old philosophical dualisms obsolete, rather than refute them directly.
He simply abandons these terms and approaches philosophy from a new
perspective—the perspective of experience. '

It is at this point that a critical aspect of Dewey’s philosophical method comes
into play. In his analysis of experience as the base for philosophical method, Dewey
distinguishes between two different but interconnected aspects of all experience.
These are the “primary” and “secondary” parts of all experience. These two terms
serve as the base by which Dewey later reconciles the dualisms in epistemology and
metaphysics. They will also play a pivotal role in his philosophy of education.

~ Primary experience for Dewey refers to the immediate, tangible, and moving
world which presents itself to the senses. Dewey refers to primary experience as
“gross, macroscopic, crude.” When British empiricism refers to sensation as the
basis for all knowledge, it is referring to the primary aspect of experience. Primary
experience provides the raw materials from which knowledge can begin. When
Dewey refers to his method as empirical naturalism, we see the primary aspect of
experience at work. His method begins with the world of primary experience. It is
explicitly empirical in its method in that it has as its starting point the world
presented to the senses. But Dewey goes on to explain that primary experience is
essentially “non cognitive.”” Primary experience is the starting point in his method,
but it is not the end point. It is not the stopping point because of its non-cognitive

nature. Dewey does begin his entire method on the empirical immediacy presented
to man.

Secondary experience (also called reflective experience) for Dewey refers to what
happens after a primary experience is had. Reflective experience takes the “gross,

¥john Dewey, E.N. p. 1.
John Dewey, E.N. p. 6.
ohn Dewey, E.N. p. 23.

33




Philosophical Foundations 27

macroscopic, and crude” materials furnished by primary experience and seeks to
make them precise, microscopic, and refined. The work of reflective experience is to
take the data provided by primary experience and order and arrange them. In effect,
reflective experience is that part of all experience which temporarily removes itself
from the immediacy of empiricism. Secondary experiences, says Dewey, “explain the
primary objects, they enable us to grasp them with understanding instead of just
having sense contact with them.”"

Dewey illustrates the distinction between primary and secondary experience by
looking at the work of the modern scientist. The scientist does not have a series of
disconnected sensory experiences. He does not sit and stare steadily at his
instruments. In short, the scientist does not rest content with primary experience.
The scientist takes the data derived from primary experience and reflects upon them.
He removes himself from the immediacy of primary experience and reflects upon the
information conveyed by the primary experience. The ultimate goal of the secondary
experience in science is to take the data and reflect upon them such a way as to be
able to make predictive statements about future experiences in the form of the
hypothesis.

The category of experience in empirical naturalism seeks to unite the primary
and the secondary into a single unity. As Dewey says:

What empirical method expects of philosophy is two things: First, that refined
methods and products be traced back to their origins in primary experience, in all
of its heterogeneity and fullness; so that the needs and problems out of which they
arise and which they have to satisfy be acknowledged. Secondly, that the secondary
methods and conclusions be brought back to the things of ordinary experience, all
of their coarseness and crudity, for verification.”

In the opening section of this paper, I argued that the foundation of Dewey’s
method rested upon his rejection of philosophical dualism and his adaptation of
experience as the base for empirical naturalism. I also pointed out that this method
had implications both in epistemology and in metaphysics. In epistemology, I
contrasted the positions of Chauncy Wright and Charles Peirce as immediate
precursors of Dewey. Extrapolating from Dewey, we can see how both the fallacy
of selective emphasis and the category of experience attempt an answer to the
empiricism-versus-rationalism dialectic. In the primary aspect of experience, we see
Dewey adopting empiricism and its method of basing knowledge on the senses and
on the data provided by the senses. In the idea of reflective experience, we see
Dewey making room for the method of rationax:szn. The fallacy of selective emphasis

"John Dewey, EN. p. 7.
“John Dewey, ENN. p. 23.
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refuses to focus exclusively upon the primary aspect of knowledge. It also refuses
to focus exclusively upon the reflective, or rational, nature of knowledge. In short,
by beginning from experience in the first place, Dewey avoids the dua'isms, while
at the same time allowing for the combined roles of empirical and rational
knowledge.

There are obvious metaphysical implications in Dewey’s epistemological method.
I contrasted Ralph Waldo Emerson with Auguste Comte as representing idealism
and materialism in the opening section of this paper. Dewey refers to metaphysics
“as a statement of the generic traits manifested by existence of all kinds without
regard to their differentiation into physical and mental.””® Later, Dewey also says
of metaphysics that “Qualitative individuality and constant relations, contingency
and need, movement and arrest are common traits of all existence.”™ The point to
be gained here is that metaphysics for Dewey is not an attempt to discover some
aspect of being, either materialistic or idealistic, and then elevate that aspect to a
status of the really real at the expense of the other aspects of reality. Dewey sides
neither with Emerson nor with Comte in this matter. Rather, his answer to the really
real question rests in his notion of the “generic traits manifested by existence” lying
within experience. Again, the fallacy of selective emphasis comes into play and saves
Dewey from metaphysical dualism. By beginning from experience as the basis for
metaphysics, Dewey allows for the reality of both the material and the ideal as
“generic” traits within experience. What is ultimately real for Dewey is experience.

PHILOSOPHY OF EDUCATION

Richard Bernstein has argued that the heart of Dewey'’s philosophical endeavor
is to be found in his philosophy of education. Bernstein says that according to
Dewey, “All philosophy car be conceived of as the philosophy of education.” In
keeping with the thesis of this paper, that Dewey’s philosophy of education
presupposes his philosophical method, outlined above, I want to show how the
method gives rise to his educational position.

Dewey’s attack on dualism in philosophy in general can be seen clearly in his
philosophy of education. The opening two sentences in Experience and Education
make this evident: “Mankind likes to think in terms of extreme opposites. It is given
to formulating its beliefs in terms of Either-Ors, between which it - 2cognizes no

BJohn Dewey, E.N. p. 334.
“John Dewey, EN. p. 334.
15Richard Bernstein, John Dewey in Encyclopedia of Philosophy (New York, 1967) pp. 383-384
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intermediate possibilities.”’® Dewey connects the epistemological dualism of
empiricism and rationalism to educational problems. He says:

Upon the philosophical side, these various dualisms culminate in a sharp
demarcation of individual minds from the world, and hence from one another. While
the connection of this philosophical position with educational procedure is not so
obvious as is that of the points considered in the last three chapters, there are certain
educational considerations which correspond to it."”

On the one hand Dewey was confronted by an educational philosophy that
emphasized a purely rationalistic approach to learning. This school maintained that
the main goal of education was to inculcate into students the received ideas and facts
of the past.’® This method of education laid great stress on the ability of the student
to sit passively and to commit ideas to memory. It tended to devalue initiative and
reward obedience and docility. Dewey contends that a philosophy of education
which is based upon a purely rationalistic epistemology, necessarily presupposes a
separation of the mind from the external world. This method saw the goal of
education as purely cognitive and not connected or involved with the environment
in which mind existed.”” Methodologically, we see the rationalistic school of
education taking the secondary, or reflective, aspect of experience and elevating it
to an idolatrous position. That is, reflective experience was pursued in and for itself
at the expense of primary, or empirical experience.

We can see that the opposite educational philosophy drawing from Dewey’s
method would be to elevate the primary aspect of experience to the sole end of
education. This would involve taking the purely empirical element in experience and
neglecting the reflective element. One of the most common criticisms of the so-called
“progressive” education derived from Dewey, was, and is, that in reacting against
the rationalistic elements so dominant in education, the progressives neglected the
role of the reflective. Dewey himself explicitly rejects any idea that education should
swing from a purely reflective, rationalistic position to a purely empirical, non-
reflective mode.” Here he is being consistent with his fallacy of selective emphasis

“John Dewey, Experience and Educaticn (New York, 1938) p. 17. Henceforth referred io as E.E.

"John Dewey, Democracy and Education (New York, 1926) p. 340. Henceforth referred to as
D.E.

!John Dewey, E.E. p. 17.
“John Dewey, D.E. p. 377.
“John Dewey, E.E. pp. 20-21.
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in avoiding creating any dualism in his reaction to the educational system he
inherited.

Dewey’s answer to educational dualism is drawn directly from his philosophical
method. Just as metaphysics and epistemology must begin from experience rather
than from dialectical bifurcations, so too must education begin from experience.
Dewey rejects any idea that education must be completely based upon primary
experience or upon secondary experience. Education, according tn Dewey, must be
based upon experience, period, which involves both the primary and the secondary.
In describing the central role of experience in education, Dewey says:

For one has only tc call to mind what is sometimes treated in schools as acquisition
of knowledge to realize how lacking it is in any fruitful connection with the ongoing
experience of the students—how largely it seems to be believed that the mere
appropriation of subject matter which happens to be in books contains knowledge.
No matter how true what is learned to those who found it out and in whose
experience it functioned, there is nothing which makes it knowledge to the pupils.
It might as well be something about Mars or about some fanciful country unless it
fructifies in the individual’s own life.”

Dewey’s rejection of philosophical dualism and his adaptation of experience as
the basis of education give rise to a central idea in his philosophy of education—the
idea of the experiential continuum. Dewey argues that the opposite of dualism is
continuity. The educational dualisms which Dewey rejects include s*'ch things as the
separation of mind and body, authority and freedom, experience and knowledge,
and dozens of others. Dewey criticizes all of these dualities because they result in a
lack of continuity within experience. By his idea of the experiential continuum within
educational experience, Dewey hopes to stop duality before it ever gets started.

Dewey illustrates the need for an experiential continuum in education by
contrasting the ideas of authority and freedom in education. The old educational
methods which Dewey inherited put almost complete stress upon authority in
education. This stress upon authority in education stemmed directly from the
presuppositions of rationalism. That is, the student was to learn the ideas of the past
which the teacher deemed important. This stress upon authority created a basic
schizophrenia in education in a society which claimed to value freedom, democracy,
self-direction, and personal responsibility. Dewey argues that the result was that the
actual experience of the student under the yoke of education was in no way similar
to the basic values espoused by the surrounding culture. Therefore, there was no
continuity in the experience of the pupil. What was expected in school was docility,
passiveness, and submission to authority. What was expected in the “real world”

%John Dewey, D.E. p. 389.
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was aggressiveness, self-initiative, and a democratic response to authority.” Dewey
argues that the ultimate goal cf education is to make an experiential continuum
where the process of education, that is how a student learns, is given equal footing
with the content of education.?

Dewey wants to take the primary and reflective aspects of all experience and
apply them to education. Dewey does not downplay the important role of subject
matter, or reflective experience, in education (as superficial critics have claimed). He
does want to get away from the obsessive preoccupation of traditional education
with secondary experience. Just as Dewey looks to the work of the modern scientist
as an example of his basic philosophical method, so too does he look at the
education of the scientist as ar: example for his views on education. Dewey argues
that the old methods of education are incompatible with the education of a good
experimental scientist. For Dewey sees the good scientist as having cultivated a keen
ability at questioning the world around him, rather than simply committing it to
memory. ] argued in the philosophical method section of this paper that the ultimate
goal of knowledge for the scientist was the formulation of the hypothesis as
predictive of future experiences. It can be seen here, drawing from the basic method,
that education must stress other ideals than the old methods did in order to produce
a good scientist. These ideals must include freedom, inquisitiveness, and experiential
continuity, as well as the received materials from the past.

SUMMARY AND CONCLUSION

The goal of this paper was to outline Dewey’s basic philosophical method, and
then to connect it with his philosophy of education. The basic philc -~phical method
was outlined, starting with Dewey’s rejection of metaphysical and .pistemological
dualism and his adaptation of experience as the starting point for all philosophy.
Two other technical terms in Dewey were introduced—the fallacy of selective
emphasis, and the primary and secondary aspects of experience. The paper then
connected Dewey’s philosophy of education with his basic philosophical method.
This was done by showing Dewey'’s rejection of traditional educatiori’s obsession
with the secondary aspect of experience and the resulting stress upon docility and
passivity in the educational process. Dewey’s discussion of freedom versus authority
in education was used to illustrate the effects of dualism in education. Finally, the
important role of Dewey'’s idea of continuity in education was illustrated using both
the freedom/authority example and the training of the experimental scientist.

?John Dewey, D.E. pp. 95-116.
BJohn Dewey, E.E. p. 20.
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In conclusion, I want to argue that Dewey offers a coherent and sensible
pedagogical theory. I will argue that Dewey’s educational philosophy is as relevant
today as it was in 1920. Dewey offers a source of inspiration to future and present
educators who are confronted by timid and reactionary educators screaming for
“back to the basics” and the elevation of a rativonalistic principle of education to a
supreme status. Dewey also offers a strong warning to those who, in their zeal for
reform, would neglect the role of content in the educational process. One only need
look at some products of innovative education who are very much “in touch with
their feelings,” but who cannot write a coherent sentence.

Dewey demands of professional philosophy the highest standards of the
application of his theory. For those of us in the field of educational philosophy,
Dewey reminds us that philosophy is not an isolated discipline, disconnected from
the issues of everyday life. I am here reminded of the modern professor of ethics
who is an expert at doing ethical analysis using modal operators, but who is
rendered speechless when asked by a pregnant student if it would be ethical for her
to seek an abortion. He is also warning us about the other modern ethics professor
. who spends long hours in the demonstration picket lines in support of a cause, but
who is scared to death when confronted by convincing arguments that he may be
less than totally right in his convictions.

In short, Dewey is demanding that philosophers and educators begin and end
their work from the category of experience. As Dewey himself said:

I remarked incidentally that the philosophy in question is, to paraphrase the saying
of Lincoln about democracy, one of education of, by, and for experience. Not one of
these words, of, by or for, names anything which is self-evident. Each of them is a
challenge to discover and put into operation a principle or order and organization
which follows from understanding what educational experience signifies.*

“John Dewey, E.E. p. 29.
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—— Kurt Hahn
and the Aims of Education

Thomas James

— m— ——

B IOGRAPHY OFFERS TW D VISIONS OF HUMAN GREATNESS. THE FIRST MOVES ALONG
a line from youth to old age, the chronicle of events and entanglements through
which people weave their lives into the collective
history around them. The other springs from
the invisible center within a life; it moves out-
ward from a moment of szlf-discovery which
knows no beginning and no end, suffusing
one’s whole existence, and others beyond it,
with the meaning of experience.

In the first, the chronicle of a life, sequence
is crucial. Time and place, the context of
growth, an ability to capitalize on circum-
stance—these are the stuff of life histories
when seen as linear progression. Vic-
tory comes in leaps and bounds of
clever adaptation, the string of suc-
cesses and compromises through
which one creates for oneself a
place in the world.

The second vision cares little
for growth and adaptation. The
center of a life comes all at once,
as a gift. When it emerges, the
center arranges everything else
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around it. Linear development tells little; a unifying understanding chafes against
all contingencies. It is difficult to say exactly what happened, except that perhaps it
was in dark times, when the hero transforms the uncertainties of a crisis into deeply
felt opportunities, that something from within one’s own life center ignites others to
believe and act.

These two visions complement each other to shed light on the life and work of
Kurt Hahn.

THE CHRONICLE OF A LIFE

The chronicle of Kurt Hahn'’s life is well known. He was a public man whose
career moved along strikingly visible lines of power and controversy. Born in 1886,
Hahn was the second of four sons in a Jewish family in Berlin. Schooled with
conventional German rigor at the Wilhelmsgymnasium, he graduated in 1904, the
year in which he experienced a sunstroke that :eft him with a recurring disability for
the rest of his life. Hahn went to Oxford from 1904 to 1906 to read classics, with the
support of his father, Oskar Hahn, industrialist and anglophile. From 1906 to 1910,
he studied at various German universities—without, however, completing any
degree. Returning to England in 1910, he continued to study at Oxford and
convalesced during the summers at Moray in northeastern Scotland, until the
beginning of the Great War in 1914 called him home to Germany. Kurt Hahn never
achieved a degree beyond his secondary schooling.

During the war, Hahn served as a reader for the German'Foreign Office and then
the Supreme Command, reviewing English-language newspapers to gauge popular
opinion. Politically, he allied himself with those inside the German government who
were seeking a negotiated peace in Western Europe instead of protracted war.
Perceived: as a liberal within the political spectrum of his day, Hahn advocated
greater restraint in pursuing German war aims. He espoused a code of responsibility
that would be equally binding in war and peace; he used his influence behind the
scenes to remind those in power about conciliatory factions at work within the
governments of enemy nations. .

At the end of the war, Prince Max von Baden asked Hahn to become his
personal secretary. An articulate and enterprising young man, Hahn helped Prince
Max, Germany’s last imperial chancellor, to complete his memoirs, probably writing
as much as editing. Whatever the form of their collaboration, the two men left a
record of tough-minded idealism and political vigilance. When Prince Max returned
to spend his last years at the ancestral castle of his family at Schloss Salem, by Lake
Constance, he took Kurt Hahn with him and they discussed projects to renew the
ethical traditions of German social life, traditions they believed were threatened not
only by extremism on the right and left, but by incomprehension, moral failings, and

41




Philosophical Foundations 35

lack of will in the middle. In 1920, with Prince Max as benefactor, Hahn opened
Salem School in part of the castle.

Salem School, which still operates today, was influenced by the educational ideas
of Plato, Cecil Reddie’s Abbotsholme and other English schools, and the example of
country schools started by German educators under the leadership of Hermann
Lietz. Salem represented an attempt to create a healthy environment in which young
people could learn habits that would protect them against what Hahn saw as the
deteriorating values of modern life. He identified the worst declines as those in
fitness, skill and care, self-discipline, initiative and enterprise, memory and
imagination, and compassion.

Directing the school from 1920 until 1933, Hahn placed greater emphasis on non-
competitive physical activities and democratic forms of social cooperation than was
the case in conventional German schools. At the urging of Prince Max, he
incorporated egalitarian aims into the design of the school; while Salem naturally
attracted the children of the wealthy, it also made space for, and actively sought, less
privileged students. Emulating the Cistercian monks who had inhabited the castle
for many centuries, the students and teachers at Salem School helped the
surrounding communities through various forms of service, including a fire brigade.

The curriculum at Salem prepared young people for higher education, but not
without laying the groundwork for a life of moral and civic virtue, the chief aims of
the school. Among the unusual assumptions underlying all forms of instruction at
Salem was Hahn's conviction that students should experience failure as well as
success. They should learn to overcome negative inclinations within themselves and
prevail against adversity. He believed, moreover, that students should learn to
discipline their own needs and desires for the good of the community. They should
realize, through their own experience, the connection between self-discovery and
service. He also insisted that true learning required periods of silence and solitude
as well as directed activity. Each day, the students took a silent walk to commune
with nature and revitalize their powers of reflection. To keep mental and physical
growth in balance, Hahn developed the notion of a training plan for his students,
each of whom committed himself to an individually designed, gradually more
challenging regimen of physical exercise and personal hygiene. Unlike the physical
education program of other schools, the aim of the training plan was simply to
establish good living habits, not to produce high levels of performance in
competitive games.

An assassin failed to end Hahn's lite in 1923. Still in his early thirties, the
schoolmaster was controversial, a target because he was a moral leader far beyond
the lives of his students and teachers. The director of Salem—the school’s name
means “peace”—refused to back down from the moral aims that he believed should
animate every aspect of education. In a nation frighteningly polarized by the right
and left in political debate, Hahn forced educational issues into the larger discussion
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of how society should be organized, and what people must do to maintain human
decency in a world of conflict. No idyllic schoolmaster’s life awaited him.

As the Nazis rose to power, the director of Salem School became an outspoken
opponent. In 1932, a group of fascist storm troopers kicked a leftist activist to death
before the eyes of his mother. Adolph Hitler immediately praised the action of his
followers. Kurt Hahn wrote to the alumni of Salem, telling them to choose between
Salem and Hitler. A man who knew Hahn at the time called it “the bravest deed in
cold blood that I have ever witnessed.” When he became the chief of state in 1933,
Hitler imprisoned Hahn. Fortunately for the embattled educator, he still had friends
in Britain who remembered his idealism and his hopes for friendship between the
two naticrs. Prime Minister Ramsay MacDonald and ..chers helped to arrange for
Hahn's release and timely emigration to England in 1933.

Within a year of his arrival, Kurt Hahn started another institution, Gordonstoun,
which became one of Britain’s most distinguished progressive schools and served as
a model for similar schools in other countries. In the following decades, Hahn's
educational vision served as the moving spirit for new institutions and programs of
world-wide renown: the Moray Badge and County Badge Schemes, and their
successor, the Duke of Edinburgh Awards; Outward Bound; the Trevelyan
Scholarships; and the United World Colleges.

Judging from the chronology, the sequence of accomplishments in the career of
a prominent educator, one might be inclined to notice only the power and success
of the man. A biography pursued along this vein would find no shortage of material
to demonstrate the pattern of growth. Nor would it be difficult to show the man's
brilliant capabilities of creative adaptation throughout his career. Hahn always had
the resounding quote—often still quotable to this day—when the occasion demanded
or seemed likely to respond to eloquence. He was, it could be argued, a discerning
idealist; his dreams were driven as much by political acumen as by educational
wisdom. Given his penchant for currying the favor of powerful men, it would even
be tempting for the biographer to caricature Hahn’s ponderous moralism as a relic
of thelast century, and expose the ambition behind his charisma as he operated in
high places during some of the most anguished moments of a troubled century.

Such a chronicle would leave out something essential, an element without which
Hahn's philosophy of education makes no sense at all. To imagine what might have
been inside the schoolman, what drove his dreams, another kind of biography is
needed. Where was Kurt Hahn'’s life center? When, and under what circumstances,
did it emerge in recognizable form? How did its imperatives widen to become his
whole life, then to drive others’ dreams over the years? Without answers to these
questions, the rest of the story virtually writes itself and can be told in a few insipid
pages. To seek Hahn’s center requires beginning the story all over again.
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THE CENTER OF A LIFE

Kurt Hahn understood weakness better than strength. The goal of learning, in
his view, was compensatory: to purify the destructive inclinations of the human
personality, to redress the imbalances in modern ways of living, to develop each
person’s disabilities to their maximum potential, and to place new-found strength
in service of those in need. Kurt Hahn was suspicious of presumed excellence; he
paid scant attention to the glories of unsurpassed individual performance, whether
it be on the playing fields at Eton or the examination ordeal of the GGerman
gymnasium. He understood, as few educators have so well, the tender fears of
young people, their alienation before the rigors and rituals of adult power. He
understood how wrong it was to vanquish them with that power to make them
learn. This strategy would only deepen their confusion about the meaning of their
lives, making them cynical, lacking in humanity, even if it strengthened them.
Hahn'’s favorite story was the Good Samaritan, wherein the strong, those clearly in
a position to help the most, failed to act. It was the outsider, the weak, the despised
who taught what it means to be a civilized human being.

Where did Hahn learn this, and if he once felt it himself, how did he convert his
own weakness into an enduring vision of education? We must look, I believe, to that
most tumultuous time of life to see the emerging center. In late adolescence, on the
threshold of higher education and adult life, Hahn felt the impact of three events
that changed his life.

The first was an expedition, some days of fresh air and majestic surroundings on
a walking tour of the Dolomite Alps. One can well imagine the exhilaration of a boy
in his teens on such a rite of passage. Famed for their bold, other-worldly shapes,
their awe-inspiring hues of light and shadow from sunrise to sunset, the Dolomites
imprinted on Hahn an inextinguishable love of natural beauty. As an educator, he
would always be devising ways to turn his classrooms out of doors, putting his
students into motion and forcing his teachers to come to grips with the healing
nowers of direct experience.

Something else happened on this expedition. A second event added a specific
passion to these other feelings, strong enough to organize his self-discovery into a
lifelong vocation. Two English schoolboys who accompanied Hahn gave him a gift,
a book called Emlohstobba by the German educator Hermann Lietz. The title of the
book was the name of their school, Abbotsholme, spelled backwards. Lietz wrote
rapturously of life inside that school, where he served as master of studies for a
sabbatical year under the innovative headmaster, Cecil Reddie. When Lietz returned
to Germany, he fathered the country school movement there, inspiring others to

begin schools more healthful for young people than the prevailing system of the
time.
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For Hahn this book was a momentous gift. Along with the living exarnple of the
two students from Abbotsholme, who impressed him with their healthy love of life,
and the sheer beauty of their alpine journey together, young Hahn must have felt in
himself a new conviction of life’s possibilities. Coming at a time when his own
formal education was marching lockstep through the authoritarian, rigidly academic
curriculum of the gymnasium, the alternative vision of a more humane and
democratic school, capable of fostering more perfect human beings, seized his
imagination with a force that can be judged only by abandoning strict chronology
and looking ahead to the seventy indefatigable years of institution-building that lay
in front of him. :

It was not on that trip, however, that Hahn imagined the school he hoped to
build. Two years later, the year of his graduation from the gymnasium, a third event
completed his initiation. He suffered a life-threatening sunstroke that permanently
changed his life. Never again would he have the freedom to trek or sail long,
pleasurable distances out-of-doors. Nor was it certain, in the weeks following the
accident, whether he would recover enough even to participate in normal functions
of life. Depression set in, squelching his hopes. One would no* be surprised if his
boyhood dreams became cruel reminders of all that was not possible now. His life
was a wash-out, a failure before it had really begun.

Here, and not in his later life of so many memorable accomplishments, the
- educational genius of the man is to be found. The center emerged as a discovery of
who he really was inside, the gift of suddenly knowing what he had to do, and
would do, when he bumped up against his own limitations. It was the scale of
values, the plan of life, the desired future he asserted as his response to adversity.

Adversity came to Hahn in several forms, all of which must have seemed
insuperable from his perspective in a darkened room as he recovered from his
accident. The physical disability would always be present in his life. It would be
necessary for him to wear a broad-brimmed hat to protect his head from the
sunlight. Frail in the heat, he would have to flee northward to a cooler climate in the
summers. Periodically, he would need to undergo major operations to relieve the
fluid pressure within his head. All this he knew, or could well imagine, in those
months of convalescence, but he also could not help but be conscious of other
adversities that would dog his every effort to improve himself for the rest of his life.
In his family, the other sons, considered more intelligent, received encouragement
to go into business; plodding Kurt was marked for a less prestigious career, possibly
as a teacher. He loved the classics and pushed himself hard in his attempts to master
them, but alas, he did not shine as a student. Although he revered tradition, he
would never know the life of a scholar. Even if he had been a much better student,
his Jewish background would always limit his opportunities in a nation whose anti-
Semitism was betoming increasingly strident with each passing decade.

In his darkened room, Kurt Hahn regenierated his spirit with a vision of what he
could do with his life. He decided that he would someday start a school modeled
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on principles drawn from Plato’s Republic, a school that would expand the
wholesome influence he identified with Hermann Lietz and Cecil Reddie’s
Abbotsholme. How much of the vision came to him at that time and how much
came later is not clear, but he grasped the essential outline. The school would
harmonize the social and intellectual differences between its students by operating
as a community of participation and active service. It would seek out the natural
qualities of leadership, skill, and responsibility possessed by all in different ways
when they see that they are truly needed. His school of the future would harmonize
the wild and discordant personality of the adolescent by demonstrating tlus true
need.

How could his vision be made believable to the alienated young? Closer to home,
how could Kurt Hahn himself, in his debility and depression, bring himself to
believe in a better life? Forced by the accident to reflect upon his own childhood, to
seek out some deeper matrix of meaning to keep his spirits up, Hahn came face to
face with his own youthful passion. He came to see that there exists in everyune a
grand passion, an outlandish thirst for adventure, a desire to live boldly and vividly
in the journey through life. This vision sprang forth as the most salient lesson of his
lifelong pedagogy.

That was not all, however, and it was not enough. For now the Dolomites and
the classics flowed together to become Hahn's vision of the good. Passion must not
be treated lightly. Its deep springs in human nature must not be poisoned. Above
all, it must not be misdirected and turned tc inhumane ends. The grand passion of
the young must be embraced in wholesome ways by adult power. it must be
nurtured instead of deformed or punished. Its creative force must be harnessed to
the quest for a good society, the aim of Plato’s educational designs. To accomplish
this purpose would require more than a school in the traditional sense. Hahn
believed that some separation from the existing human wr 1d, into the intensity of
a journey-quest, confronting challenges and transforming opportunities for service,
could change the balance of power in young people. Then they would be more
inclined to use their lives, back in the world from which they came, to bring the
good society into being

With the center in view, the chronology of Kurt Hahn's life takes on greater
meaning. Expelled from the land of his birth, the schoolmaster continued his career
in Britain, which became a second homeland for him. When he opened Gordonstoun
in 1934, Hahn carried the Salem tradition to the new setting, and he brought staff
and students with him. New features appeared, such as the addition of rescue
training to the service program. And some of the old practices changed, ur were
presented differently, in response to the cultural milieu of the British Isles. All this,
of course, is to be expected in transplanting the design of an institution from one
place and time to another. Certainly the transition was made easier by the strong
affinity of Hahn’s thinking with the traditions of Abbotsholme and the English
public schools. What stands out, nonetheless, is the fact that Hahn was able in so
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short a time to create a new institution which, like his first school, would become
known around the world for its distinctive educational practices.

If Hahn had not been restless, if he had not felt driven toward wider applications
of his principles beyond any school he might ever create, he would perhaps have
settled down to a long career as the eccentric headmaster of a school favored by the
English aristocracy. But he was not satisfied. He began to organize a constellation
of other educational forms around Gordonstoun, using the school as a staging
ground for programs through which he hoped to instruct the whole society around
him in the first lessons of sound living and civic responsibility. The Moray Badge
Scheme took form in 1936, followed quickly by the larger and better known County
Badge a year later. Hahn and the allies he gathered around his educational vision
experimented with short courses. They hoped to discover the combination of
challenging experiences that might help young people discover new ways of
organizing their lives and working with other people. In 1941, with Laurence Holt,
Hahn started Outward Bound as a short course. Initially, the goal was to strengthen
the will of young men so that they could prevail against adversity as Great Britain
faced staggering losses at sea during World War II. After the program had
demonstrated its effectiveness, it continued to expand during the post-war years,
furnishing opportunities for personal and social growth to many people beyond the
original clientele of boys and young men. .

Chronology alone cannot account for Hahn’s widening sphere of educational
activity. Only by grasping how he continued to draw both from a sense of weakness
and from the strong idealism at the center of his being, can we understand his
intuitive leaps as he created new programs over the years. Hahn perceived clearly
that schools as we know them are not equal to the urgent problems of social life in
this century. Even the best schools probably damage as much as develop the vouatile
inner lives of young people. One reason for this unintended consequence is that
schools represent only a partial solution to a much more pervasive problem. The
probiem of how to educate the whole person cannot be solved without learning how
to civilize human communities, which in turn cannot be done without preparing the
entire world society in the arts of living harmoniously at the highest levels of
potential activity and understanding. Hahn’s debt to Plato was his conviction that
education must embrace all these aspects of human life.

Exiled to England, Kurt Hahn was restless at the center of his being. Carrying
with him an unflinching impression of the expanding Third Reich and its effects oa
European civilization, he could never be satisfied with the auspicious beginning ->f
a single school. Soon after his arrival, he began to write and speak in publir,
deploring the general lack of fitness among the British peopie. He urged his hosts
to recognize the need for programs on a large scale that would combine individua
training plans with group projects to build stronger civic consciousness. Out of such
concerns he initiated the Moray and County Badge Schemes.
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The latter quickly expanded and became further elaborated in many counties
across the British Isles, spreading even to other countries in the British
Commonwealth. The County Badge granted public recognition to young people who
completed a planned course of challenges. They first adopted a training plan of
physical conditioning and personal health habits. Then they undertook an arduous
expedition requiring group decision making as well as individual effort. They also
completed a project demanding new skills and craftsmanship. Finally, they engaged
in service activities, experiencing the value of compassion through direct action on
behalf of the coramunity or specific people in need.

At the beginning of the war, the County Badge contained most of the essential
features of the Outward Bound program as it would develop in future years. Indeed,
the secretary and key promoter of the County Badge Experimental Committee, James
Hogan, became the first warden of the first Outward Bound School at Aberdovey,
in Wales. Yet there was a difference, and it was more than the residential setting and
month-long sustained program of Outward Bound. Although both programs offered
models for changing how individuals organize their lives, there was someth.ng more
universal and enduring about Outward Bound.

Hahn had realized how close weakness and strength are in the most powerful
forms of education. In his own day, he perceived clearly, while others did not, the
subtle line that distinguishes compassionate service from destructive egotism. On the
one hand, he feared the lack of will among those whose lives stood in the path of
the advancing Third Reich. Hence his call for programs like the County Badge to
build fitness and commit young people to civic ideals. But on the other hand, he
recognized the affinity between his methods and those of the Nazis, one used for the
good, the other for deadly ends.

There is an irony in this affinity, since Hahn was criticized by some in England
for importing the paramilitary methods of the Hitler Youth. The irony is that the
Hitler Youth movement did not discover the intensive methods of socialization they

used to unleash the energies of the young. Rather, they borrowed from the leading

educators of the day and applied the methods to their own goals. Hahn knew this
well, for he had seen the Hitler Youth before he left Germany. Their leaders had
adapted and twisted to demonic purposes the training plan of Salem.

Hahn had witnessed, therefore, the effects of reaching the whole person with the
fascist plan of life instead of a Samaritan ethic. Hitler and his followers were
reinforcing the passion of the young, giving them a spirit of adventure, introducing
them to self-development and cooperation in the outdoors, then giving them
meaningful opportunities to serve. Hahn recognized that there was no time for
complacency. The weakness of the status quo must be acknowledged. All education
must be made activist, or else the humane values upon which Western democracies
were built would succumb to a determined usurper.

Not even in its desperate beginnings before the onslaught of the Third Reich did
Outward Bound ever train young people for war, but it arose fully conscious of the
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challenge presented by the Hitler Youth, that nationwide mobilization of young
people to serve the cause of world conquest and genocide. Never did anyone press
Outward Bound toward becoming a preparation for violence. In this respect, it
would always remain distinct from youth mobilizations under totalitarian regimes.
Yet it is difficult to imagine how Outward Bound would ever have come into being
if it had not been for Hahn's recognition of the weakness of democratic cultures
before well-organized forms of authoritarian education that were appallingly
efficient at stirring up the passions of the young for collective violence.

Through Outward Bound, Hahn hoped to foster a deeper intensity of
commitment in the rite of passage from youth to adult life. He was intent on creating
more dramatic challenges and victories for the young than were available in
conventional forms of schooling. Advocating a more arduous quest than was present
in the institutions around him, Hahn was working from a disability greater than his
own, a collective predicament verging on catastrophe. In England during the
German Blitzkrieg, it was by no means apocalyptic to argue that there would need
to be a new education, reconstructed on a massive scale, to produce the compassion-
ate army needed to preserve what was left of civilization at home. Hahn believed
that an intensive program of training, expedition, reflection, and service could make
a difference.

That belief survived beyond the exigencies of war, but Hahn’s own direct role
quickly receded once the philosophical values were in place to launch Outward
Bound. While Hahn continued to influence Outward Bound, it soon took on a life
of its own under the vigorous leadership of many people drawn to its idealism and
hardy lifestyle over the years. Taking an image from Plato, Hahn likened himself to
a midwife of educational projects as he sparked ideas for new endeavors and then
left much of the development and maintenance to others. Outward Bound sea and
mountain schools proliferated across several continents in the following decades. As
it adapted itself to different cultures in later years, Outward Bound lost some of its
wartime urgency, but it maintained a zest for adventure and Hahn’s legacy of moral
purpose.

_ Outward Bound has come to mean many things in different places and for the
great variety of people who are drawn to it. But at its heart, in every time and place,
is Hahn’s own center, his conviction that it is possible, even in a relatively short
time, to introduce greater balance and compassion into human lives by impelling
people into experiences which show them they can rise above adversity and
overcome their own defeatism. They can make more of their lives than they thought
they could, and learn to serve others with their strength.

Hahn’s post-war contributions include several other projects of which he
considered himself more midwife than instigator. It would be most accurate to
characterize himas the moving spirit, since his arts of persuasion were decisive in
each case. The Trevelyan Scholarships, for example, provided funds for young
people to attend Oxford and Cambridge, based on experiential as well as academic
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criteria: applicants were asked to complete a project of their own design, which
would be reviewed by a selection panel. Shortly after a recurrence of his sunstroke
in the early 1950s, Hahn helped to launch the Duke of Edinburgh Award, a program
similar to the County Badge but more widely developed throughout the British
Commonwealth. His crowning achievement after the war was the Unitod World
Colleges, which began with the founding of Atlantic College in 1962.

If Outward Bound's origins are to be found in the war, those of the United
World Colleges appear in the desire to build institutions that will offer a living
example of what it means to be at peace. Taking students from ages sixteen to
nineteen, equivalent to the sixth form in England or the last two years before post-
secondary education in the United States, these colleges bring together boys and girls
from all over the world, from competing social and economic systems, from rival
cultures and religions. The program fosters world citizenship, an interconnected
leadership of people who have experienced a collective life of active dialogue and
peacemaking service. The cwriculum, like that of Gordonstoun, combines both
academic and experiential challenges, but the institutions have developed in new
directions under their diverse leadership, leaving some of Hahn’s educational
practices behind while preserving others. Kurt Hahn's original insight that such
institutions were possible stands as peri.aps the greatest legacy of his influence as
they continue to thrive and expand in the 1980s.

Returning to Germany for his last days, Kurt Hahn died near Salem, in
Hermannsberg, on December 14, 1974. The entry in Britain’s Dictionary of National
Biography calls him “headmaster and citizen of humanity.” Hahn’s educational
influence persists under such organizations as the Round Square Conference, which
comprises schools modeled on Salem and Gordonstoun. His genius in devising
short-term, educational experiences has not stopped infusing energy and inspiration
into the Outward Bound Trust, which oversees Outward Bound schools throughout
the world. His love of peace flourishes in the United World Colleges, not to mention
the many other institutions and individuals who continue to embody his ideals.

The man’s center remains, beckoning like an adventure. Arise from weakness to
teach about strength. Turn self-discovery into acts of compassion. Everywhere
defend human decency.

Notes

The author would like to thank Charles P. Stetson for his support and
encouragement during the preparation of this essay, an earlier draft of which was
written to provide background for a scholarship sponsored by Stetson at the
University of Bridgeport in Connecticut to honor the ideals of Kurt Hahn.
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—— Wilderness as Healing Place
John Miles

POR JOHN MUIR, WILDERNESS WAS A RESTORATIVE PLACE, A PLACE IN WHICH
he could not only learn and grow but also restore his mental and physical well-
being. He often wrote of this quality of wilderness experience. In the mountains,
“cares will drop off like autumn leaves.” In the “great fresh, unblighted, unredeemed
wilderness” people will find hope. “The galling harness of civilization drops off, and
the wounds heal ere we are aware.” Muir himself seemed to have a physiological
need for contact with wilderness. After he was married and responsible for the
welfare of his family and their fruit ranch, he spent long periods away from
wilderness. The demands of business and work took their tol]l, and he would seek
restoration in the exploration of some wild place. He bid others to do the same:

Go now and then for fresh life—if most of humanity must go through this town
stage of development—just as divers hold their breath and come ever and anon to
the surface to breathe. Go whether or not you have faith. Form parties, if you must
be social, to go to the snow-flowers in winter, to the sunflowers in summer. Anyway,
go up and away for life; be fleet! (Teale, 1954, p. 319)

Nearly a century has passed since Muir wrote these words, and in that time
many people have followed his advice. In fact, during the latter half the twentieth
century so many people have sought the benefits of contact with nature that Muir
would be amazed and chagrined. Outdoor recreation has become an industry, and
even the search for “healing” in wild places has become organized and
institutionalized. Now we have “therapeutic recreation” and “stress-challenge
adventure” programs to assist people in following Muir’s advice. Wilderness as a

The article was originally published in the 1987 Journal of Experiential Education, 10(3), 4-10.
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“healing place” has truly been recognized on a scale beyond anything that Muir
imagined.

How Does WILDERNESS CONTRIBUTE TO HEALTH?

Wilderness experience, many claim, can allow us to build the structure of our
being on a healthy foundation and also allow reconstruction and restoration of a
cracked or crumbling foundation. Many programs tcday use wilderness for
therapeutic goals of one sort or another. Undoubtedly, both the experiences planned
and facilitated by the program leaders and the environment itself contribute to the
healing effect of wilderness experience. We are concerned here with how the
wilderness environment contributes to improvement of health.

First, we should define what we mean by healing in this context. It is a broad
and value-laden concept. As Webster defines it, to heal is “to make sound or whole”;
it is “to cause an undesirable condition to be overcome”; “to make a person
spiritually whole”; or “to restore to original -integrity.” Healing involves an
improvement of the condition of our mind/body. We need healing when we suffer
pain and a reduction of our ability to live well. When we speak of healing here, we
are not referring to its usual meaning as applied to our physical selves but to a
process involving physical, emotional, and even spiritual dimension. Healing usually
involv.s all of these dimensions simultaneously. The wilderness engages the whole
person and thus may be an environment ideally suited to the holistic healing that
John Muir experienced and advocated to his fellows.

PSYCHOLOGICAL BENEFITS OF WILDERNESS

There have been literary allusions to the restorative and therapeutic values of
nature for centuries. This is valuable testimony, but is there any “hard” evidence that
wild places contribute to healing? There is, it turns out, but not as much such
evidence as we believers in the powers of wilderness experience would like. Two
psychologists, Stephen Kaplan and Janet Frey Talbot, recently researched what we
know about the psychological benefits of wilderness. Their review of the literature
led to the less-than-startling conclusion that people find experiences in natural
environments highly satisfying and that they highly value the benefits which they
perceive themselves to derive from experiences there (Kaplan & Talbot, 1983, p. 166).
The research literature trying to docament the specifically therapeutic value of
wilderness experience is generally flawed methodologically. It does indicate that
programs like Outward Bound “can and do result in positive changes in the self-
concepts, personalities, individual behaviors and social functioning of program
participants” (Gibson, 1979, pp. 13, 2, 30). '
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Kaplan and Talbot set up their own elaborate study of the psychological effects
of wilderness experience, trying to determine how wilderness affects people and
what the effects are. In summary, they identified three benefits. These seem to come
progressively. beginning with an increased awareness of felationship with the
physical environment and an increasingly effortless attention to one’s surroundings.
Sometimes people find that daily life causes them to have difficulty concentrating,
to experience mental work as unusually effortful, and to be irritable in the face of
noise and distraction. These may all be symptoms of “a fatigued voluntary attention
mechanism that has been pushed beyond its effective limits” (Kaplan & Talbot, 1983,
p. 188). Wilderness seems to free people from this condition with a functional
demand on attention and an interesting environment.

The growing sense of enjoyment is likely to be a reflection of the decreased need to
force oneself to attend. There is the discovery, in other words, that in addition to
being comfortable and exciting it is also quite safe to attend to what one feels like
attending to in the wilderness environment. (p. 193)

Later in the wilderness experience a second benefit appears. People experience
an increase in self-confidence and a feeling of tranquility. They come to feel that they
can deal with whatever challenges the environment may offer them. This is a
profoundly satisfying and even surprising experience for people who have been
struggling with their “normal” world. Kaplan and Talbot suggest that these benefits

are in part attributable to the realization that one cannot control the wilderness
environment:

Although often not a conscious priority, the need for control nonetheless can be an
important factor in the way an individual attempts to relate to an environment. Yet
the assertion of individual control is incompatible with much of what wilderness
offers and demands; rather than struggling to dominate a hostile environment, the
participants come to perceive their surroundings as quite safe as long as one
responds appropriately to environmental demands. Thus there is a tendency to
abandon the implicit purpose of control because it is both unnecessary and
impossible. (p. 194)

By relinquishing the illusion of control over the environment, people
paradoxically acquire more internal control and can relax and pay more attention to
their surroundings and to their inner selves.

Finally, Kaplan and Talbot noted a third benefit which the describe as
_contemplation. This is made possible by a high degree of compatibility among
environmental patterns, the inclinations of the individual, and the actions required
to feel comfortable in the environmert. The daily round of activity back home is
often anything but compatible. People are bombarded with diverse information and
demands and are often unable to do what their environment requires of them as
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well as what they desire. They may experience frustration and tension and be
entirely incapable of reflection on their situation.
Wilderness is very different. Kaplan and Talbot note:

In wilderness what is interesting to perceive tends to be what one needs to knovs in
order to act. For many people the purposes one carries into the wilderness also fit
closely with the demands that the wilderness makes: What one intends to do is also
what one must do in order to survive. (p. 191)

All of this compatibility can be liberating. It can allow reflection that can lead to
discovery of a different self, a self less conflicted, more integrated, and more
desirable. It can lead to a new intensity of contact with nature. “They feel a sense of
union with something that is lasting, that is of enormous importance, and that is
larger than they are” {(p. 195). Thus they tap a spiritual dimension of the human
experience that generations of writers have extolled.

At the end of their decade-long research, Kaplan and Talbot had to admit that
there was much to learn about the benefits of wilderness experience, but they
believed they had documented and described a set of significant psychological
benefits. They raised more questions than they answered, but their work should be
encouraging to those who, on the basis of personal experience, literary testimory,
and intuition, have been taking people into the wilderness to heal and to grow.
Kaplan and Talbot conclude with the observation that “we had not expected the
wilderness experience to be quite so powerful or pervasive in its impact. And we
were impressed by the durability of that residue in the human makeup that still
resonates so strongly to these remote, uncivilized places” (p. 201). Their work
suggests that wilderness experience can contribute to the healing of people
overburdened by demands of the home environment, that it calms them and
improves their ability to cope with the stresses of their normal round of activity.

WILDERNESS ENHANCES SELF-WORTH

Some sociologists suggest other ways in which wilderness experience contributes
to healing. They describe two conditions from which many people suffer: anomie
and alienation. A person with anomie is faced with myriad possibilities in life;
he/she is bombarded by stimuli and moves rapidly through a set of unrelated
experiences in a condition of separation from other people. Richard Mitchell notes
that such a person is “. .. unsupported by significant others, free to choose from
meaningless alternatives, without direction or purpose, bound by no constraint,
guided by no path, comforted by no faith” (1983, p. 178).

In such a condition, this person fears the outcomes of his/her actions and is
plagued by an uncertainty that renders routine and normal tasks very difficult. Such
a person may feel desperately in need of stability, security, and certainty.
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Alienation, on the other hand, may occur when someone finds the world too
predictable. Mitchell summarizes the contributing factors:

When people can predict their own behaviors on the basis of the social order in
which they are situated, when they perceive their world as constrained by social
forces, bound over by rule and regulation at every turn to the extent that personal
cr2ativity and spontaneity are stifled, when they know what they will and must do

in a given situation regardless of their own interests, they experience alienation.
(1983, p. 179)

The effect of this condition on someone is to feel powerless and indifferent,
estranged and separate from self and others. Interest in the world lessens and he /she
may become depressed, lethargic, and uninvolved. The alienated person comes to
believe that effort cannot bring about the outcomes desired, so why bother?

We cautiously say that these two conditions are unhealthy, or at least they can
contribute to a reduction of psychological and even physical well-being. Mitchell and
others suggest that people suffering anomie and alienation need to balance their
perception of their abilities with the responsibilities and possibilities available to
them. They need to reduce the variability of stimuli when too much is present
(anomie) and to increase it there is too little (alienation). In a social sense, notes
Mitchell, people are moved to seek competence, a sense of personal worth.

Competence grows from the process of recognizing one’s abilities and applying them
meaningfully and completely. Competence means assessing oneself as qualified,
capable, fit, sufficient, adequate. Competence emerges when a person’s talents, skills,
and resources find useful application in meeting a commensurate challenge, problem,
or difficulty. In sum, the competent individual’s perceived abilities are roughly equal
to their perceived responsibilities. (1983, p. 180)

Mitchell argues that certain activities provide ways for people to seek this
competence and to break out of their anomie or alienation. Such activities (he
explores mountaineering in considerable depth in this regard) allow people to enjoy
a freedom and creativity that disrupt their emotional treadmill and open new
possibilities for them. The anomie person will find a helpful measure of uncertainty.
We may add to Mitchell’s contention the argument that the wilderness environment
in which many such activities occur contributes to the healing outcomes as well.

Central to the healing property of mountain experience, argues Mitchell is “flow.”
Mihaly Csikszentmihalyi has described this “flow:

Flow refers to the holistic sensation present when we act with total involvement . . . .
It is the state in which action follows upon action according to an internal/logic
which seems to need no conscious intervention on our part. We experience it as a
unified flowing from one moment to the next in which we are in control of our
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actions, and in which there is little distinction between self and environment;
between stimulus and response; or between past, present, and future. (p. 58)

This sounds remarkably similar to the “fascination” that Kaplan and Talbot
earlier described, a condition in which attention flows effortlessly to whatever is
being done. Mitchell, though, argues that it is the act of climbing that creates the
flow experience, while Kaplan and Talbot suggest that the environment is the
principle factor. The latter investigators did not study the action of mountaineering,
and Mitchell studiously avoids discussion of environment as a contributing factor
in flow. The question of the relative importance of action and environment in
helping with problems such as anomie and alienation remains an open one.

WILDERNESS AND THE ABILITY TO LEARN

Many programs that use wilderness as a healing place seem to assume that the
environment contributes to achievement of their goals and that certain activities do
so better than others. Outward Bound schools usually use both the opportunity for
flow that activities in the wilderness provide and the fascination effect of the
wilderness environment. The combination of these factors may partly explain the
power of the Outward Bound process.

This process is being used in many places to help young people who are in
trouble, particularly delinquents. These are people who are usually unwilling to take
responsibility for themselves and others; they resent the situations in which they find
themselves and the necessity to work. They are often limited learners, unable or
unwilling to collect new knowledge and apply it to their lives.Many lack confidence
in themselves and resist the idea that anyone can be of help to them (Golins, 1978,
p. 26). In acting out their resentment and frustration with their lot in life, these
adolescents often find themselves in trouble with the law and in the court system.
As part of their therapy, an increasing number of them are being provided an
opportunity to participate in a wilderness-based adventure education program.

Golins has reviewed how such programs “. .. impel a delinquent to rearrange
his destructive ways” (1978, p. 27). He notes how the outdoor environment
contributes to this process through its “evocative” quality. The outdoors in general
and the wilderness in particular are unfamiliar and captivating for most delinquent
youths. It engages the participants’ senses and increases receptivity to stimuli in their
environment. Their chances for success seem to be increased because of their
experiences. This may be because the needs and purposes of the moment (to be
warm, to stay dry, to curtail hunger) are compatible with the demands of the
environment, as Kaplan and Talbot observed. A person usually resistant to learning

is made less so when the learning is necessary to solve basic problems of comfort
and even survival.
5’ a)
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Golins describes another way in which the outdoor environment is conducive to
growth: -

The outdoors also presents itself in a very physical, straightforward way. There are
mountains to climb, rivers to run, bogs to wade through. As an adolescent
delinquent whose principal mode of expression is an action-oriented one and whose
thinking process is mostly concrete, the possible activities in the outdoors fulfill his

developmental capability. He just stands a better chance of excelling here. (1978, p.
27)

The environment may be unfamiliar, but the demand for action is familiar. Those
who design the challenges of wilderness-based educational programs are very
careful to present the opportunity for success. Usually the learner is presented with
a progressively more difficult series of challenges, demonstrating the value of
learning and the positive outcomes to be derived from applying what is learned. In
the outdoors the feedback and reinforcement from successful application of
something learned is immediate. Rewarded for learning, the delinquent goes on to
the next challenge and the next learning experience.

Yet another way the outdoors may help delinquents is described by Golins. He
notes that the “symbolic potential” of the outdoors is greater for the person who has
difficulty conceptualizing and generalizing. He argues that if we subscribe to the
theory that learning involves thinking about the meaning of experience, then the
experiences in nature, by their power and simplicity and concreteness, are easier to
generalize than learning experiences in the complex social contexts of normal life.

Consider, for instance, a young woman learning to rock climb. She must learn
to depend on her belayer. She must communicate with her and must care for her in
the sense that she must not knock any rocks down or otherwise endanger this
person upon whom she is dependent. The problems she needs to solve are simple
and straightforward. There is a beginning and end to the task at hand. The
difficulties are easy to identify and define, as are the actions necessary to solve them.
Tackling the rock pitch, the slanting jam crack, the “holdless” section, the climber
takes the difficulties one at a time and works them out. She is in charge and, after
the anxiety of the adventure recedes, feels a surge of confidence. “I did that!?” is
often the comment, part surprised query, part triumphant exclamation.

From all of this the woman may generalize about problem solving, cooperation,
communication, and the nature of dependency in certain social situations. The
outdoor environment presents these concepts boldly so that they can hardly be
missed. It places them in a pragmatic context that increases the likelihood that the
learner will think about them in the larger framework of her life. “If these processes
have served me here,” she may reason, “then perhaps they will do so in my world
in general.” Golins thinks that such experiences help young people to learn to think
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conceptually and thereby deal more effectively with situations that have previously
baffled and frustrated them.

WILDERNESS AS A METAPHOR FOR LIFE

Bacon, like Golins, has analyzed the Outward Bound process and how it works,
and his thinking reveals yet another way in which wilderness contributes to healing
in people who go there. Bacon’s theory is that the Outward Bound experience can
serve as a metaphor for the life of the participant, as a set of experiences that can
clarify real-life situations and thereby help the learner contend with them. Most of
the metaphorical power of the Outward Bound process, Bacon argues, comes from
the conscious programming of the leader, but he also contends that an archetypal
quality of the wilderness environment contributes to this power. He takes the
foundation of his idea from the psychiatrist Carl Jung who suggested that there are
some ways of organizing and understanding the works that are passed down in
cultures and individuals from early human experience and that transcend culture to
the point of being universal. Jung argued that these original patterns are produced
in all of us and are a factor in how we perceive the world. :

One such pattern of archetype is Sacred Space. This is a place pervaded by a
sense of power, mystery, and awesomeness. Such places are not suitable for living,
lacking the resources for day-to-day comfort and survival, and the seeker cannot stay
there anyway for he/she has important work to do in the everyday world. If the
seeker comes to the Sacred Space with full respect and a clean spirit, he/she may be
empowered in a positive way. Bacou argues that wilderness is Sacred Space.

Anyone who has spent much time in the wilderziess can easily recognize the parallels
between it and the archetype of Sacred Space. Wilderness is difficult to get to and
difficult to travel through. One passes a series of tests in order to exist within it. It
is unlike the normal world in hundreds of ways. Above all, it pervades one with a
kind of religiosity or mysticism—one of the most compelling things about nature is
that it seems to implicitly suggest the existence of order and meaning. (1983, p. 53)

In Bacon’s view, wilderness as Sacred Space is useful to Outward Bound because
implicit in this azchetype is the concept of transformation and change. If Jung is
correct and there is an archetype of Sacred Space within us, then when we go to
such a place, especially in the context of programs like Outward Bound or Vision
Quest, we accept the possibility that some kind of transformation may occur. This
acceptance may not be conscious, but it is there and it makes change, growth, or
healing possible.

A central principle of many psychotherapists is that a person does not change
unless he/she wishes to change. Despite themselves, people cling to their
problematical behaviors. Only when they become willing to change does healing
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become possible, as in the wilderness as Sacred Space. A young person in trouble
with the law or plagued by emotional difficulties is given the opportunity by a judge
or a physician to try something new, to go into the wilderness. If they choose to go,
they accept, perhaps begrudgingly or even unconsciously, the possibility of change.
The outcome is certainly not a sure one, but there is the potential for something new.

There is little question that certain course experiences do involve the presence of one
or more of these primordial patterns . . . the students covertly participate in age-old
patterns of human development. Anyone who has taught an Outward Bound course
is aware that the spirit of the course often seems to move beyond the capabilities of
the human beings involved. It is in this sense that one can argue that the mountains
do speak for themselves. (Bacon, 1983, p. 53)

Kaplan and Talbot, without reference to Jung's archetype idea, argue that

wilderness is suggestive of a larger framework, of rich possibilities not considered
before:

The wilderness experience is “real” in some rather concrete ways, as well as in a
somewhat more abstract sense. It is real not because it matches one’s ways of the
everyday world (which of course it does not do), but because it feels real because it
matches some sort of intention of the way things ought to be, of the way things
really are beneath the surface layers of culture and civilization. (1983, p. 190)

In a metaphorical way, the wilderness experience suggests the. possibility of
returning to the “real” world from this “other world” and finding coherence there.
The wilderness traveler recognizes that daily life may not be as chaotic as previously
experienced. There is, of course, no assurance that the possibility will be achieved,
that the percepticn will be transferred back home. The transfer is possible, especially
if part of the follow-up to the therapeutic wilderness experience of the “other world”
fulfills the archetypal ; omise of Sacred Space. It is a change and holds out the
possibilities of change to come. When this change helps a person to understand and
cope with the world, it is a part of healing.

WILDERNESS AND PHYSICAL FITNESS

A final way in which wilderness may contribute to healing is by the physical
demands that it makes upon people who travel there. Wilderness by definition is a
place without the amenities of civilization. [he wilderness traveler m.ust negotiate
rough trails or travel cross-country with no trail. All the conveniences and necessities
of life must be carried, usually on one’s back. Physical effort is needed to satisfy
basic needs, as in erecting the tent, cooking dinner, or staying warm and dry in rain

. £
~ v) )




54  Theory of Experiential Education

or snow. The ultimate wilderness adventure, like climbing a mountain or rafting a
wild and rough river, can demand considerable physical stamina and skill.

So how might the physical demands of wilderness travel contribute to healing?
First, and most obviously, the demands of wilderness activity, if faced over a
considerable period of time (like the 3 weeks of the standard Outward Bound
course), lead to physical conditioning and stamina. A fit body can do much to
enhance self-image, and a positive self-image is a boost in confidence. An increase
in confidence opens new possibilities of learning and growth.

Thomas Stich (1983) notes other ways that physical activity can be helpful in
dealing with psychological difficulties. When a person gains control over his/her
body, as must be done in wilderness travel, there may be corresponding gain in
control in other areas. Perhaps there is also a metaphorical dimension. Traveling to
a wilderness objective requires taking one step at a time, putting one foot in front
of the other, pacing oneself. So it may be in daily life in a wide range of tasks. The
way to the objective is not impatient rushing but steady effort. Alan Drengson has
noted this quality of the physical act of wilderness walking. He calls the process
“mindful walking” and points out that while one must be att:tive to the physical
act of walking, one can still look at the larger view and even «~hieve a meditative
state. Meditation is an advanced state of psychological awareness and control, and
wilderness walking certainly does not lead everyone automatically to that state.
Some measure of the condition is often achieved, though, with beneficial effects.

Stich notes that physical exercise can cause self-expression and be an outlet for
aggression and anxiety. All physical exercise provides these opportunities, including
that involved in wilderness travel. Self-expression may come in many forms, as in
the style in which one climbs a rock or the route one picks on a ski tour. Attacking
the difficult pitch on a climb or the physically demanding long, heavy haul can be
an outlet for aggression. Struggling with anxiety about bears or exposure or
avalanches, pushing down the anxious upwelling while coping with the problem,
then screaming with delight when the climb is done or the tricky avalanche slope
passed—all provide an outlet for anxiety. The coping with anxiety is in part physical,
moving beyond the threat to a position of safety. This is-a concrete experience, one
that cannot be denied. Back home a success (or failure) might be imeasured on some
abstract scale, by someone sitting in judgment. The physical acting on a problem in
the wilderness is real and undeniable. For a person who has often failed in society
and thinks there can be no alternative, the physical, concrete experience of
achievement in a wild place can be uplifting and restorative.

We can argue with confidence that wilderness has great potential to contribute
to improvements in physical well-being. It cannot, of course, “cure” illness, but by
its nature it can place demands on us that force us to call upon physical and
emotional potential often unrealized. It can allow us to release pent-up energy and
to feel our bodies, reminding ourselves that we have physical powers we may lose
if we never use them. In short, the physical demands of wilderness places can

60




Philosophical Foundations 55

perhaps motivate us to take better care of our own bodies; and such physical
achievement can lead us to want more of the same and to initiate a regular physical
fitness regime. In a world seemingly bent on taking the physical exertion out of
every action, wilderness travel can give us a forceful reminder of what we are losing.

CONCLUSION

We have seen that wilderness environments can in many ways contribute to
restoration of health. We have identified the qualities of such places that contribute
to healing, as well as some of the problems where wilderness experiences can be
especially helpful. Throughout our discussion, we have noted that our activities in
wild places are as important to healthful outcomes as the physical qualities of the
places. We cannot separate the program from the place. The particular ways that
being in wilderness can contribute to health can be.summarized as follows:

1. In wilderness, people experience increasing effortlessness in attending to
their surroundings, which can be an antidote to the irritability and stress
that comes with attention overload in daily life.

2. Recognition of limits regarding control of the wilderness environment can
lead to reduction of the compulsion for control in other aspects of people’s
lives and to a more relaxed and comfortable posture generally.

3. Compatibility between environmental demands and individual inclination
can contribute to personal integration and a sense of union with nature,
which may lead to a sense of being at one with the universe, a highly
desirable spiritual condition for many people.

4. Wilderness can be a place where people experience competence aud
consequently enhancement of self-worth. Thus, people can be helped to
cope with the contrasting conditions of alienation and anomie.

5. Wilderness is a place with high potential to captivate and stimulate, to

increase one's feeling of engagement with one’s surroundings. This may
improve a person’s ability to learn.

6.  The concreteness of challenges posed by wilderness experience allows
delinquents who usually fail to meet abstract challenges to enjoy success
and consequent enhancement of self-image and confidence.

7. The metaphorical potential for learning in wilderness is great and may

allow insight into the challenges of life back home and how they can be
better managed.
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8.  The physical challenges of wilderness travel can enhance physical fitness
and can also allow expression of frustration and anxiety, thereby reducing
stress.

John Muir knew that his wilderness days restored his body, mind, and soul. He
did not know how this restoration occurred, but the effect of his wilderness travels
upon him was so great that he prescribed the experience to anyone with the means
to go there. Today we still do not know exactly how and why nature has curative
and restorative effects upon us, but as our modern lifestyle and development remove
us farther from the natural world, we are consciously seeking the succor of wild
places and researching the possibility that we need contact with nature to be fully
functioning humans.
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—— The Need for Something Different:
Spirituality and Wilderness Adventure

L. Allison Stringer and Leo H. McAvoy
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I FELT SO PEACEFUL ... WORDS CANNOT DESCRIBE THE FEELING ... IT WAS
spiritual.” These words, spoken by a participant on a wilderness adventure trip, are
similar to those often used by participants in wilderness programs to describe their
experiences. Tacit knowledge’ and written personal accounts by philosophers,
theologians, environmentalists, experiential educators, and outdoorspersons
throughout history have suggested that wilderness adventure experiences offer the
opportunity to explore the spiritual side of human existence.

It seems, however, that these spiritual experiences have been taken for granted
as something that merely “happens” or something that people (perhaps
unconsciously) generally seek. While there is a solid research literature on
spirituality and related topics in the fields of psychology and religion, relatively little

'This is a journal entry of a wilderness trip participant from September 1987 and is used
with permission. All of the other participant quotations are taken from personal inter-

views or journal entries during the summer and, fall of 1987 and are used with
‘permission.

"Tacit (intuitive) knowledge is that which one knows or understands based on experience
and is not expressible by language. “Tacit knowledge includes a multitude of
unexpressible associations which give rise to new meanings, new ideas, and new
applications of the old” (Lincoln & Guba, 1985, p. 196).
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research has been conducted in leisure and recreation to support the inclusion of
spiritual goals in wilderness adventure programs.’

If spiritual experiences are to be a purposeful element of adventure programs,
then there is a need to know more about spirituality in general, and specifically
about spiritual experiences in the context of wilderness adventure activities.
Therefore, the purpose of this study was to investigate whether the wilderness
environment and wilderness adventure programs are conducive to spiritual

- development, and to investigate what the nature of such spiritual experiences might
be.

SPIRITUALITY AND EXPERIENTIAL EDUCATION

The modern world provides many reasons for disillusionment and despair: a
troubled economy, high crime rates, a ravaged environment, the drug crisis, child
abuse, and war (to name a few). Traditional methods of finding meaning and
purpose in the face of such horrors are no longer helpful for many people. Chenery
(1984) argues that spiritual development or “centering” is an urgent need for children
in today’s world. She provides a detailed example of how camnps could integrate this
development into their programs, the key factors being time for contemplation and
guided dialogues on spiritual issues. Fox (1983) suggests that spirituality—in his
definition, a dependency on faith—should be the real core of experiential education
(of which adventure programs are a part). He states:

Our experiential education programs must introduce students not only to the
abstract and theoretical reality of their spiritual center and dependency, but to its
concrete reality, real people, real feelings, real decisions. (1983, p. 6)

In a more recent presentation of the concepts of Transpersonal Psychology,
Brown (1989) notes that a primary reason many people seek the wilderness
environment is to fulfill spiritual needs. Pendleton (1983) summarized the need for

attention to a spiritual dimension in wilderness-based experiential education when
she said:

3Relevant research related to spirituality found in the psychological, religious, and leisure
literatures include the following: Maslow’s (1968, 1970) theories of self-actualization and
peak experiences: Csikszentmihalyi’s (1975) concept of flow; lames’ (1902/1958)
discussion of mystical experiences; Otto’s (1950/1970) description of the sacred
dimension of experience; Beck’s (1988) “glow” theory; and Kaplan and Talbot’s (1983)
analysis of the relationship between wilderness experiences and spiritual meaning. For
further information, please contact the authors.
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Cut off from nature, we have lost a sense of a sacred reality, we reject spiritual value
and neglect our own and others’ spiritual needs . . . . Even in the field of experiential
education, there has been too little effort made to allow the sacred to be reconciled
with the physical reality of our experience. (p. 11)

All four of these writers—Chenery, Fox, Brown, and Pendleton—speak to the
need for experiential educators tu ..«clude a spiritual focus in their programs. There
is a need to document and define the spiritual components of wilderness adventure

experiences and to make recommendations for programs regarding these spiritual
components.

DEFINITIONS

For the purpose of this study, spiritual and spirituality were taken in their
broadest senses to include both religious and non-religious connotations.* The
concept of spirituality has traditionally included an awareness of and fusion with a
power or principle greater than the self. Spirituality has often been described as that
which gives meaning and purpose to life. Beck (1986) has suggested that there are
several qualities which characterize the spiritual person: awareness, breadth of
outlook, a holistic outlook, integration, wonder, gratitude, hope, courage, energy,
detachment, acceptance, love, and gentleness.

As with spirituality, spiritual experience has no one definition or source and is
unique to each individual. Descriptions of spiritual experiences usually include
evidence of both cognitive processes (active contemplation) and affective dimensions
(feelings and emotions, such as peace, tranquility, joy, love, hope, awe, reverence,
and inspiration). They are frequently described as involving a transcendence of self
and /or surroundings and are most often perceived as having some degree (usually
high) of emotional intensity. '

William James (1902/1958), in the classic work The Varieties of Religious Experience,
proposes that the mystical experience (which the authors believe is similar to, if not
synonymous with, the spiritual experience) is marked by four characteristics. These
are “ineffability,” the inability to describe the experience in words (one must
experience it directly); “noetic quality,” the sense of the significance of the experience
as insight into, or illumination and revelation of, greater truth; “transiency,” the short
duration of the experience (although experiences can build upon one another); and
“passivity,” the feeling of being “held” or “grasped” by a superior power during the

‘The reader should note that these definitions were used for the purposes of designing the
study only and were not imposed upon the participants. Rather, a crucial part of the
study was to have participants define the terms in their own words.
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experience (James, 1902/1958, pp. 292-293). These characteristics described by James
form the basis for the authors’ understanding of spirituality as used in designing this
study.

DESCRIPTION OF THE STUDY

This study was designed to explore the spiritual dimension of wilderness
experiences at a very basic level. Our specific research questions were as follows:

1.  What is the nature of the participants’ wilderness adventure experiences
physically, cognitively, and emotionally?

2.  How do the participants define the term “spiritual/ity?” Do these
" definitions differ in a wilderness environment as opposed to the
participants’ customary environments?

3. Do the participants believe that they had spiritual experiences of some sort
on their trips? If so, what was the nature of these experiences?

4.  What aspects (if any) of the wilderness trip program or of the participants
in the program brought about or contributed to their spiritual experiences?

The subjects were participants in two wilderness adventure programs scheduled
in the summer and fall of 1987. There were thirteen persons in each group who were
eligible and who chose to participate in the study. The first group (Group A)
consisted of persons with and without physical disabilities on an eight-day canoeing
trip in northern Ontario, sponsored by Wilderness Inquiry, a non-profit organization
which offers integrated wilderness trips. The second group (Group B) consisted of
university students enrolled in a wilderness leadership class which involved a ten-
day backpacking trip to the Beartooth Mountains in Wyoming and Montana. The
first author/researcher was a participant/observer on both trips. ‘

Group A consisted of thirteen persons (excluding the researcher). The group had
three leaders, one intern, and nine participants, five of whom had disabilities (spina
bifida, cerebral palsy, ataxia, and mental handicaps). Of the subjects included in the
study, five were female and eight were male, ranging in age from 15 to 36 years of
age (average age of 26 years). Regarding outdoor experience, only one person had
never been on a wilderness trip of any sort. Nine people had moderate to high levels
of experience in a wide variety of outdoor settings. Four people had limited
experiences in camping, hiking, and canoeing.

Group B consisted of eighteen persons (excluding the researcher), four of whom
were excluded from the study due to prior knowledge or involvement with it and
one who was excluded due to not being available for the post-trip interview. Of the
thirteen included subjects, eight were female and five were male. Their ages ranged
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from 20 to 36 years (average age of 26 years). Two participants had never had any
previous wilderness experience. Five others had had limited experience back-
packing, and the rest had moderate to high levels of experience in a wide variety of
wilderness settings.

Prior to each trip, the researcher told the participants that they would be
participating in a study looking at the spiritual dimension of wilderness experiences,
although she did rot disclose any of the interview questions. The researcher did not
participate in any phase of the planning for these trips, nor did she prompt
discussions about or activities relating to spirituality while on the trips. The
researcher did not reveal her personal definition of spirituality to the subjects. The
role of the researcher was to be a participant/observer, not a leader.

METHODS

The methodology used in this study was based on the qualitative paradigm ot
naturalistic inquiry® proposed by Lincoln and Guba (1985). There were four sources
of data: pre-trip questionnaires, on-site observations (by the researcher), post-trip
interviews, and analyses of participants’ trip journals. The questionnaires included
items regarding demographic data, previous wilderness experience, reasons for
going on the trip, and anticipated benefits. The interviews, conducted as soon as
possible following the trips (trom three to forty-five days after each trip), included
general questions (relating to how the trip affected participants physically,
cognitively, and emotionally; what high and low points were; and whether or not
participants’ expectations of the trip were met), as well as the spiritually related
questions. Both the pre-trip questionnaire and the interview were constructed by the
authors, following guidelines established by Lincoln and Guba (1985) and Patton
(1980). The interviews were recorded and transcribed for accuracy. On-site

*Naturalistic inquiry is a qualitative methodology based on the following tenets: Research
is conducted in a natural setting, using humans as the primary data-gathering
instruments; the researcher can use tacit knowledge in designing the study; participants
are selected with a purpose in mind; and data analysis is inductive, as well as deductive.
Theories, rather than being presupposed, emerge from the data, and the researcher
checks those theories with participants at various stages in the study. The researcher
presen's the results in a case study, which provides a complete description of the
situation, providing as many details as possible, so that readers can determine how
similar or dissimilar their own situations are to those described. The results can be
tentatively applied to other contex.s, if the situations are similar enough to warrant
application. Finally, there are standards, which are analogous to traditional measures of

validity, reliability, and objectivity, that ensure the trustworthiness of the research
(Lincoln & Guba, 1985).
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observations, though of limited value in regard to spiritual experiences, were
necessary for establishing context and rapport, as well as for forming complete
descriptions of each trip.

Several steps were taken to establish the trustworthiness of the data (Lincoln &
Guba, 1985). The researcher established credibility by forming a trusting relationship
with the participants, through being familiar with the types of environments and
wilderness activities included in the study, and through using multiple sources of
data. In addition, another researcher, who was familiar with but not involved in the
study, checked theories as they emerged to ensure that they followed from the data.
The researcher sought (unsuccessfully) negative cases for analysis and had
participants review both the data and the conclusions for further feedback. The
researcher wrote a full case report and had it reviewed by an expert panel, including
complete descriptions of both trips, in order to facilitate transferability (the degree
to which the findings might be applicable to other situations).

ResuLTs
Physical, Cognitive, and Emotional Experiences

Because spiritual experiences do not occur in a vacuum (i.e., they are most likely
influenced by physical, cognitive, and emotional factors in our lives), the first
research question dealt with how the trips affected participants in general. For both
Group A and Group B, the respective wilderness trips were, overall, highly positive
experiences. Participants in Group A found their trip to be fairly easy physically,
while most participants in Group B felt that their trip was strenuous. These
differences in perceived difficulty among participants were due to: 1) the presence
or absence of physical disability; 2) the level of physical fitness; 3) the levels of
difficulty in terrain, schedule, and physical activity; and/or 4) the addition of
leadership or extra responsibilities. Both groups experienced cognitive learning in
many different subject areas.

Participants in both groups experienced a wide array of feelings and emotior:s.
On the positive side, participants reported feeling content, excited, happy, joyful,
rejuvenated, peaceful, enchanted, moved, accepted, nurtured, more self-confident,
complete, fulfilled, renewed in spirit, secure, relaxed, cleansed, close to others, and
unstressed. On the negative side, participants felt frustrated, tense, burned out,
nervous, over-extended, worried, sad, and fearful. Some comments regarding these
feelings were:

It might be something that will take a month or so to process, but my immediate
feeling [was] a'simple sense of joy that I'd been part of something that I felt was very
good, and I tapped into the lives of other people who I think are very good. I felt a
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smile in my heart, I guess would be a way to say it. Something wonderful had
happened, all of the sudden. (Group A, interview)

Emotionally, it was a high of sorts, most of the time . . . . [But] at times I wish . .. I
could have been there alone, or maybe with one or two other people . . . . There were
times when . . . I didn’t want to worry about what anyone else was doing . . . . But
to [contradict] that, I was feeling very positive . . . . I have a hard time achieving that
same amount of positive feeling when I'm in an urban environment. (Group B,
interview)

Many of these general feelings were identical to those participants reported when
identifying feelings and emotions associated with spirituality.

High points pertained to such categories as fellow participants (friendliness,
diversity, closeness, laughter), the camaraderie of the group itself, physical
achievements, the environment, and personal growth. Low points generally revolved
around physical aspects of the trip (e.g., personal limitations due to disabilities,
illness, sunburn, instability on the rocks, heavy packs, soreness, coldness) and
interpersonal conflicts (impatience with and intolerance of other group members,
tensions and difficulties in dealing with other group members). As noted below,
there is a connection between those experiences repcrted as high and low points and
those reported as spiritual experiences.

Participants’ reasons for going on the trips included fun and enjoyment, getting
away from the routines of everyday life, being in and learning about the wilderness,
personal growth and awareness (physical, mental, emotional, and spiritual), learning
about and working with people with disabilities, meeting new people, and
experienving the calming and rejuvenating effects of the wilderness. Their
anticipated benefits from the trips, in addition to the reasons for participation listed
above, included learning to cope with a new environment, learning to communicate
with people who know little about you, gaining a greater awareness of self and the
surrounding world, improving or learning new skills, slowing down and focusing
energies, physical and mental conditioning, spiritual attunement and clarity, and
sharing with others. Very few participants listed spiritual goals specifically. All
participants stated that their expectations were met to some extent.

DEFINITIONS OF SPIRITUALITY

Personal definitions of spirituality were different for each individual, but many
common themes emerged in both groups. These included the shared or common
spirit between and among people; a power or authority greater than self; clarity of
inner (or self) knowledge; inner feelings (especially of peace, oneness, and strength);
awareness of and attunement to the world and one’s place in it; the way in which
one relates to fellow humans and to the environment (especially in relation to
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Attributes or Characteristics of Spirituality:

Table 1: Definitions of Spirituality Reported By Groups A and B

Emotions and Feelings Associated with Spirituality:

Awareness * Accomplishment * Exhilaration
Human interconnectedness *  Optimism * Awe
* Attunement * Exuberance * Peace
Inner feelings * Calmness * Fear
Connection or relation to a greater * Quietness * Centeredness
power/deity * Gentleness * Reverence
Inner or self-knowledge * Clarity * Happiness
Faith or beliefs » Security * Contentment
Inner strength * Hope * Serenity
Sense of wholeness, oneness, peace * Curiosity * Humbleness
and/or tranquility * Tranquility * Empowerment
Values * Joy e Trust
Intangibility * Equilibrium * Majesty
Shared or common spirit * Wamth * Excitement
* Oneness *  Wonder

service); and intangibility. Table 1 lists the keywords that emerged from the

definitions given by participants, broken down into both the attributes and the

emotions or feelings they associated with spirituality or spiritual experiences.

Many participants’ outlooks were shaped or influenced by traditional religious

teachings, such as the acknowledgement of a deity, holding moral values, the

importance of prayer, and the exister«e of faith. No one, however, confined his/her

definition to a strictly religious view, and the majority of participants described
broader or more general concepts of spirituality. Some typical comments were:

It's a difficult thing to define, even after going through several wilderness
experiences and having given that specific question [“What does the term ‘spiritual’
mean to you?”’] some prior thought. I think there’s a religious perspective to it, and
I don’t think that it necessarily means that one [subscribes to a particular religious
belief], but I think you have to acknowledge the presence of a Power or of an
Authority that’s above and beyond anything we’re capable of. I don't think you can
experience the raw power of nature . . . without vealizing that there really are powers

much beyond what you can even articulate and understand .... (Group A,
interview)

I believe that there is a common spirit that is shared by everyone. I think spirituality
is how each individual experiences that common spirit. And I don't think it’s the
same thing for everyone . . .. (Group A, interview)
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I guess I've come to realize that it’s all spiritual . . . . In a Christian sense, I likened
[the trip] to the Eucharist in my journal . . . . We shared bread, we shared food, we
shared laughter —which is the wine of the spirit . . . . [We] smelled one another’s
sweat, we heard one another belch, we entered into the lives of one another. And to
me, that’s all spirit; that’s all shared experience . ... It seems to me that there was
a willingness to be comrades or to be with one another in that experience, and to me,
that's spirit. ‘We hugged, we kissed, we cried . . . . I think there’s always this illusion
that there’s this spiritual plane that we seek to attain. But the more I study the
Gospels, and the more I try to take on the life of Christ, I see that it’s through the
very act of living that that happens. It’s not through some sort of mortification or
extreme asceticism, or something like that. It's through the stuff of life: the dirt, the
joy, the people . . .. (Group A, interview)

Spirituality is . . . getting down to the basic, essential needs. And looking for what’s
common .... I'll call it looking for the life force which is common to
everything—plant, animal, rock, bird, etc.... A definition for me would be
connecting, feeling literally and intellectually a connection with that life force.
(Group B, interview)

It’s almost an intangible quality that I sense in myself and in the world around
me . . .. It's a sense of wholeness and being at one with everything that’s around me,
both wih the people and the natural world. Wholeness, or maybe completeness.
(Group B, interview)

Every participant stated that his or her definition did not differ in a wilderness
context. Most went on to say, however, that their opportunities to experience their
spirituality were greatly increased while in the wilderness and that being in the
wilderness enhanced those experiences. One person said:

I think everyone has to find [spirituality] in a different way . . .. I have to be in the
out-of-doors setting where things become real clear. The clarity is uncanny,
because—maybe because of the pace? and maybe because the setting that we're in
is really simple, yet complex . ... There’s a profound power out there—Mother
Nature, or whatever people label it—that is totally unconquerable . . . . That’s where
my soul is . . . that’s where I come alive . . . . I mean, if there’s a God, that’s where
I feel closest to that God. That's where the peace comes from, that inner peace.
(Group A, interview)

In general, the increased opportunities and enhancement of spiritual experiences
in the wilderness were attributed to the absence of constraints and obligations that
people usually had in their everyday lives. Since all participants lived in or near a
metropolitan area, these pressures were described as being part ot living in the city,
and the wilderness represented a new and/or unusual living environment. Though
several people saic ‘hat their spirituality is based in the wilderness (as illustrated in
several quotes included here), this was not the case for all participants. It might be
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surmised, therefore, that the operative factor for some participants was being in a
different environment, free from normal constraints on time and energy, as opposed
to being necessarily in a wilderness environment.

SPIRITUAL EXPERIENCES

Spiritual experiences were often thought of initially as cataclysmic, life-altering
events of a traditional, religious nature by many participants. When they reflected
on these definitions in juxtaposition to the definitions of spirituality they had just
given, however, they realized that their concepts of spiritual experiences usually did
not take into account their own definitions of spirituality. After this realization, all
participants identified many different types of experiences they had had (on these
trips and elsewhere) as being spiritual in nature.

Table 2 lists the spiritual experiences reported by both groups on their respective
trips. The members of Group A described the unusual closeness that developed
within the group, and so their reports of spiritual experiences were focused most
often on the interconnections between people. Participants in Group B, exposed to
the vast, stark, and unique beauty of an alpine environment, most often described
spiritual experiences as involving an awareness of and appreciation for what they

Table 2: Spiritual Experiences Defined and Reported By Groups A and B

* Assisting other participants + Specific Activities:
+ Conversations with other participants - Swimming - A yoga lesson
* Facing personal fears and challenges - Portages - A Native American
¢ Heightened levels of awareness - The final group takk ceremony
+ Moments of intense feeling or emotion - Being in the woods
prompted by interactions with other - Meals
participants - Playing and listening to
+ Moments of intense feeling or emotion the guitar
prompted by interactions with the natural - Watching a full
environment moonrise
* Parting or saying good-byes Rock climbing
o Thinking in new ways about self, the Summit ascents
world around oneself, and one’s place in Laughing and joking

the world

¢ Times of solitude, personal reflection, day
and prayer An Earth Awareness
* Watching peop'e work together exercise

- Silent walk out on last
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A few of the comments were:

Some of the days I was up before anybody else, and to be :ble just to go quietly
about my business and get dressed and get the fire started, all those really important
things . . . . Those are the very basic things you need to start your day. And [to] be
able to look out over the river or the lake, and [to] be able to observe the eagles or

the loons, or the osprey, or just the sunrise, those are all spiritual moments. (Greup
A, interview)

[We] were walking out on the last day, and the whole walk was very spiritual for
me. We didn't really talk at all. And we stopped quite a bit and just sat and listened
and watched. And at that point, my senses were so in tune, after being out there [in
the wilderness] for so long. In the back of my mind was the thought, “You're going
back.” And I just wanted to grab as much of it and stuff it in as I could. I just felt
really happy, and . . . also the knowledge that I was going back wasn’t bothering
me, because I felt confident and content enough that I knew [that I could go back
and deal with the things I needed to deal with back home] . . . . I remember looking
around me, thinking, “God, the colors are so beautiful. Everything smells so good
here.” And it was just special. It was spiritual. I felt like I belonged. (Group B,
interview)

[For me, it was] just the people .. ..and the fact that I have...some more
friends . . . . We lose sight of that very sensible, crucial element of living, which is
trusting other people and loving them, and tolerating their weaknesses, and maybe
even getting disgusted with them, but still loving them. And I think that
happened . . . . That was the spiritual awakening for me, you know, the friendship.
(Group A, interview)

One thing that comes to mind real quickly is joking and laughing, just really
laughing hard . . . . Another time, was, I suppose, th : high and low moments, when
I was really struggling hard, and I . . . really felt some power from another person.
All she did was walk with me and talk with me, and it was like I was able to absorb
some of her power . . . . I find my Higher Power in other people, too. And spending

time alone, all by myself, just allowing myself to feel whatever I felt . . . . (Group B,
interview)

involved interactions with other people, just as persons in Group A described
interactions with the environment. The majority of the responses, however, fell into
the two respective categories listed above.)

These participants’ comaents reflect several other people’s feelings as well.
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Connection with other people—sharing a common spirit—was vital to many
participants’ experiences of spirituality. Often this connection included a component
of service, either given or received, that helped strengthen the bond. Equally
important were heightened awareness of or attunement to self and surroundings,
and clarity of thought or feeling. The last quotation also illustrates that moments of
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great emotional impact (often reported by participants as spiritual moments or
experiences) are not always positive; often negative and positive feelings are blended
in a single experience.

A comparison of reported high and low points with reported spiritual
experiences of both groups indicates that spiritual experiences are shaped or
influenced primarily by the most memorable facets of the trip as a whole. The data
also indicate that those experiences which are reported to be spiritual are also those
which are reported to be the most emotionally intense. Furthermore, most of the
emotions associated with these experiences are positive, and most of the experiences
are accompanied by a heightened sense of awareness (of self, of others, of the
environment, and/or of a greater power). These findings suggest that by giving
participants opportunities to focus on and process the intense emotional experiences
they encounter on trips, leaders may help participants to foster spiritual growth.

CONTRIBUTING FACTORS

There were many factors that were influential in participants’ spiritual
experiences in both groups. Table 3 gives a summary of both contributing and
inhibiting factors mentioned by the participants in response to the questions: “What
factors or components of the trip do you think brought about or contributed to
this/these experiences?” and/or “What factors or components of the trip (or of
yourself) do you think might have prevented you from having a spiritual
experience?”

The two factors most frequently mentioned were other people on the trip—in
terms of the sharing that occurred between group members and the variety of
thoughts, opinions, and experiences that each person brought to the group—and
being in a wilderness environment. Participants commented that the wilderness
provides a place to find inner peace and tranquility, solitude, beauty, and spiritual
rekindling; that it is a place in which one can learn and grow; and that the
wilderness “prompted spontaneous [private] praise and worship, where other kinds
of environments wouldn't.”

The structure of the trips was both a contributing and an inhibiting factor for
participants. “Time off” was seen as a crucial element in many persons’ spiritual
experiences; several people expressed the desire for more free time than was
available to them. Other factors mentioned were personal awareness or a
predisposition toward spiritual reflection, and the prompting of spiritual thought or
discussion by other participants or the researcher (by virtue of conducting the study,
not specific direction or prompting). As one participant said: '

Factors in m};self are [that] I try to be accepting of my experience. Open to the
experience, whether it’s a challenge or whatever. . .. That’s probably the biggest
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Table 3: Factors Contributing To or Inhibiting Spiritual Experiences

Contributing Factors

Prior awareness of one’s own spirituality

Camaraderie/The unusually close bonds between people

Needing to confront and deal with personal questions

Physical activity

Predisposition toward spiritual reflection and/or experiences

Previous spiritual experiences

Prompting by other participants, leaders, or the researcher

The natural environment/Being in a wilderness environment

The people on the trip (sharing; the variety of thoughts, opinions, backgrounds, and experiences)
Time off (from activities or from the group)

Structure/Organization/Components of the T:ips:

- Changing paddiing and tent partners

- Opportunity to teach a prepared lesson to group

- Food

- Lack of responsibility for planning and leading trip (i.e., being a participant instead of a leader)
- Physical challenges and demands

- Relaxed atmosphere

- Weather

- Leadership styles

Inhibiting Factors

+ Not enough time to feel, see, and/or process experiences
* Not having time/enough time off or alone

* Not looking for spiritual experiences

* Too large a group

single factor in myself. Another was my own awareness [of] where my spirituality
is based. [It] is based . . . in the woods. Absolutely no doubt about it . . ..Idon’t get
any closer . . . . That’s where [the real world] is. Factors of the trip were that . . . it
was the real world . . . . The trip wasn’t a sightseeing tour of downtown Chicago. So
the fact that it was wilderness. And then, the fact that the people on it had varied
backgrounds and also were . . . quite accepting. I think that’s good. I think those are
important factors. (Group A, interview)

As previously noted, the major inhibiting factor was a lack of time alone or time
off, either programmatically (i.e., not enough free time planned into the structure of
the trip itself) or because of leadership responsibilities. Other factors mentioned were
that participants were not seeking spiritual types of experiences and that the group
was too large. One person said:
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I think when it’s been more spiritual, it’s been because I've either been looking for
a spiritual experience or looking to delve into something ire myself, looking for soul
development, and so I tak: the time for that. And I think it was just more a matter
of time . . . . I didn’t have the time to delve into my soul on this trip, because I vvas
in a different role. (Group A, interview)

CONCLUSIONS AND PROGRAM RECOMMENDATIONS

These results indicate that the wilderness environment and experience was, for
these groups in these situations, conducive to spiritual development. The spiritual
experiences reported by participants in this study were emotionally intense in
character. Furthermore, because most participants were readily able to recall and
articulate these experiences approximately a month after their trips, the experiences
seem to have had an impact on participants’ lives to some degree. One participant,
who is an avid outdoorsperson, said, “That particular experience, that particular trip,
helps me every day.” (Group A, interview) A

The implications for experiential educators, programmers, and leaders are many.
While one cannot automatically generalize to the population at large from these data
(see footnote 5), this study indicates that wilderness adventure trips and programs
have the potential to enrich the lives of participants, not only physically and
mentally, but spiritually as well. Furthermore, once participants begin to contemplate
and define their own concepts of spirituality, they may find that their opportunities
for an enriched spiritual life are greater than they realize.

Based on the data reported in the study, the authors offer the following
suggestions for planning and conducting trips (assuming the target populations and
trip conditions are similar to those described here):

»  Set aside group and personal time to think, talk, and write about
spirituality and nurturing the human spirit. Specific tools that have been
helpful to many people are journal writing, meditation, solos, and time off.
Leaders can prompt thought about spirituality with inspirational readings
at the end of the day or after significant moments in the trip. They can also
encourage participants to bring along personal favorites, either to share
with the group or to enjoy alone.

»  Because the emotional intensity of wilderness experiences can be
spiritually enriching, focus processing discussions around the spiritual
nature of these experiences. Identifying and exploring these emotionally
intense experiences may help participants to grasp their potential spiritual
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significance, if participants have had the opportunity to think about their
own. spirituality.

= Take people out of their everyday environments and normal constraints
on time and energy. For someone living in a rural area, an urban
adventure could be a powerful experience.

= Plan opportunities for people to be significantly affected on an emotional
level. Include activities that provide physical challenge, enabling people to
explore personal limits and to learn more about themselves.

= Because connections with others seemed to be a major factor in
participants’ definitions of spirituality and reports of spiritual experiences,
encourage activities that help people explore and develop personal
connections with each other, utilizing the variety of backgrounds and
experiences that are present in any group.

»  Similarly, because an awareness of the world around them was also a
major component of participants’ definitions and spiritual experiences, take
advantage of the wilderness environment in which you will be traveling.
Find out ahead of time what natura! phenomena are prevalent (plants and
animals, geology, full moonrise, meteor showers, times of sunrise and .
sunset, etc.). Take time to tell participants about the history of the area, '
creating connections between their expenences and the human and
nonhuman past of an area.

This was an exploratory study on a topic which has received little emphasis. As
the body of research on this topic grows, one can hope that we will be able to
identify specific activities which foster or enhance spiritual development in the
wilderness environment. Much more research will be needed to explore and define
spirituality and spiritual experiences in the wilderness context. If experiential

learning is a truly holistic approach to education, one should create opportunities for
spiritual learning in programs.

A FINAL THOUGHT

I guess what I would add is that I would hope, I would encourage everyone to open
themselves up to how other people view the world, view the universe. And then,
that they make for themselves a chance to go out into the wilderness—whether they
define wilderness as a 40-acre plot of woods {or something else]—just so that they
go out next to Mother Earth. It could be over the hill, behind a sub-division in
Arizona. It doesn’t matter where it is—Mother Earth is everywhere I believe it helps
to kind of peel back the pavement and rip down the boards . ... But I would
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encourage everybody to go back and sit and touch and look at and be in earth, with
earth, and open themselves up to just how that feels. And I think spirituality,
although it may not connect up with words, will definitely take a new—and,
hopefully, productive—meaning.

—a trip participant
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= A History of AEE

Dan Garvey

AS THE FLIGHT ATTENDANT ANNOUNCED OUR ARRIVAL IN ST. LOUIS, I AWOKE
from a not-so-sound sleep, gathered my personal belongings from the overhead
compartment and floor space in front of my seat, and shuffled off the plane into the
airport. Another annual AEE conference! Could this possibly be number 16 for the
association? My thoughts drifted back to previous gatherings of the association, and
as I made my way to the baggage claim area, I privately reflected on these yearly
get-togethers and the wonderful memories created during a brief four days every
fall. :

This conference will be different, not only in the way that all conferences take on
their own character, but because my role within the association has changed. This
year (1988), instead of arriving with one piece of carry-on luggage, I have arrived
with three suitcases (actually, trunks would be a better word), because this year I
come as the executive director of the association. In addition to several changes of
clothes, these trunks contain most of the important records of AEE: minutes of
previous board meetings, bylaws, ballots for the board election, and an assortment
of other documenis and office supplies.

Driving from the airport in St. Louis to the conference site at the Touch of Nature
Environmental Center in Carbondale, Illinois, I attempted to piece together the
history of AEE and found I couldn’t even be rure of which years conferences were
held in certain locations: Was the Portsmouth, New Hampshire, conference in 1978
or was it ‘79? Placing conferences with their dates was less difficult than attempting
to put significant activities of the association within a historical context.

This paper is an attempt to write a brief history of AEE. I have not said “The
History” because I expect others who have lived through the development of the
association will continue to deepen our understanding of the activities of the past 16
years. In researching this paper I have attempted to read whatever I could find about
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the Association for Experiential Education (AEE). Of particular help has been the
compilation of board minutes pulled together by my friend and former association
officer, Betsy Dalgliesh. In addition to the “written word,” I have also had formal
and informal interviews with Joe Nold, Dick Kraft, Tony Richards, Keith King, Peggy
Walker Stevens, and Jim Kielsmeier, each of whom has played a significant role in
the birth and/or continuation of the association. There are many others, to be sure,
who could/should have been contacted to gain insight and factual information. I
hope this paper will serve as a beginning, and I encourage all who read it to offer
their version of history for future updates.

AEE is a member-supported, international organization made up of approxi-
mately 1,300 individual and 120 institutional members. The association is committed
to the practice and promotion of learning through experience, and to the collection
and dissemination of information related to the broad topic of experiential education.
One of the major foci of the association has been in the area of “adventure
education.” Since many of our members are involved in the use of experiential
techniques in wilderness and adventure settings, the association has maintained a
strong commitment to the development of safe practices for adventure programming.
In 1980, the Adventure Alternatives Professional Group was formed within AEE.
This group has been a powerful collective of practitioners interested in the
application of experiential techniques with populations in corrections, mental health,
and groups with special needs.

AEE publishes ‘the Journal of Experiential Education three times per year, eight
books specifically focused on the topic of experiential education. and its application
in a variety of settings (including the Directory of Adventure Alternatives, edited by
Michael Gass, which identified 137 organizations and agencies “providing programs
that link therapeutic strategies with experiential practices”), periodic newsletters, and
the Jobs Clearinghouse, a listing of positions available throughout North America.
In addition to publications, the association also convenes regional and national
conferences to help practitioners upgrade their skills and provide a meeting time for
like-minded people to come togett 3r to exchange ideas and renew friendships.
Within the association in 1988 there are four professional interest groups: Adventure
Alternatives, Programming for the Disabled, Schools and Colleges, and Women in
Experiential Education. The AEE office is within the School of Education at the
University of Colorado, Boulder.

THE FORMATION OF AN ASSOCIATION

The story might begin by placing the birth of AEE within the context of the
“progressive” education movement, as has been described by Albert Adams anc
Sherrod Reynolds (1985). The purpose of my paper is to recognize the rich history
of experiential education and to focus more directly upon AEE as a relatively uniquc
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adaptation of this educational philosophy. During the late 1970s, Outward Bound
began to focus upon teacher training as one way to help influence the direction of
the American education system. The apparent success of Outward Bound programs
on previously disinterested students was well documented, and a small group of
colleges and universities began to explore the idea of including these techniques
within their formal teacher training programs.

In 7768, the Colorado Outward Bound School (COBS), under the direction of Joe
Nold, began to affiliate with the University of Northern Colorado in Greeley in
offering teachers practice. The goal of these “Teacher’s Courses,” as noted by Hawkes
and Schulz (1969), was to produce a different type of teacher by addressing the
criticism that “. .. methods classes, certification requirements, and eight-week,
teacher-training courses, have failed to produce quality educators” (Hawkes &
Schulze, 1969). Another program was located at Appalachian State University in
Boone, North Carolina. In 1971, Keener Smathers, an assistant professor of secondary
education, began to offer a summer teacher training program that 1nc1uded an
Outward Bound course at the North Carolina school.

The success of this program and interest shown by ouer colleges and universities
led Smathers to write to Henry Taft, president of Outward Bound, Inc., seeking his
assistance to help organize a conference that would bring together members of the
academic community with staff from the various Outward Bound schools to discuss
the value of Outward Bound-type activities at the post-secondary level. Taft
responded by sending John Rhodes, program coordinator at Outward Bound, Inc.,
to work with Smathers at Appalachian State, and the two of them planned a
conference for February 1974 (Minor & Boldt, 1981). The First North American
Conference on Outdoor Pursuits in Higher Education was convened February 10,
1974, at Appalachian State University. One hundred and thirty-si< people
preregistered for the conference, and over 200 attended. One of the attendees, Keith
King, who was running his own program at Keene State College in New Hampshire,
vividly remembers this first gathering: “I always took students with me to
conferences, so I guess there were a dozen or so with me. When I heard about the
conference, I just knew I had to go. There wasn’t much support for what we were
doing, most of us weren't sure if anyone else was trying to teach students this way.”
Dave Hopkinson, a student of Keith’s recounted to me that he was “blown away by
the experience of being with this exciting group of pevple at this first gathering.”

Henry Taft delivered the keynote address, “The Value of Experience.” He ended
his talk with the following statement, “Finally, I would hope that some sort of
national organization on outdoor experiential education at the college level may
evolve from this trailblazing meeting. You are in unexplored territory, and about to
be impelled into experience. Good luck” (Taft, 1974). A group of conferees, headed
by Alan Hale, presented an outline for a possible national association as a follow-up
to the conference. One of the recommendations included tie formation of a national

8e




78  Theory of Experiential Education

steering committee to oversee the development of a future conferenc and the
possibility of a larger association. This first steering committee consisted of Bob
Godfrey, University of Colorado; Don Kesselheim, University of Massachusetts; John
Rhodes, Outward Bound, Inc.; Richard Rogers, Earlham College; and Keener
Smathers, Appalachian State University.

The second conference was held 8 months later, in October, at Estes Park,
Colorado. The organizer of this gathering was Dob Godfrey. ""he Estes Park
conference was noteworthy because of the wide variety of educators who were in
attendance. Unlike the previous conference in North Carolina, where Outward
Bound staff had come together with college faculty, the Colorado conference was
attended by “regular classroom teachers.”

Reflecting upon this stage of what was to become AEE, Tony Richards suggested
that this inclusion of educators from ouvtside the outdoor pursuits area had opened
the conferences to a diversity of participants, and had helped ensure that “you didn’t
have to be vaccinated with an Outward Bound course to be a member of this group.”

Perhaps the most vivid memory of those in attendance at the Estes Park
conference was the address delivered by William Unsoeld, which he entitled, “The
Spiritual Value of the Wilderness.” In this speech, Unsoeld provided a well-
articulated rationale for “adventure activities.” The effect upon participants was
profound. Again quoting Keith King, “We came out of his speech 45 feet in the air,
and we didn’t come down until we hit New Hampshire.”

The 1975 conference was convened by Alan Hale, at Mankato State University.
The use of Qutward Bound activities on university and college campuses was
gaining popularity, and the need for a more formal organization was solidifying.
Following the 1976 conference, hosted by Bob Pieh at Queens University in Kingston,
Ontario, a group of interested participants met and finally pulled together this rather
loose group of affiliated individuals and institutions into the Association for
Experiential Education. Rick Medrick authored the Articles of Incorporation, which
were filed in the state of Colorado on June 17, 1977. The stated purpose of this new
association was to “promote experiential education, support experiential educators,
and further develop experiential learning approaches through such services as
conferences, publications, consulting, research, workshops, etc.” (AEE 1977). The
registered agent for the Association was Maria Snyder, who was working as a
secretary with Joe Nold in his “Project Center” at the Colorado Outward Bound
School in Denver.

This was the beginning of AEE. The need for college faculty using experiential
methods to affiliate, and the financial and emotional support from Outward Bound
combined to form a lasting bond that helped create this new organization. Though
most of the early members of the association were “cut from the same cloth,” AEE
would soon move from its university focus to a much broader appeal to mainstream
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education and to people working with special populations of clients, primarily in the
fields of corrections and mental health.

THE DEVELOPMENT OF AEE AND THE STRUGGLE FOR SURVIVAL

A movement starts out with dedication and then, if it is to survive, faces success
with noble resolution to deal with discomforts of size, with the need for professional
recognition, with the issues of recruitment, training, the development of curriculum,
the business of doing business and the insurance and management expertise this
requires. (Shore, 1978)

Thus, Arnold Shore aptly described the development of AEE from 1977-84. The
forrnation of the association was a concrete example of what a group of committed
individuals interested in starting a movement within education could accomplish.
Having created AEE, the next question facing the leaders was, “What should this
association do?”

The administration of AEE was the responsibility of the newly organized
“Coordinating Committee,” which held its first official meeting on April 15-16, 1977,
in Denver, Colorado. In attendance at the meeting were John Rhodes, Dan Campbell,
Ron Gager, Rick Medrick, and Maria Snyder. The group discussed the ne~d for
increased member services and the production of the Journal of Experiential Education,
which was scheduled to be published soon. In an attempt to more fully use the
talents and energies of other interested members of the association, the Coordinating
Committee created four standing committees: 1) membership and promotion; 2)
networking, services, and publications; 3) conference; and 4) administration and
finance. Much of the current organizational structure in AEE was established during
the initial stages of tnese committees’ efforts.

The founders could not rest on their laurels. The 1978 conference was held in St.
Louis, Missouri. The choice of this site created substantial uifficulties for many of the
members, since Missouri had not been one of the statcs to ratify the Equal Rights
Amendment. During the Annual General Meeting =t the conference, a resolution,
submitted by Linda Chin representing the Women’s Issues Special Interest Group,
was unanimously adopted by the membership. This resolution notified the Board of

Directors that a boycott of the conference was taking place, and called for the
following action:

1. That the location of subsequent conference sites be chosen in states that
had ratified the E.R.A.

2. That the content of future conferences includes concerns particularly
relevant to women more extensively than has been done in this year.

3.  That efforts be made to eliminate sexist language in the presentations and

publications of this association and its AEE conference (AEE, 1978).
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This resolution called attention to the fact that AEE had an obligation to conduct
its activities consistent with the values of its membership. Despite the contributions
of several women such as Maryann Hedaa, Sherrod Reynolds, Gruffie Clough, and
Maria Snyder in the early development and leadership of the association, AEE was
primarily a male organization. Of the 130 people preregistered for the first
conference in North Carolina, 17 were women. If AEE was to grow and fulfill the
dreams of a broader representation of educators, it would have to address the
problems presented in this resolution.

The next serious attempt to change the composition of the association occurred
the very next year, at the Portsmouth, New Hampshire, conference. In the closing
moments of the Annual General Meeting, Arthur Conquest was recognized from the
floor and addressed the issue of minority representation within AEE. He urged the
leadership of the association to seek ways in which those who have been participants
in Outward Bound programs, often minority students from uzban areas, could also
be members of AEE. Conquest’s comments resulted in a 27-pcint plan created by the
Board of Directors to help increase the participation of minorities in AEE. Maryann
Hedaa assumed responsibility for this endeavor.

One of the more significant problems to face AEE was looming on the
horizon—financial solvency. As the association headed into the 1981 conference to
be held in Toronto, there was a $6,288 deficit projected, with $7,531 remaining in the
fund balance. The need for a financially successful conference was not apparent to
the leadership.

When most of the expenses from the Toronto conference were calculated, the
associ1tion was deeply in debt. President Rich Weider reported the following budget
summary to the Board of Directcrs during their 1982 gathering: “In the 1981 budget
it was planned to keep $8,000 in a fund balance in case of emergencies. Expenses
were cut by $8,000, the Journal publication was deferred, bills weren't paid, and the
Colorado Outward Bound School wasn’t paid, so that with the $25,000 over budget
of conference debt and $8,000 in administrative bills, the organization entered 1982
with a $33,000 debt” (AEE, 1982). In addition to the financial problems facing the
association, Stephanie Takis, the executive officer resigned, stating her belief that
AEE could no longer afford to pay someone in her position.

Faced with a substantial debt, the resignation of the executive officer, and the
lack of funds to operate or rent an office space, the association was near collapse.
Minutes of board meetings from: this era reflect the tension and obstacles facing this
group.

While no single person could claim to have saved AEE, the imaginative and
dedicated activities of Jim Kielsmeier, Peggy Walker Stevens, and Dick Kraft
certainly contribited o its rescue. Without the efforts of these individuals, and the
other members of the Board of Directors, the association would certainly have
floundered and collapsed. Kraft, a faculty member at the University of Colorado,
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offered space within the Education Department for AEE. The move of AEE from the
Colorado Outward Bound School to the University of Colorado was, in some ways,
an appropriate relocation. COBS and the University of Colorado had enjoyed a long
history of cooperative activities, including the formation of a jointly run Master’s in
Education Program. In addition, many of the dominant forces within AEE had either
been adjunct faculty in the Education Department (Bob Gocfrey and Joe Nold, for
instance), or they had studied with Kraft, John Haas, and Stan Ratliff, senior faculty
members at CU (Jim Kielsmeier, Rocky Kimball, and Tony Richards).

The accounts of the board minutes from this period detail the dedication of a
group of determined individuals who were resolved to keep the association alive.
Peggy Walker Stevens arranged her vacation time so that she would be able to
journey from New Hampshire to Boulder and work in the office. Kielsmeier and
Kraft established the equivalent of martial law regarding the expenditure of money
and the operation of the office. The other board members helped subsidize
association expenses by covering phone charges and copying costs. The number of
yearly board meetings was reduced, and when they met they slept on the floor of
a host member’s house to help save the costs of hotel rooms.

The efforts of these board members, coupled with a small but well-run
conference at Humboldt State University in Arcada, California, convened by Mike
Mobley, allowed the leadership and membership of the association to breathe a sigh
of relief. At the Annual General Meeting in 1983, Dick Kraft reported “there were 554
people in attendance at this conference and the break-even point was 350.” He said
he had “come to the conference prepared to declare the organization bankrupt, but
the success of the conference made that unnecessary” (AEE, “General Meeting,”
1983). The financial scare of the early 1980s led to a conservative budget-planning
process for the mid-'80s, so that the financial stability of the organization continued
to grow. Despite the relatively healthy status of the budget, the last of the debts from
the Toronto conference was only finally retired in 1987.

THE CERTIFICATION ISSUE

From the very first meeting in North Carolina, the question of how one
determines the relative competence of outdoor instructors has been debated. This
question has sometimes been whispered by the membership and at other times
shouted from the floor of a general meeting. All discussions concerning the topic of
certification were viewed by different factions within the association as biased. To
help bring some order to this controversy, the board turned to the expert advice of
Jed Williamson, Karl Johanson, and a small group of interested practitioners. This
group. termed the Safety Committee, forged a near-consensus regarding the direction

that should be taken by AEE in its efforts to help create and maintain safe
wilderness leadership.
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In 1984, the Safety Committee published Common Peer Practices in Adventure
Education. This document was the culmination of endless hours of negotiation and
hard work by the people involved. In addition, it brought the association together
in a united effort to determine those techniques and practices that could be mutually
agreed upon as contributing to the safety of adventure activities. This publication is
perhaps the best compilation of standards in adventure programming available.

CURRENT TIMES AND FUTURE DIRECTIONS OF AEE

AEE entered a period of growth and maturity marked by a strong financial base
and stable leadership. Questions concerning the board and the membership were
ones of direction rather than existence. Discussion at Board meetings focused on
concerns about how the association should be managed. The Association began to
reach out to like-minded organizations in an attempt to broaden the base of support
for mutually agreed-upon agendas for educational change. The 1983 conference at
Lake Geneva, Wisconsin, was a joint project of AEE, The Council for the
Advancement of Experiential Education (CAEL), and The National Society for
Internship and Experiential Education (NSIEE). In 1985, AEE became a member of
the Forum for Experiential Education, a group of 12 organizations that shared a
common commitment to the goal of improving education through the application of
. a wide variety of experiential education techniques. These outreach efforts, coupled
with a more vigorous recruitment program, resulted in a dramatic increase in the
individual and institutional membership of the association.

At the January 1985 board meeting, Dick Kraft submitted his Executive Director’s
Report: “With this report, I believe that you will agree with me that the association
is now again on solid grounds, so I hereby tender my resignation as executive
director, effective on June 30, 1985, or at such time as a new executive director has
been appointed” (AEE, Board of Directors, 1985). The board accepted his resignation
and moved to hire Mitch Sakofs as the new executive director. Mitch had worked
in the office as associate director with Dick for the past year and was a natural
choice to fill the position. During the next years, Mitch computerized the records of
the association, improved the publication of books and resource materials, and
generally systematized the activities of the Boulder office. All of these activities were
consistent with the major theme of this period: “the professionalization” of AEE. In
1987, Mitch resigned his position to take a job with Outward Bound, Inc., and was
succeeded by Eileen Burke, who assumed the newly created position of association
administrator.

The resignation of Mitch Sakofs resulted in a series of prolonged discussions
regarding the long-term leadership of the association and the proper role for the
board of directors. The result of these discussions was to begin the process of hiring
a full-time, executive director. Throughout the history of AEE, there had been several
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discussions regarding the possible merits of a full-time executive director, but the
association had never been in a finarcial position such that this could be recom-
mended. Finances had improved to the extent that, in 1987, the association was in
a position to hire a full-time director. Rita Yerkes, for the board, began a national
search for an executive dlrector in November 1987, and I was hired in August of
1988.

One would have good reason to be optimistic concerning the futurc of AEE. Our
nation’s educational system is suffering from a lack of resources, a lack of faith by
students and parents, and a lack of clear direction for viable alternatives that can be
implemented to help recapt:re the interest and intellect of our youth. The success
demonstrated by member organizations of AEE has much to offer this ailing system.

In the past, those who comprised AEE were, in large measure, only marginally
connected to the educational establishment. Outward Bound instructors and the
highly creative classroom teacher have provided a model for many regarding the
education that is possible, but they have not been in positions to effect broad-based,
educational change. Today we are witnessing a new alliance. Large multinational
corporations are sending their top executives on fraining programs that use
experiential education approaches. Ernest Boyer (1987), former commissioner of
education, writes in his recent book evaluating the college experience: “A good
college affirms that service to others is a central part of education. The questions we
pose are these: Are students encouraged to participate in voluntary service? Does the
college offer the option of deferring admission to students who devote a year to
service before coming to campus? Are the service projects drawn into the larger
educational purposes, helping students see that they are not only autonomous
individuals but also members of an intentional community? And does the faculty set
an example and give leadership to service?” Service learning has long been an
integral part of experiential education, and is one of the major tenets of the Outward
Bound credo: “To serve, to strive, and not to yield.”

The members of the association are not alone in their view that the educational
system 1s in need of significant change. Conservatives and liberals are interested in
listening to a voice that has, for many years, only been heard by a small group of
progressive educators. AEE, and the educational philosophy it represents, will not
be a panacea for the ills that have overtaken our educational system, but it may
present sound alternatives for some of the problems.

The specific accomplishments of the association are less important than the fact
that it exists and supports a different view of educational practice. AEE has evolved
from the basic challenges of surviving, to solving problems of effective management,
and finally to a position of leadership in educational irnovation. I hope the next
person to write the history of AEE will view it as a group that went far beyond an
ability to support its members, to an organization deeply involved with supporting
change within an educational system that sorely needs it.

.
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—— Sketch of a Moving Spirit:
Kurt Hahn ‘

Thomas James

——

SOMEONE SAID ONCE THAT KURT HAHN WAS THE “MOVING SPIRIT”” OF OUTWARD
Bound when it began in Britain during World War II. Imported to the United States
two decades later, Outward Bound, in turn, became a moving spirit of the
experiential education movement. Now history has left the man behind—Hahn died
nearly a decade ago—but his ideals are as ubiquitous in experiential education as is
neoclassical architecture in Washington, DC. What was once innovation has become
assumption, shaping and defining our vision. To ask about Hahn's ideals today is
really to ask about ourselves as teachers and learners, whether in Qutward Bound,
in other experiential programs, or in the mainstream of American education. The
answers we find should help us to understand, among other things, the meaning of
our careers as educators. Work from the dream outward, Carl Jung once said. If we
use history to probe the core of idealism that sustains much of experiential education
as we practice it, we cannot help but encounter the man who founded Qutward
Bound ir. 1941.

“Moving Spirit” is a better designation than “Founder.” What Kurt Hahn caused
to happen was larger than the program he created to prevent men from dying in
lifeboats when their ships were sunk by German U-boats in the North Atlantic. It
was larger than the educational methods he applied to solve the problem at hand.
It was, above all, a renewal of social vision.

Not a hero himself, Hahn infused others with a sense of heroic quest. He was an
educator—the word comes from Latin roots meaning “to lead out.” As a leader, he
left enough unsaid that the people working with him were able to add their vision
to the common pursuit. In each of the schools with which he was associated, not to
mention the smaller programs he brought into being through the years, there was

R




86  Theory of Experiential Education

always, in the minds of those who were close to him, a sensation of having within
their grasp a unifying aspiration with the power to strengthen individuals and
transform social life. Kurt Hahn instilled a pervasive culture of aspiration that
remains the essence of Outward Bound and a crucial part of experiential education
to this day.

From where did this culture of aspiration come? What went into it that made it
so compelling? :

We might begin to address these questions by looking for the origins of Outward
Bound in 1913 instead of 1941. In the summer of 1913, as an Oxford student
vacationing with a friend in Scotland, recuperating from a lingering illness, a result
of the sunstroke he had suffered a few years before, Kurt Hahn outlined his idea for
a school based on principles set forth in Plato’s Republic. This was without doubt an
audacious, some would say foolish, act of the imagination. Hahn believed that the
most extremely utopian conception or society ever formulated should be applied,
purely and simply, to create a school in the modern world He was twenty-eight
years old and had never run a school, nor even taught in one. The ideal school he
imagined never came into being, but it exerted a profound influence on all his
subsequent efforts as an educator and statesman. He launched Salem School, in
Germany, in 1920; Gordonstoun School, in Scotland, in 1934; Qutward Bound, in
Wales, in 1941; and Atlantic College. in England, in 1962.

The main point is worth repeating. Though the youthful fantasy of a Platonic
school never came into being, its influence crops up everywhere in the institutions
he built and in the people he drew to his cause. In English Progressive Schools, Robert
Skidelsky analyzes Hahn’s debt to Plato as follows:

Plato was a political reformer who sought to recall the Athenians to the old civic
virtues eroded, as he saw it, by democratic enthusiasm and soft living. His aim was
to educate a class of leaders in a “healthy pasture” remote from the corrupting
environment, whose task it would be to regenerate society. Hahn must have been
haunted by similar visions of decay as, inspired by these ideas, he drew up a plan
in 1913 for a school modeled on Platonic principles. The war that broke out a year
later and ended in the collapse of Germany was to give them a new urgency to
convert what raight have remained a purely academic speculation into an active
campaign for social and political regeneration.

It takes little digging to find precisely the same intentions in the founding of
Outward Bound in 1941. Men were dying an lifeboats; the English nation despaired
of its strength and will to face the coming onslaught of the Nazis. Twenty-one years
later, the founders of the Colorado Outward Bound Schoul raised similar
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“Always Bringing Out the Best in People”
by John S. Holden

Kurt Hahn was visiting our house in 1968 when Lyndon Johnson
announced that '1e would not run for President again. At almost the same
time, we heard of the tragedy of Martin Luther King. We watched the riots
on television. Hahn was there when I took a phone call from one of our
students who was doing volunteer work for the Scuthern. Christian
Leadership Conference in Washington. Here was “Whitey” in the Black
stronghold. His description was far more graphic than what we were able
to see on television. The conversation was cut off when the boy said he
couldn’t stand the tear gas any more.

In spite of this graphic warning, Hahn left our house the next day for
Los Angeles. He went right to the Watts area to confer with a black man
who had organized the youth there to carry out projects in their
neighborhoods to make better living conditions for themselves and their
families. He wasn’t afraid of the Watts riots.

Except for the lifelong sunstroke affliction that kept him out of bright
sunlight, Hahn had the greatest courage, both physical and mental. He
wasn't afraid of jogging in the dark along the road during an April thaw
when he visited us. He wasn’t bothered by the fall he experienced on the
way back to the house—just embarrassed and wanting a clothes brush to
remove the mud from his suit. He always jogged in the dark, and that was
neither the first nor the last fall he lived through .

He showed us another example of his courage one time when he was
guiding us around Gordonstoun School in Scotland. We came to the
watchtower manned by the boys every time there was a storm at sea. I
think he was eighty-one years old at the time, and all his life he had been
afflicted with unusual clumsiness. He called himself a physical illiterate.
Nevertheless, he had to lead us up the steel ladder into the tower. I stayed
close below him as he fumbled and almost slipped on his way up. The trip
down was even more hair-raising.

At times I couldn’t help thinking that this was the most unlikely man
to have started the Ovtward Bound Movement. But, as I listened to his
talk about Salem, about Gordonstoun, about Atlantic College, and about
Outward Bound, I realized that he was always moving in the same
direction, always bringing out the be<. in people, always stretching himself
to the limit, and always demanding that same stretch in the people
working with him.

o
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The last time I saw him was in Cambridge, Massachusetts, after he had
returned from Watts. He was full of optiinism and hope, uplifted from his
meeting with the black man who had calmed multitudes in the California
ghettos by giving young people something that they could be proud of
doing. Hahn was full of plans to bring together from all over the world the
leaders of mountain rescue, Red Cross, water safety, firemen, and ski
patrols. Prince Phillip was to foot the bill for this great conclave, which
actually did take place in England the following year. Behind this was the
theory: teach them to save lives and they’ll never be willing to kill.

Kurt Hahn told us one of his favorite stories once as we were leaving
the chapel at Gordonstoun. Prince Phillip, who had attended as a student,
never returned to his old school until long after World War Il when he
was already very famous, married to Princess Elizabeth, soon to be Queen
of England. Of course, there was great excitement. All the staff and his old
teachers gathered around him as he toured the grounds. Suddenly, the
Prince disappeared. Tnere was speculation about where he had gone. To
the chapel? To his old stand at the watchtower? When Prince Phillip
returned, he smiled and said he had gone to see if the pigpen he had built
in his student days was still there.

I'm glad we knew Kurt Hahn personally. He made it quite clear to us
that the physical aspects of Outward Bound were secondary to the really
important things. In his talk, he brought out the thinking part, the serving
part, the spiritual part. As a warden of the Eskdale OQutward Bound School
put it, the aim was to arm students “against the enemies—fear, defeatism,
apathy, selfishness. It was thus as much a moral as a practical training.”
Hahn was disgusted with any article or movie that didn’t emphasize this
more subtle and more important part of humankind.

concerns about the character of Americans. It had been reported that an alarming
percentage of American prisoners of war in Korea had collaborated with the enemy.
Americans were overweight, deluged by material goods and technology; the young
were seen to be increasingly apathetic and often violently self-centered. In that year,
1962, Outward Bound took a hundred boys into the mountains and tried to teach
them something about self-discovery. The purpose of the school could easily have
been stated in the Platonic terms used by Hahn in 1921 to describe the purpose of
Salem School: “to train citizens who would not shirk from leadership and who could,
if called upon, make independent decisions, put right action befcre expediency and
the common cause before personal ambition.”
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The Colorado Outward Bound School was not started to teach people how to live
in the mountains. The idea was to use the mountains as a classroom to produce
better people, to build character, to instill that intensity of individual and collective
aspiration on which the entire society depends for its survival. Kurt Hahn
summarized the school’s idealism when he said that the goal was to ensure “the
survival of an enterprising curiosity, an undefeatable spirit, tenacity in pursuit,
readiness for sensible self-denial, and, above all, compassion.” Another summary
appeared in an article published in 1962 by the school’s founding president,
E Charles Froelicher:

Without self-discovery, a person may still have self-confidence, but it is a self-
confidence built on ignorance and it melts in the face of heavy burdens. Self-
discovery is the end product of a great challenge mastered, when the mind
commands the body to do the seemingly impossible, when strength and courage are
summened to extraordinary limits for the sake of something outside the self—a
principle, an onerous task, another human life.

Outward Bound places unusual emphasis on physical challenge, not as an end in
itself, but as an instrument for training the will to strive for mastery. There is also
the insistent use of action, instead of states of mind, to describe the reality of the
individual. Education is tied unequivocally to experience, to what one does and not
so much to one’s attitudes and opinions. A thread running from Plato through Hahn
/nd through Outward Bound is the responsibility of individuals to make their
personal goals consonant with social necessity. Not only is the part subordinated to
the whole, but the part cannot even understand its own identity, its relations, and
its responsibility, until it has grasped the nature of the whole. This explains the
connection between self-discovery and self-sacrifice in Froelicher’s statement and it
also shows where Hahn parted company with many others in the English
Progressive School Movement who saw his stance as threatening to individual
freedom. Having stood up to Hitler before being exiled from Nazi Germany in 1933,
Hahn believed in individual freedom, but he believed that students should be
impelled into experiences that would teach them the bonds of social life necessary
to protect such freedom. He took from Plato the idea that a human being cannot
achieve perfection without becoming part of a perfect society—that is, without
creating social harmony to sustain the harmonious life of the individual. This is the
overall structure of the argument in the Republic and it is also the most important
lesson of an Outward Bound course, the lesson without which personal development
is of questionable value. In a small group, the patrol, and in a “healthy pasture”
away from the degenerate ways of the world, the individual student comes to grips
with what must be done to create a just society, within which a human being might
aspire to perfection. Here is the true, unadvertised peak climb of an Outward Bound
course. An inner transformation precedes outward conquest. This is why Hahn
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placed compassion above all other values of Outward Bound, for it among all
emotions is capable of reconciling individual strength with collective need. .

The prospect of wholeness, the possibility, at least, of human life becoming an
equilibrium sustained by harmony and balance, is what makes this form of

education even thinkable. Skidelsky again offers a lucid analysis of the source of
Hahn's thinking:

The second idea which Hahn assimilated was Plato’s notion that the principle of
perfection was harmony and balance. The perfection of the body, he held, depends
upon a harmony of its elements . . . . Virtue (the health of the soul) is the harmony
or balance between the various faculties of the psyche: reason, the appetites, and
spirit. Virtue in the state is the harmony between its functional elements: thinkers,
soldiers, and artisans. The same principle can be extended indefinitely——to relations
between men, relations between states, and so on.

This passage sheds some light on Hahn's interest in giving his students experiences
that would complement their strengths and weaknesses. In his speeches, he said he
wanted to turn introverts inside out and extroverts outside in. He wanted the poor
to help the rich break their “enervating sense of privilege” and the rich to help the
poor in building a true “aristocracy of talent.” The schools he founded sent
bookworms to the playing field and jocks to the reading room. He did not produce
outstanding athletes, but his students exhibited consistently high levels of fitness,
accomplishment, and social spirit. He said he valued mastery in the sphere of one’s
weakness over performance in the sphere of one’s strength. To carry forward into
Nutward Bound today, the program is not meant to turn out virtuosos in any sense.
Hahn would have liked what the Colorado sta:* -all “ruthless compassion,” the
breaking of strong students by forcing them to keep a slow pace with the weaker
members of the group. He would also have been happy with the not-quite-so
ruthless encouragement of the weaker members to press beyond their limits.

If the miniature society that results is full of conflict, as is often the case in an
Ou*ward Bound patro! of widely differing abilities, we may find solace in the words
of H. L. Brereton, Hahn’s Director of Studies at Gordonstoun. In his book called
Gordonstoun, Brereton accepts the life of aspiration, of struggling for a goal that
always lies beyond the grasp of the society striving for it. He recommends that we
follow Plato’s use of a “fluid definition” of where we are ir relation to the ideal
form. Conflict is valuable, both for the group and for the individual, because “out
of the inevitable conflict we can avoid complacent but narrow successes and reack
after an elusive but much broader achievement.” Brereton goes on: “It is the natur¢
of a society trying to develop wholeness that it should be a sort of active debate, o1
even conflict. Plato demands that we accept complexity and the conflicts whict
rezult from it, not as avoidable evil, but as a necessary condition of health.”
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In a very real sense, Qutward Bound and other experiential education programs
are still trying to answer the questions posed by Socrates in the Republic: “What are
we to do? . . . Where saall we discover a disposition that is at once gentle and great-
spirited? What then, is our education?” Brereton speaks for all of us when he says,
“We must seek to make the tough compassionate and the timid enterprising” He
shows how this view, coming from Hahn, stands next to other educational priorities:

Hahn, in his broadcast talk just after Gordonstoun was opened in 1934, said that
there were three views of education, which he called the Ionian, the Spartan, and the
Platonic. The first believes that the individual ought to be nurtured and humored
regardless of the interests of the community. According to the second, the individual
may and should be neglected for the benefit of the State. The third, the Platonic
view, believes that any nation is a slovenly guardian of its own interests if it does
not do all it can to make the individua! citizen discover his own powers. And it
further believes that the individual becomes a cripple from his or her own point of
view if he or she is not qualified by education to serve the community.

The preceding paragraphs only scratch the surface of Plato’s influence on Hahn.
They do not begin to record his debt to other thinkers—Rousseau, Goethe, Max
Weber, William James, to name a few of the major ones—whose ideas reach
Outward Bound and experiential education in one form or another through Hahn.
William James, for example, in The Moral Equivalent of War, asked if it is not possible
in time of peace to build the kind of social spirit and productivity one takes for
granted in time of war. Hahn saw Outward Bound as an answer to that question.
Goethe wrote of an education that would need to occur in a place apart, a
“Pedagogical Province,” so that individuals could be strengthened and given skills
to survive, individually and collectively, in the dcbilitating environment of human
society as we know it. This has much in common with Plato’s notion of a “healthy
pasture,” and it is the sine qua non of most adventure programs operating in the
outdoors.

Like any idealist in education, Hahn was profoundly indebted to Rousseau, both
for the idea that awakening an individual’s collective concern is the key to healthy
personal development, and for Rousseau’s assumption that Nature is an educator in
its own right, more akin to the true nat ure of a human being than is the society that
humans have built for themselves. Hahn also drew heavily from the experience of
the English school movement at the beginning of this century. But his genius was
in applying ideas to emphasize the interdependence of the community as a whole,
rather than a disproportionate excellence of some of its parts. A man of aphorisms
more than of systematic theory, of aspiration more than of exact analysis, he lived
out the aphorism of another great educator, Pestalozzi, who said, “To reach a worthy
goal is better than to propound much wisdom.”
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If Hahn had been only an idealist, if he had not applied his ideals to the
humdrum of educational programs—including Outward Bound—then we might be
better off leaving him to his rest. As it is, however, his practical concerns are still
concerns of Outward Bound and of experiential education.

First, for instance, Hahn asked his students to pledge themselves to a “training
pian” that established personal goals and a code of responsibility. Outward Bound
instructors make a similar appeal to their students today, though not in the detailed
terms used by Hahn at Salem and Gordonstoun, and it is a crucial aspect of the
Outward Bound experience. It is no exaggeration to say that the individual
commitment of the student, the expressed desire to accomplish a worthy goal by
means of the course, becomes, in effect, the moral basis of the community. It
becomes the foundation both of compassion and of achievement, and it is, in
addition, the ultimate source of value for the Outward Bound pin and certificate.
These are not mere objects. At best, they come to represent the energy and
determination that have been invasted in them all along by students. They signify
the pledge, the willingness to press beyond limits, the membership each student
earns in a community of seekers. There are times when everyone wants to turn away
from it all, just blast away from the cajoling of instructors and other students, but
comes back because of the persistent lure of that self-imposed challenge, and the
dishonor of withdrawing from it. The pledge imposes a necessary code of
responsibility on people who have grown accustomed to a far different set of rules
in our time. If the program taps previously undiscovered resources of courage and
mutual support in the face of crisis among its students, even in what appear to be
trivial situations like cooking a meal or getting up at an early hour, at least it will
have opened the door to the revitalization of social life that Hahn had in mind. It
will have started its students thinking about living up to an aspiration they have
come to realize is possible.

A second concern that Hahn incorporated into all his educational programs had
to do with compressing time. From Salem onward, he woke his students early,
exercised them, controlled their activities. Even their time to relax and their time to
be alone were_strictly regulated. As one writer has pointed out cynically, every
molder of character wants to control as much of the environment as possible. But on
the positive side, this form of education, if it is handled sensitively to foster growth
instead of merely to conrol, can be remarkably effective in leading students out of
apathy and self-indulgence. The conflict that arises can be dealt with constructively
so that it causes both the individual and the group to confront what must be done
to meet collective goals without trampling on the rights of the individual. Any
discussion of freedom that ignores this conflict has little basis in reality. Every
Outward Bound instructor—indeed, every educator—has probably asked at one time
or another: “Is it necessary to make such an incursion into the personal domain of
students, their private world of choice and motivation and meaning, in order to give
them a learning experience?” When they ask this, they are in effect arguing with
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Kurt Hahn, and Hahn's answer would be: “Yes, but if it is done gently and with a
caring spirit, it will not be such an incursion after all.” The structuring of time is a
critical factor in influencing behavior. To slow Outward Bound dowr, to shift its
focus from action to sensibility and individual well-being apart from the needs of the
group, would be to leave out an element (“impelled into experience”) that Hahn saw
as essential to the program.

Third, a centrally important element that Hahn brought to Outward Bound was
aaventure—with all the risk it entails. He believed that education should cultivate
a passion for life and that this can be accomplished only through experience, a
shared sense of moment in the journey toward an exciting goal. Mountaineering and
sailing were integral parts of his program at Gordonstoun, and he made space in all
his programs for student initiative—an expedition, a project, a sailing voyage. Hahn
welcomed powerful emotions, such as awe, fear, exultant triumph. Part of his
lifelong aspiration, part of the “whole” he sought through programs like Qutward
Bound, was that the experience accessible to any human being, at anv level of ability,
could be charged with joy and wonder in the doing. But the corollary is that he saw
adventure in a social perspective, as an event of community life and not a private
thrill. The adventure of the individual is always mediated to some extent by the
values and needs of the group. This is why, almost forty years after the program was
founded, Outward Bound retains an unusual world-view among the outdoor
programs that have sprung up around it. Everyone touts adventure nowadays, but
in Outward Bound the adventurer must still bveak down and learn to serve his
companions The experience is individual; the pledge and the challenge are
individual; the achievement necessarily belongs to all. Hahn saw his schools as a
“countervailing force” against the declining values of the world at large. Perhaps
among outdoor programs, QOutward Bound is a countervailing force against
narcissism and self-centered virtuosity.

Fourth, Hahn understood the educational value of working with small groups
of students. He probably took this idea from military organization as it came into the
youth movements of the late 19th century, especially the Scouting movement of Lord
Baden-Powell in England. Oddly enough, military jargon persists in OQutward Bound
to this day in terms such as patrol, resupply, debriefing, and reconnaissance. Hahn
saw small groups as a way to develop the natural leadership abilities he thought
were present in most people, but were suppressed by the dependency, passivity, and
bureaucratic impersonality of modern life. Such groups place heavy social pressures
on individual initiative, yet at the same time they require it absolutely. Small groups
require tremendous amounts of energy to rexch the consensus necessary to meet
objectives. In a wilderness environment, effective group dynamics are paramount to
survival; they rank in importance with technical skills. Natural leaders emerge when
the group must solve real problems instead of playing games with an unnatural
reward system. A genuine community begins to appear on a small scale—at least the
possibility is there. If it happens, each of the separate selves may glimpse an
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aspiration worth fighting for back home. At its worst, the small group is a
troublesome obstacle to the fiae experience any wilderness has to offer; but at its
best, it opens a new dimension not accessible to solitary escapists, no matter how
intense their devotion to the outdoors.

The fifth concern, which could be seen as encompassing all the rest, was Hahn's
dedication to community service. It is possible to make a case that the Outward
Bound concept was born when the headmaster of Gordonstoun locked around him
during the 1930s and saw that the boys in Hopeman Village, near the school, were
in terrible physical condition and that they fell into delinquent ways as soon as they
reached puberty. Hahn believed the school should serve the community around it,
so he allowed a few of his boys to go out on a project to teach the kids how to take
care of themselves. The project grew, along with many other service projects he set
up, ranging from craftsmanship to landscaping to rescue service. By the time he
started developing a program to help sailors acquire the fortitude to survive in
lifeboats at sea, Kurt Hahn already h=d an extensive outreach program from his
school, including sailboats, mountaineering gear, tools, and other paraphernalia. As
Hahn saw it, the link between individual and school depended for its meaning upon
the link between school and society. The notion came into Qutward Bound in the
form of rescue service, and it has since been applied to diverse needs in communities
and the natural environment.

These are a few of the ideas that Kurt Hahn brought to Outward Bound and to
experiential education. Perhaps another writer would spend more time enumerating
the man’s limitations. I believe I have done enough by depicting Hahn's aspiration
in a way that is true to the scale in which he envisioned it. Much more could be said
about him that would be relevant to American education today. For example, his
practice of hiring people who disagreed with him, and then challenging them to
challenge him, is a tradition that ought to be perpetuated, even when the resulting
conflict is painful. A more thorough inquiry into Hahn's life would undoubtedly
turn up other treasures. But such an inquiry would eventually miss the point. The
point is that he started Outward Bound with an immense aspiration that gave
meaning to the program far beyond the needs being addressed at the time. The task
facing Outward Bound and experiential education is to retrace some of that
aspiration in the minds of all who come into contact with the programs. If this is
done, other elements will fit readily within the whole. Instructional objectives,
systems, models, policies, procedures, formats, evaluation schemes—all can play a
part, alongside the irreplaceable devotion of staff, once we have come to terms with
the essential nature of our business. All are a hollow shell without that recognition.

The staff of experiential education programs enter each course with a large store
of technical skill and, in the outdoors, wilderness experience behind them. No
student will ever see it all, but it helps to define their world throughout the course.
In the same way, the social vision of staff can help to bring a world of dignity and
compassion into being, if they are gentle and high-spirited enough. Each course, each
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student, each moment is an opportunity to use the mountains and other experiential
“classrooms” to find the only mountain really worth climbing. This may sound
wildly idealistic, but it is not out of keeping with the origins of Outward Bound or
with the aims of experiential education. It is the tacit code that unifies and justifies
the endeavors of all of us.




—— Change and Cohtinuity
in Experiential Education: A Case Study

Thomas James

SOONER OR LATER, ALL EDUCATIONAL PROGRAMS CONFRONT THE PROBLEM OF
adapting traditions to new circumstances. Traditions, even those cnly recently
- embraced. exercise a powerful influence on experiential learning, just as they do on
conventional schooling. To define aims and standardize procedures is to set in
motion the age-old dialectic of essence and existence, of core values and unforeseen
contingencies. Much as we might wish to know in advance how to respond, only
through experience do we learn what to hold constant or what to reshape in the
educational process. As educators and as human beings, how can we discern when
we have gone too far, either by manipulating the program so much that it is littie
more than a convenient response to external demands, or by becoming so inflexible
amidst changing circumstances that we docm ourselves to earnest parochialism and
a growing insignificance apparent to everyone by ourselves?

No program, no matter how innovative or how well established, can escape the
uncertainties of programmatic change in light of this underlying dilemma. By
studying one experienhal program in some depth over the past few vears, 1 have
gained respect for all experiential educators as they respond to the environments in
which they work wtliile they deepen their undestanding about what they are doing
as teachers and learners. This article uses a case study of Outward Bound,
specifically the North Carolina Outward Bound School (INCOBS), to develop an
interpretation of change and continuity which may be helpful to people who work
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in non-profit educational organizations that confront similar tensions and
opportunities.!

THE PRESSURES FOR CHANGE

To begin with, when NCOBS was founded in the 1960s, during the decade when
the Outward Bound movement came to the United States,” the school quickly
formed a core program around what has come to be called the standard course, a
roughly three-week sequence of experiences emphasizing outdoor and fitness
training, individual and group challenges, expeditions, a time for solitary reflection,
and service.

The standard course was viewed as “public” in the sense that it was widely
marketed for people within a designated category, such as adolescent boys, as
opposed to a contract-type course established for a particular institution and
designed for a special purpose. “Contract” courses, or more generally, special
programs as they are now called at NCOBS, were relatively infrequent in the early
years but have mushroomed in the 1980s. The dramatic growth of the curriculum
beyond the standard course is a momentous issue that has raised the specter of
conflict between educational traditions and new circumstances. Leaders at NCOBS
have tried to fathom what is to be taken as essential and what is appropriately
malleable in Outward Bound. For Outward Bound staff, no matter how long they
remain with the organization, the evolution of this issue has implications for what
they will be paid, the skiils that will be expected of them, their trajectory of
opportunities through and beyond Outward Bound, and the quality of professional
culture they share with one another. '

Before looking more closely at the changing balance of the curriculum at NCOBS,
it is important to understand a key concept—institutional isomorphism—that helps
to clarify the growth of special programs at NCOBS, particularly those contracted
with external institutions larger than Outward Bound. At first frighteningly pedantic,

"My research on NCOBS is part of a larger project in which I an documenting the history
of the school and writing a book on Outward Bound as a learning community in
changing times. Other parts of the research that have been published so far include
“Beyond Time and Place: An Essay in Honor of the Twentieth Anniversary of the North
Carolina Outward Bound School,” North Carolina Outward Bound School, Morgantcn,
NC, April 1987; and “Old Allies in the Field: Outward Bound and Public Education,”

published as a series of articles in The Effective School Report 6 (October 1988) and
subsequent issues.

“See Joshua L. Miner and Joe Boldt, Outward Bound USA (New York: William Morrow, 1981);

and Thomas James, Education at the Edge: The Colorado Outward Bound School (Denver:
Outward Bound, 1980). _
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institutional isomorphism is a relatively simple idea: when two things are
isomorphic, they are structurally similar. Drawn from biology, the word is used in
the study of organizations to describe the similarity that typically emerges in the
structure of major companies serving the same market. They may begin as highly
individualistic and distinct from one another, but as they grow, they become more
alike in response to the environment.?

The concept of institutional isomorphism can also be used to describe structural
similarities between funding agencies and the organizations they support. For exam-
ple, as school districts received more and more money from higher levels of govern-
ment, or as defense contractors grew from small companies into major providers of
weapons to the federal government, they developed mcre elaborate internal struc-
tures of information and control that corresponded to the structure and even the
philosophy of the agencies that funded them. School districts also became more and
more like one another, as organizations and as professional cultures, leaving behind
much of their past distinctiveness and local flair. Defense contrzctors organized their
incentives and logic of production to reflect the agencies they served, and top staff
would then routinely circulate from one side to the other in their careers.

This concept cuts deeply into the difference between “public” and “contract”
courses. The key to the contract course, as a historical trend in Outward Bound, is
that it will be a more powerful agent of institutional isomorphism than has been the
case with the standard course. Like school districts and defense contractors, though
on a much smaller scale, NCOBS will have to develop more elaborate and internal-
ized structures of knowledge, professional expertise, and specific programmatic
elements to serve the complex organizations that replace individuals as its primary
clients under the contract. Equally important, it will have to negotiate to some extent
the aims and procedures of the special program to suit the organizational cultures
on which it increasingly depends for its livelihood. In contrast, standard courses are
designed and marketed by the school, and the key is to attract individuals to them.

The dilemma becomes more clear when it is overstated a bit for emphasis. To
s~rve corporations, an experiential education program must learn to think like a
corporation and know something about what goes on inside one. To serve adjudi-
cated youth is to become enmeshed in strong incentives to adopt the therapeutic
agenda and methodology of the referring institution. To serve public schools, it will
be necessary to incorporate, at least to some extent, institutionalized literacy tasks
and school-reiated bhehavioral objectives into the pedagogies of adventure and
experience. To move into the health professions, counseling, or social work will
require getting credentials and figuring out ways of responding to bureaucratic

'For an example of the literature on this subject, see Paul J. DiMaggio and Walter W. Powell,
“The Iron Cage Revisited: Institutional Isomorphism and Collective Rationality in
Organizational Fields,” American Journal of Sociology, 48 (1983); pp. 147-60.
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demands for accountability. It will mean creating the internal hierarchies and
specialized staff needed to link up with the various kinds of organizations being
served, both at the administrative level and among instructional staff.

By describing the change in this way, I do not want to imply that it is bad. It is,
more likely, a necessary change that can be good if properly cultivated. However,
one imperative certainly arises as Outward Bound or other organizations evolve
toward greater complexity. The most discerning leadership imaginable is needed to
articulate the identity of the program so that it will be real and honest for students,
instructors, administrative staff, trustees, funding agencies, and the general public.

THE EXPANDING CURRICULUM

What are the differences between types of courses, and when did they arise in
the North Carolina Outward Bound School? Recently, NCOBS developed curriculum
guides for the various courses it offers. The order of presentation is as follows:
standard, intensive, special programs, and other courses. The Outward Bound
mission, course philosophy, and activity sequence are fully discussed in the first
guide, which -overs the standard course. Each subsequent guide explains only the
variations from the standard course. For a number of reasons, this was the sensible
way to proceer. The standard course-—originally twenty-eight days—came first in
the history of the school, followed by shorter or intensive courses, and then by other
applications. Another reason is that many years ago, the national organization of
Outward Bound defined the standard curriculum as a matter of policy. The national
mission treats the public standard course for youth as the central feature of Outward
Bound in the United States.

A third reason for starting with the standard course in describing the school’s
curriculum is that it reflects a prevailing assumption about the development of
instructional staff. They begin by working with heterogeneous groups and with
young people on the standard course. Subsequently, they move on to more special-
ized instruction, first with homogeneous groups, generally including more adults on
intensive courses, and then to more highly focused contract courses with learning
objectives drawn from the different organizational environments of the students.

If the standard course is indeed the standard for Outward Bound, against which
the development of everything else is understood, it is interesting to look at the
statistics to see what is actually happening tc the North Carolina Outward Bound
School. From 184 students in 1967, when NCOBS began offering courses, standard
course enrollments grew more than threefold to 587 by 1974, which was the first year
that the school did not show an end-of-year deficit. But since 1974, standard course
enrollments have remained virtually the same (see Table). In 1987, 614 students
enrolled in these courses. These enrollments have been constrained by the summer
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capacity of the course areas in the peak months, by availability of staff, and by
capital needs for program expansion.

Since the school opened, the standard course has not remained fixed. Its length,
to take a superficial but hardly trivial example, has fluctuated from twenty-eight
days down to twenty-one, before finally stabilizing at twenty-three, where it has
remained since 1975, coinciding with the plateau in standard course enrollments.
Other changes brought new course activities into the traditional sequence. Sometimes
the staff added special events, such as a seminar at the end for educators on the
standard course. Naturally, the activity sequence was adapted to different environ-
ments. But all in all, the standard course has been a constart in the school’s curricu-
lum; the more it has changed, the more it has remained the same. Instructors from
fifteen years ago and those from last year could sit around today and swap tales
without any need to define terms. Today, as much as ever before, course directors
and instructors will say that they want to make sure their students “get a good Cut-
ward Bound course.” They are referring to the peak experience for which the stand-
ard course is famous, Thus, one can still begin with the “standard” and work out-
ward when describing the curriculum of the North Carolina Outward Bound School.

The evolution of the intensive courses is a different story. First of all, what is an
intensive course? An easy definition would be that it is a shortenec. version of the
standard course, aiming at a specific group such as adults, managers, women,
parents with children, etc. Some adaptation is involved to address the needs of the
group in question, but the course is public—that is, advertised and sold openly on
the market to individual purchasers. While these courses differ in their sequence and
mix of activities, or even in the instructional style, they are essentially compressed
and adapted versions of the public standard course and do not demand a
fundamental shift in educational aims. '

Some refinement of our categories of courses is needed, since their meaning has
changed over time. The distinction between “public” and “contract” courses does not
seem to have been important in the early years of the school. Both were standard
courses with only slight variations. For this reason, I take the liberty of grouping
early “contract” courses under the intensive category up until 1981. In contrast,
“contract” courses in the 1980s have developed new characteristics and seem to be
a new type of endeavor.

The first intensive course, using this looser category that I have suggested for the
early years, was a thirteen-day course for managers in 1968. It seems to have been
an abbreviated version of the standard course, adapted to middle-aged men,
although it was specifically for the employees of one corporation. In the following
year, 110 students participated in those sorts of courses (see Table). The intensive
course emerged on the roster in 1972 in the nine-day form which is the most
common intensive course to this day.

Thus, in its first decade, NCOBS experimented with shortened and adapted
versions of the st ndard course. These short “intensive” courses were either
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Yearly enroliments for major categories
of courses at NCOBS.!

Year  Standard Intensive Contract
1967 184 —_ —
1968 209 19 -
1969 304 110 —
1970 402 104 —
1971 323 266 -
1972 328 202 —
1973 425 115 —
1974 587 147 —
1975 592 149 —_
1976 602 253 —
1977 539 345 —
1978 566 276 —_
1979 596 350 —
1980 562 347 —
1981 534 316 74
1982 523 332 17
1983 562 344 289
1984 558 399 389
1985 567 395 642
1986 575 482 855
1987 614 492 940

contracted with organizations or presented
as a public course, but there appears to have
been little difference in terms of the course
philosophy or content. The school also ran
three-day and five-day seminars from 1969
onward, but the enrollments were minuscule
in comparison with the standard course and

‘other intensive courses. Overall, intensive

course enrollments stood at 149 in the
transition year of 1975.

One way of conceptualizing the growth
of intensive courses is to look at their
enrollments as a percentage of the standard
course enrollments. In 1975, with 592
students enrolled in the standard course, the
149 students in the intensive courses were
twenty-five percent in relation to the
standard enrollment. Three years later, the
intensive course enrollment was nearly fifty
percent in relation to the standard course
enrollment, and the proportion has
continued to rise, up to about eighty-four
percent in 1986 (see Table). This means that
the short courses are approaching parity
with the standard course in enroliments.
While there is not a balance between the
standard and intensive courses when figured

in terms of student program days, it is important to remember that the short courses
bring in more tuition per student program day \3PD). Their growth, therefore. has
serious implications for the financial viability of the school. For the past ten years,

intensive courses have generated about fifty percent more tuition per SPD than
standard courses.

“This table does not include semester courses, alumni courses, and the programs of the Kurt
Hahn Leadership Centre which amount to roughly 170 per year from 1985-87. These
enrollments are at plateaus, amounting to less than 10% of the enrollments for each of
these years. I would like to thank John C. Huie, school director, and his staff at the
North Carolina Outward Bound School for providing me with free access to program
files and school statistics, which formed the basis of my historical reconstruction of

enrollment patterns.
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Despite the magnitude of the trend, the growth of intensive courses can be
viewed as an outgrowth of the standard course in most respects. Intensive courses
represent curricular adaptation based upon a known model. Once staff have been
trained to instruct the standard course and have acquired some experience in the
field, they can move easily from one course to another. They require little more than
some predisposition for working with the group in question, perhaps some in-service
preparation, and a pre-course briefing.

A NEW DEPARTURE

The “contract” courses and other special programs of the 1980s represent a new
departure because these courses often require knowledge, skills, and preparation not -
available through working on the standard course. The growth of these contract
courses has been spectacular. In 1981, the 74 students enrolled in these courses
represented a mere fourteen percent in relation to the 534 students enrolled in the
standard course (see Table). Over the next three years, the proportion rose
approximately twenty percent per year to almost seventy percent of the enroliments
in the standard course. Then in one year, from 1984 to 1985, the number of students
enrolled in contract courses rose from 389 to 642, for the first time exceeding
enrollments in the standard course, which have remained virtually constant. From
now on, it is necessary to reverse the calculation, figuring standard course
enrollments as a proportion of contract enrollments: eighty-eight percent in 1985,
sixty-seven percent in 1986, and so on. Based upor: long-range planning figures from
NCOBS, the enrollments in contract courses will achieve parity with those of
standard and intensive courses combined by 1991.

It is true, once again, that enrollments are not the same as student program days
(SPD). One enrollment in a three-day contract course represents a statistic quite
different from one enrollment in a 23-day standard course. Nevertheless, the compar-
ison of enroliment figures is more meaningful than it might appear on the surface.
First, the contract courses produce substantially more revenue per SPD than the
standard course. The difference is even more disproportionate than with the inten-
sive courses, but it varies more widely by individual contract and by the type of
contract. Second, contract courses are organizationally complex for NCOBS.
Although it is difficult to calculate, I suspect that it takes more effort to mount a
contract course than to put another standard course on the calendar. Third, the labor
input is more costly for the contract course, and it is generally more difficult to staff
than the longer standard courses, since the instructors with adequate preparation are
more scarce. The human capital—knowledge, skills, experience—required for con-
tracts is greater, or at least more specifically focused, requiring familiarity with
methods and environments beyond those of Qutward Bound. Sometimes the school
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must enter into cooperative relationships with instructional staff drawn from the
organization sending the students.

The rising enrollment figures show that contract courses are becoming
increasingly important. What they do not show is the programmatic pressure
inherent in the contractual relationship. A ccentract is a mutual agreement in which
the parties specify something that will be accomplished and under what conditiors.
Offering goods in an open or “public” market—as is the case with the standard
course—is also a contractual situation, but we can make a useful distinction here.
When you buy something that is advertised and sold on the open market, you take
it as it comes. The product is fully developed—with your needs in mind, but it has
already been designed, produced, and finished. The automobile you buy is
essentially non-negotiable as a product, except for a few superficial options. The
same is true for educational programs, despite occasional rhetoric about negotiable
learning and mutual goal-setting. When you enroll in a private school or a college,
you are buying a product that has been developed by others. You have a contract
only in the sense that you are buying entry to the institution just as it is. You will
bring your own needs to the transaction, you then derive your own experience, but
you have not planned, decided, organized, or produced the program; nor have you
negotiated how these thmgs are to be done in advance of your purchase.

A contract course is different from open-market or public courses in one
fundamental respect. When you purchase it, you can to some extent negotiate the
process that will give you the outcomes you desire. This does not necessarily mean
that you will negotiate, but you can. The contract course represents more than an
adaptation of the standard course, for it alters the set of relationships that sustains
the planning and production of the course.

This change has many implications for the North Carolina Outward Bound
School, not the least of which is the opportunity to reach more people with the
transforming values of Outward Bound. Some of the implications for staff, such as
the potential for longer Outward Bound careers and greater professional and
personal growth, are welcome. Others, such as the complexity of instructional
relationships, the different pace of varied course formats, and the unpredictability
of future demands, are viewed at times with trepidation. Some instructors have
qualms about sacrificing the rigor and intensity of Outward Bound. What if courses
are negotiated into smaller segments involving challenges less disruptive of the
normal routines of daily life, or if journeys become luxurious by the traditional
standards of Qutward Bound? Occasionally such qualms give rise to an unabashed
nostalgia for the good old days when Truth and Beauty came in the form of a tough,
no-frills, no-nonsense, standard course that “knocks their socks off.”

On the other side, it is widely recognized that the growth of contract and
intensive courses has exerted a tremendously beneficial influence on the North
Carolina Qutward Bound School. Besides making it possible to reach numerous
clienteles outside the predominantly young, white, middle-class population that has
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traditionally filled the standard course, the new programs have strengthened the
school a5 an educational organization. The special programs have demonstrated that
more can be done to provide pre-course information and orientation, not only for
contract courses, but for all types of Outward Bound instructior.. The specific group
needs that come along with contractual relationships have caused planners and
instructors at NCOBS to consider new ways of increasing the transfer of learning
from Outward Bound back to participants’ normal settings. Greater flexibility in

programming may serve, on balance, as a countervailing force against the dangers
of stagnation in the standard program.

IN SEARCH OF THE ENDURING CORE

The heart of the matter is not to be found in the divisions that exist in the
Outward Bound program. The key to understanding the direction of change is the
fact that the standard and contract courses share a single reality. They seek and serve
common aims through different means. At best, they both probe for the deepest and
most enduring values that animate Outward Bound—but not without setting achiev-
able expectations that will lead to tangible outcomes for the population in question.

Here the experience of NCOBS should be highly relevant to experiential educa-
tors working in other settings. By design, the contract courses force planners to
innovate while also working to express the essence of Outward Bound. Ideally, the
same should be true for the standard and intensive courses. All these courses can
and must reflect the dynamic creativity of OQutward Bound as an educational move-
ment because they require ceaseless pioneering along with a search for sustaining
continuity. By the very fact that it is continually transforming its program structure,
Outward Bound is reaching for its most deeply felt aspirations as an educational
organization while dealing realistically with what works to make the learning
experience fit the needs of the students.

One cannot help but be impressed by the magnitude of change under way in the
program at NCOBS. The question naturally arises: How is the school strengthening
itself internally, both to deal with the many new constituencies, and perhaps more
importantly, to maintain its integrity under the pressure of institutional isomorphism
as it serves those constituencies with its courses?

Some of the needed strength comes in the form of documenting how the newer
and older strands of Outward Bound are developing in relation to one another. Cur-
riculum guides, staff training, and a residential leadership program are healthy steps
in that direction. Another source of coherence is the course directers and other senior
field staff who bridge the field and office cultures of the school. Their informed
vision is crucial for keeping the staff culture in tune with shifting strategies of the
school for developing contract opportunities.
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Beyond this, the shared vision embodied in the school’s top management and
board of directors is essential to the survival of Outward Bound’s values through
changing times. They will be making the decisions that will require the school to
internalize the priorities, professional cultures, and methodologies of contracting
agencies. To the extent that they can resolve among themselves the structural and
professional tensions that arise from the impact of contracting on the school, they
will project to others a firm sense of integrity that is the future of Outward Bound.
And to the extent that they can discern the moral order that continues to define and
defend what is quintessentially Outward Bound, they will have accomplished some-
thing truly valuable for Outward Bound schools everywhere. But there is no higher
law for assigning priorities to standard and contract courses in the development of
the curriculum. Outward Bound was both idealistic and pragmatic in its origins. This
dualism continues to apply to both the public and the contract sides of its activity,
and I would be surprised if it ever disappeared. A similar dualism can be found at
the heart of all educational programs connected in any way with experiential
learning.

The tension between idealism and pragmatism draws attention to the funda-
mental question of identity. What is Outward Bound? The striking differences in
what shapes Outward Bound as an educational organization in different societies are
good cause for skepticism about any simple answer to that question. In Holland,
QOutward Bound is funded by the agency that tries to rehabilitate the chionically
unemployed in a full-employment society. The credentials of instructors are similar
to those of social workers. Some developing nations, by contrast, embraced Outward
Bound as part of their rise tv independence. Programs are in essence fully contracted
to the government, infusing Outward Bound with statist ideology and milit. y cul-
ture, along with the traditional values. Such a vision would be anathema in the
United States, where Outward Bound schools are more like semi-sovereign inde-
pendent entities, each with its own distinctive ethos.

To explore this issue of identity, to find out what educational organizations are
really teaching in various societies, or even in various kinds of courses within one
school, we must look beyond the mission statements and activity sequences to the
nature of the social contract, the underlying relationships of power and authority
among those who agree to stage a course. This is especially true for contract
opportunities: What is the implicit social contract? Who is doing what to whom?
Why? Is this “hidden curriculum” consonant with the values of Outward Bound and
with the shared culture of staff and trustees? Here, the issue of institutional
isomorphism can become tricky, since the values of organizations that fund contract

courses might in some respects or in certain instances stand at variance with those
at the heart of Outward Bound.
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THE IMPLICATIONS OF CHANGE

The increasing shift to contract courses for Outward Bound in the United States
after years of developing mostly public standard courses will push a number of
important issues to the forefront. I am stating several of these boldly because they
strike me as worthy of further consideration by other educators who might
encounter similar issues within their own organizations.

First, it is not uncommon these days to find the perception in NCOBS course
reports that students on contract courses arrive with different objectives than those
of the sending company or organization. This disparity will not go away as contracts
expand in the school. Should Outward Bound consider its values as autonomous of
the institutions with which it makes contracts? Or should it, on the contrary, adapt
to different contractual arrangements and relationships, carrying out the educational
objectives that it negotiates for each? A third alternative: Should it do neither, but
instead serve only the developmental needs of the individual as these are recognized
and negotiated on the course through the activity structure of OQutward Bound?

Second, because of its underlying values and sponsorship, the public standard
course in the United States began as an implicit social contract with affluent,
upwardly mobile, white parents who wanted to motivate their children to succeed.
The scholarship students who joined the children of these parents on courses were,
in a very real sense, Outward Bound’s first contract clients, especially when they
were referred by urban social agencies and community-based organizations. But they
never enjoyed the kind of responsiveness and interest that Outward Bound now
shows toward contracting organizations under more lucrative conditions. They form
a lost chapter in the history of Outward Bound which is waiting to be recovered.
What sort of institutional isomorphism would Outward Bound need to develop in
order to connect with communities sending minority and low-income students?

Third, in any form of education, what can be offered to the student is dependent
on the vitality of the teacher. Outward Bound took hold in the United States in part
because it recruited and hired college-educated men and women in their twenties
who were looking for adventure outside of mainstream institutions, but who
emrbodied positive aspects and potentials of those institutions. One way to plan the
growth of contracts vzould be to continue to base practices on the excellence of the
people who come to Outward Bound. If many instructors will work until they are
thirty, becoming adept in adventure programming and safety systems, how many
will pursue new opportunities in Outward Bound until they are forty? And of those
who will continue (or will come anew with the proper skills), what would they most
like to do? The planning of contract courses should be influenced by the ethos of
staff and their chosen paths of personal and professional development, just as the
standard course has been influenced by staff culture through the years.
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Fourth, there is an implicit social contract underlying different methodologies
that are adapted to work with certain groups of ..udents. Coming from a university
where all this is out in the open, I am surprised that there is not more dissension
when Outward Bound becomes mingled, for example, with behavior modification
interventions in the programs developed for delinquent and “at-risk” young people,
or with school retention programs that do not address the sources of student
attrition in schools and communities.

Fifth, when Outward Bound develops new contracts, it must create a more
elaborate structure of knowledge and skills within the school. It must become more
complex and internally differentiated as an organization. One side effect is that if
program developers shift ground too abruptly in the external environment to capital-
ize upon new contracts, or if funds are suddenly withdrawr. from a major contract
already under way, then the jolt could create chaos on the inside. Each time a new
linkage is forged, a new internal structure must coalesce to make it work. It is often
the case in smaller nonprofit organizations that the overload on administrative staff
comes from not having settled upon a clear trajectory of development for contracts,
one ! hat will organize the needed documentation, staff training, and outside liaison
into predictable patterns. The strategic decision about how to form such a trajectory
usually cannot be made by those who are actively developing the contracts. By
experience and temperament, they tend to be inclined to maximize application and
extension of the product line to reach new clienteles with what they know to be a
good thing. More often, the decisions on direction are made by the funding sources,
who stabilize a desirable market by offering long-term subsidies for predictable
outcomes, or by the board of directors and executive director, who set priorities.

Sixth, the principle of congruence is valuable for thinking about contractual
relationships. NCOBS could build up a few, sustained, long-term alliances with
institutions that share at a deep level an awareness of and commitment to the
hurnane goals which animate Outward Bound. Another useful principle, the opposite
of congruence, would be purposeful dissonance. When there are differences in
fundamental values between OQutward Bound and the institutions with which it
enters inty contracts, rather than serving as a “hired gun,” Outward Bound could
develop pro-active strategies to change and influence mainstream institutions. By
working to prevent dropouts, for example, Outward Bound is not only trying to get
dropouts back into school; it is trying to change schools and schooling so that there
will be experiences that can hold young people there by choice.

Finally, instructors discover the potential of various educational practices through
the different courses offered by the program in which they work. An exciting
dialogue is teking place within the North Carolina Outward Bound School about the
differences, challenging everyone who cares about education to reflect on what it
means to achieve the aims of experiential learning. There are no simple answers, but
a new chapter in educational history is being written by those who bring the best
they can give and discover what it means to be both a teacher and a learner.
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——— Babies and Bath Water:
Two Experiential Heresies

Theodore F. Wichmann

THIS PAPER CENTERS ON THE PHILOSOPHIES OF JOCHN DEWEY AND EDWARD HALL
by exploring two heresies that presently limit, and may ultimately threaten, the
modern Experiential Education Movement. Practically, this movement is defined by
an annual conference which began in 1973, the Association for Experiential
Education, incorporated in 1977, and the Journal for Experiential Education, first
printed in 1977. Philosophically, the movement still self-admittedly lacks a “crisp,
broadly accepted definition.” In the first issue of Journal, Murray Durst identified
certain assumptions about the members of AEE. He saw them as working within and
from without various educational institutions, at all levels and across many
disciplines, with a unifying interest in “the nature and process of experience for
educational purposes.” Furthermore, he viewed the members’ perception of their role
“to be at the leading edge for educational reform” (1977).

One purpose of this paper is to provide a brief historical perspective that may
reveal the subtle, suicidal tendencies of the Experiential Education Movement.
Although this may seem unduly pessimistic, I can’t help but see the parallels
between this modern movement and the now dead Progressive (or Experimental)
Education Movement: both movements accepting Dewey as mentor; both being
highly holistic and multidisciplinary; both seeking learning through experience; both
operating largely outside traditional institutions; and neither one well researched. In
fact, one of the few scholarly works on Progressive Education served as an epitaph
with the following obituary: “The death of the Progressive Education Association in
1955 and the passing of its journal, Progressive Education, two years later marked the
end of an era in American pedagogy. Yet one would scurcely have known it from
the pitifully small group of mourners at both funerals” (Cremin, 1964). I somehow
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cannot avoid the image of this as handwriting on the wall. In order to survive,
experiential education must help both the individual learner and the culture, of
which it is a part, to grow and evolve. '

The credibility of the school is its tradition. The credibility of innovative
experiential learning must be its demonstrated effectiveness in promoting the
survival and growth of the individual. As with the American Progressivism
Movement, many modern programs and practitioners have often interpreted
experiential education as “learning by doing.” In our enthusiasm for developing
alternatives to traditional schooling, we have overlooked the fact that experience can
be noneducative or even miseducative. In our rush to innovate, many of us have
thrown out the babies of experiential education philosophy with the bath water of
traditional pedagogy. The philosophy and theories born in the work of Rousseau,
Pestalozzi, James, Dewey, and Piaget should be nurtured rather than discarded or
ignored. These educators refused to resort to the popular experiential euphemism
that if you have to ask the question, you won’t understand the answer. Rather, they
each dared to ask the question that Dewey phrased: “What is the place and meaning
of subject matter and of organization within experience?” (Dewey, 1938, p. 20)

As learning promotes the survival and growth of the individual, educational
reform must contribute to the evolution of the culture. As with Progressive
Education, many modern programs and practitioners have often interpreted
educational reform as improvisational reforming by doing. We are all too acutely
aware that traditional education’s primary function has been to transmit and
maintain culture, and, in so doing, has been “the principal instrument for setting
limits on the enterprise of mind” (Bruner, 1962). However, in developing alternatives
to traditional education, we have sometimes merely scrambled the internalized
cultural program that is mind. We have thrown out the babies of cultural insight
with the bath water of educational bureaucracy, with all its violations of cultural
norms that limit the development of self. We must dare to ask, What is the place and
meaning of experiential education within the culture?

FORTY YEARS OF EITHER-ORS

Forty years ago John Dewey (1938) began Experience and Education by observing
that educators had been formulating their instructional theories in terms of
“Either-Ors.” More importantly, he deplored the fact that the Progressive Education
Movement, which had recruited Dewey as symbolic father, had not progressed past
a philosophy of rejection. Progressivism represented a radical reaction against three
primary learning assumptions of traditional education: 1) subject matter and proper
conduct from the past are imposed upon students, 2) books are the representatives
of this past, and 3) teachers transmit this subject matter and enforce rules of conduct.
Thus, the basic learning tenets of progressive education were: 1) to ignore organized
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subject matter, 2) to emphasize the present and the future to the exclusion of the
past, and 3) to view any form of directio<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>