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THE EXPERIENTIAL MODE OF EDUCATION FOR ADOLESCENTS:
DR. KURT HAHN AND THE OUTWARD BOUND MOVEMENT

Len Richman

The primary ﬁgx.n‘e in fh1§ thesis is Dr. Kurt Hahn and his
educational thinking and ideas. He institutionalized these in his
s.ghoolg--Sa]em and later Gordonstoun--and further developed them:
thrdugh such movements as Outward Bound. (

Hahn perceived five mjor greas of decline in the world that
should concern educators, They were declines in physical fitness,'
initiative, care and skill, self-discipline, and compassion. Observa-
tions of contemporary society and its *inﬂuence on fhe schoo1', and
the assessment of the current needs and problems of adolescent identity-
seeking, indicate that these declines have Become mm;‘e intense since they
were first recogm‘ze'd and E&rmu]ated"by Hahn over four decades ago. - As

a result of these declines and their accelerated impact on mcdem 11fe,

social i1ls have been manifested which. today directly affect our youth

. in and out of the school environment, as compared to even two decades ago

wh,é:u‘the young could lenjo_y a measure of insﬁ‘rarity agafnst these inflyences

until, at least, mid-adolescence. - ‘ ‘
Through his concept of “experience therapy," Dr. Hahn devis{ed.

certain antedotes to cohbaj; these &eclinés which were applied through

the educational processes associated with adolescence. Translated into

modern terms in this thesis, the experiential mode in the-education of

adolescents, emphasizing a certain type or class--programs designed main-
ly in the out-of-doors--is given ful)] exploration, treatment and. interpreta-

tion. ‘ S =
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what I like about experience fs that it
s such an hopest thing. You may take any
number of wrong turnings; but keep your
eyes open and you will not be allowed to go
very far before the warning signs appear.
You may have deceived yourself, but exper-
ience 1s not trying to deceive you. The
universe rings -true wherever you -fairly test

~-C.S. Lewis in Surprised by Joy:
- A

\

: \
“It%s the sin of the soul to force young people

~
“

into opinions--indoctrination is of the devil;
but it is culpable neglect not to impel young
people into experience. ’

n -~Dr. Kurt Hahn

rd
v

- Without thé instinct for adventure in youth‘,/

any civilization however enlightened, any
state, however well ordered, must wilt and
wither. ’ )

--George Trevelyan
|
I Hear, and i Forget,
[ See, and I Remember,
I Do, and 1 Understand.
~-a student quote,

\
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CHAPTER ONE
INTRODUCTION

The object of this research underiaking s to provide clarifi-
cation of t:he rationale and significance of the expériential mode of
educgtion ‘within the total operation of a school program. My aim is to

~ focu$ on certain activities designed for students that take plpce primarily
outside of the four walls of the classroom and beyond the physi plant
of the schodl. ’ " ' |
. . Experiential exposures have a range that is wide and diverse: attend-
| " in‘g live theatre]\pu‘rsumg a_scientific enquiry, travelling en an exchange
to live with another culture, reading a mind-opening book, discovering a '
r “new art form or (élinvb1ng a rock-face in the wilderness. It is doubtful if
"\ one would underrate the effect of' "inspiring" experi’ences:, "whethe.r on a'grand
scale or for just a moment, such as the experience of a grade one' ch,ﬂd‘observ-

ing for the firsi time the migratory return of geese in early.spring while *
f ' on his first sugaring-off party ou"tsfde the city, a grade five youngster ex-"

f .

3

ploring-the wonders of a science museum, a sghool band at thé high school
1e.l returning from a music ethange in andther city Or country, a jumior - .

high school theatre tour of New York after ¢r before the dramas covered in

the school cukrriclulum, a gymnastics. teafibringing home a well-deserved bronze
meda}, or a college course that includes deliberately designed field work in
the sciences, arts or humanities. ' |

Those are just a few of many experiential exanples  There will be

planted certam unforgettable memories. Yet all the resolytions, awards,

7

s




W

R

rewards and assimilation of impressions ahd activities can evaporate,
leaving no siqniﬂcant trace on- the future conduct and attitudes of the

student, unless the educational 1nst1tut10n takes the responsibility, upon

%he return of the individual to the "home base" of the school, to challenge ‘
him or her in integrating the experience into the total development of identity.

As Tyler reminds us:

The real purpose of education is not to

have the instructor perform certain ac-

tivities but to bring about significant

. changes 1in the students' pattems of

-~ 7 behaviour. . . (and) to brimi about de-
- siréd changes im the student.

’

1 | .
.Such purpose 1s achieved by providing opportunities for the student

to useé the knowledge gained in his/her daily 1ifes It must not be forgotten,

. that most learning experiences produce multiple outcomes. w2 How one

is guided mto understand'unq and applying these outcomes is an mtegra]

part of the experiential mode in education.

R great deal of constructive learning can take place outside of the
classroom. Dr. Charles W. Mayo, one of the brothers of the famous clinic:

of the same name explains this. He claimed in his autobiography, that upon

retrospective reconsiderétion. he”etam more and more convinced that educa-v

tion is not entirely derived form the various books, lectures and Taboratories

one experiences in courses and schools. My study shares his view; and he

. further 'po’mts out that friendships and human interaction in general, in a

variety of settings contribute an inestimable part to a pe{rson's knowledge

and development and to that person's ability to adapt, cope and be flexible

. when nécessary. If put in the right perspective, he believed every human.

relationship and the context 7ithin which it is experienced can be an asset

to one's persona'i growth.3

o
~

My father hung a quotation from John Ruskin
in his office and I now keep it near me. It

-

PP RS e A AU . emantd o ol -

L e Ay i e

e

ke e A o .
x - -
»

»



1s: 'The eniyre object of true education
is to make people not merely do the right
thing but enjoy the right things-- not mere-
ly industrious, but to love industry--not

- merely pure, but to love purity--not mere-
1y just, but to hunger and th1rs[\ after
Justice.' . '

[

He tried to live by thiand sq have 1.4

While as my 1nvestigatioﬁ is s on}mou; with the above explanation, it

is vitally important that the reader does not misconceive my :definition
or~mi$apprehendq the theme of this"'thesis presentation. 1 am dealing with

a certain form or particular manner within the spirit of education which will
be discusseg subsequently. I in no way demean the value of what can pake
place in a classmo}s, or the richness of diverse opportunities that can,

be created and endorsed by a school's philosophy and mode of operation. Just

as [ am in agreement with Dr. Mayo, I am equally supportive of Neil Postman's

statement, particularly in Jight of the chagaes and buffetings the school

as a socioigoical institution of our soéiety has been subjected to in the
%

-last two or three decades.‘

. . The nineteenth century had much to re-
-. commend it, and we certainly may be permitted
" .+ to allow it to exert an influence on the twen- '
. tieth, The classroom is a nineteenth-century
invention, and we ought to prize what it has
.. to offer. It 1s one of the few social organ-
. {zations left to us 1in which sequence, social
order, hierarchy, continyity and deferred
pleasure are important . . . The school is not
an extension of the street, the movie theatre,.
» a rock concert or a playground. And it is cer-
tainly not an extension of the psychiatric¢ ’ ’
clinic. It is a special environment that re-
quires the enforcement of certain traditional <.
N rules of controlled group interaction. The

school ‘may be the only remaining public situ- -

ation-in which such rules have any meaning, ,
and it would be a grave mistake to change those
rules because some children find them hard or

cannot function within them . . . Nothing . . .
leads to the conclusion that I favour a classroom

<« ! - '
,
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that is authoritarian or coldhearted,

or dominated by a teacher insensitive to
students and how they learn . .. . the impor-
tance of the classroom as a special place, a-
Toof from the biases of the fiedia; a place in
which the uses of intellect/ are given prominence
in a setting of elevated-1 age, Givilized man-
ners, and vrespect for social § nbols R ¥
through medfa exposure (we) lost an understan-"
ding of the potential«for excitement contained
in an idea. A child's right to have an eduga-
tion is terminated at the point where the child.
interferes with the mght of other children to
have one.

F 4

Le ving the "experience"of th}classroom and moving away from

_ the school, one employs certain terminology like "outdoor learning,”, “oyt-

door education," "exberientiaﬁl programming,” etc., when conducting experien-

tial activities. What is being referred to is a large set of activities which

by

have certain characteristics in ‘common. There is basically no Substanpial

difference between the te i." What are these characteristics then?®

a) Environmental contrast: Jypically, such contrast is obtained by shiffinq

par'ticipants to a wilderpess setting, on the assumption that such an en:/'
' &

vironment presents a shawp change for most people. For students used '
Q

‘to total land existence, {this cha'nqe in enviconment can be' aboard a

L}

Cspecial kind of vessel fdr a period of ‘time. There M also been some
experimentation and progrgms carrié&d on in inner city settings, \;1th
mixed results. ‘ |

b) Physical actft1.v1ty: The] activities used in these programs tend to be
complex and to extend over a substantilﬂ period of time, Exanp!es df

tt;is, may be hiking, canoging, ‘techgn'cal yock c]in{n’nd and rafting..

Some activities take plake in urban séttinqs where, for exan;ﬂe one

is developing street sepse whﬂe aiming towards several destinations and

makinq observatmu{

I8

route. A'speciﬁc exanpl('wouid bg_ placing the.
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etudent in New York &’ty. The student starts walking from 34th street

+ and 9th avenue &nd makes his way to the Empire State Building, Madison
Square Garden§ and the Un1te\\¥atlons Bui1d1ng Then, continuing by
bus, he locates St Patrick's Cathedral, Madison and Park Avenues,
eventually arriving at Rockefeller Centre and the Chrysler and R.C.A.
buildings. Finally, he must return to’;he original point of departure ’

"

from Avenue of the Americas by subway systéh

c) Stress: It is assuned that stress used in a controlled manner can have

a high utility forweducational purposes. It is important, of course,

that exacting safety standards be observed-as-much as possible. It is

a]Qo vital that the stress be an intrinsic part of thefﬁituation, rather

than appearing to. be contrived or synthetic. Stress of the right kind ‘::)
can be found when coping with very rough weather in/;’;essel or when

climbing a narrow, muddy trail. In an uynfamiliar settigg, there is

A

/ genuine stress in finding one's way froﬁ,one point tq another without
gett1ng Tost. The New York City "plan" cited above is a good example.

32‘ Small group context Success for the experience is defined in terms Qj/

the individual by his contribution to the group. 'Eialuat1ng success ‘in

an exper?ential program is marked by the necessity of a task being completed

only when-e&eny member of the group-has contributed to its donp]etion.

A person does not "make it" in a solo effort, but rather as a co?sc1ous

contributor to a team. The a1m is to,_ephasize cq11aboration‘;ether than

competition. It is safe to assume‘tha most people in our cu]ture are

sufficiently well-schooled in the p notfen of competitive effort, but"

that we are relatively unskilled 1n,cooberation and less informed about ' |

interdependence. T _ o ‘

e) Learning to cope with the qsfami]iar: The underscored factor here is

b | s
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i newness. The o(ptimum cese would. be to _p]ace the group in a s%tuabion .
' " completely unfamiliar to all of the participants. Examples might be
Tand1ubbers in a rubber raft on wh‘itewater, or in the "wilderness" of
A4 complex city such as New York, identifying sociological simlll_arities
and differences in Ha,rlem as compared to the affluenf, quie;; suburb-or
semi-rural :rea one is accustomed to. In both exammes, skills and infor-
ma'zion are ve'quired th are not readily at hand.
°=what has been delineated thus far as elements or characteristics
. ’ common to the e?{perientia] framewo}rk, whether in a‘wi ldernes's ;efting or‘an
unfamiliar urban context in fact are, at the same time,"thrmﬁfﬂ‘s“ed toward
the achievement of certain ends. It is these themes which, w}n blended to-
gether, account for the impact an experiential program or experience has
* upon the participating students. To understand this requires an awareness
' of the purposes to be served, which follows. -
A~ _Enhancing self-concept Most basic of all the purposes included ’
here is that of enhancing self-concept> So central is this need that
it shou;d be included among the three or four most v\&al aims of all
education perhaps. ". . . the most important deteminant of a percon’s

v

future is sel f—concept. Identity in adolescence is dealt with at

1
some 'lTength later on in the thesis.

' < ‘a ’
B. Understanding the self, with special emphasis upon identifying one's

-

» through experiential learning. To the extent-
an insight into both weaknesses

gngths contributes directly to

K]
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a positive se]f—conégpt, time 3pent in bdildiné‘upgn one's strengths

is’ used to far grééter effect than time spent in trying to remedy weak-

ness. It is-a temet of the experiential mode that one should not wholly

‘e\' ’
ignore areas of weakness, 'but, it .is an unavoidable aspect of human

nature to worry about defects, even when one tries not to do so. ~ Once
4 . ) * . 7
they have been identified, there is 1ittle danger that one's_ fault

,

will remain hidden. = Exercising the positive aspects of one's personal-

K ————
< ity is 1nhécent]y a far efficient process than ,painfully working
" through correctional measures. 1
In the domain of attitudes, a re-orientation toward
AR E ;aesthetic appreciation, and ~ - ,
2. environmental awareness to

are two key areas of consideration: By aesthetic appreciation is meant
the valuing of beauty as one perceives it throughnnaxiﬁum utilization.
of one's senses and one's intellectual and emotional facultwes It

~

is- the capac1ty to catch one's breath at the sight of trees si1houetted

on snow while cross countny skiing at nndn1ght by moon]1ght 1ook1ng

&

up to trace the sound of m1gratory geesé in their shifting formations

~head1ng south on a clear, augqnn day, or s1tt1ng by the water's edge
" watching the niChness of dramatic co]oun on the hoxizon as the sun sets.®
It is also the 1ncapacity'to to]eraté‘éﬁqbug]iness cast by the.jang1;ng
@1are of bil1-board neon light and steel #Fctory, paper-mill stench, with

which many of us have been reared Environmenta] awareness in this

context means the rea11zat1on that it is never poss1ble to do just one

L

thing; that there is wéalth and vitality in diversity, rather thah "safe"

acceptance in sameness, in/rougﬁﬁ}zed fahi]iarity-—stqgnation as opposed

to giabi]iiy in qualitative stimulation and energy-giving adaptation,
. 4,7 ) " ~ .

7
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E.

<;ding of only two areas:

’

¢ b

In the domain ofy knowledge, again, a choigé to. emphasize an™ynderstan-

1. leadership and followership, and |

2. the use of authority and the nature of'authority transactions.
The term leadership refers to a highly demanding craft which involves .
bringing together and focusing thé actitivites of individua} people
around some 1arger'goa1 that is socially important. Followership

refers to<the acts of volition which enable a leader to lead., By

(& . ~
authority, what is meant is one person causing another to act in

a pre-determined way, at the in1t1at1ve of the first person and with

-,the -willing compliance of the second without the second 1os1ng any

/45
N sign1ficant aspect of his individuality. Simplified, it has to &

wiih my acceptiﬁg diregtion from you, and you from me--Plato's concept .
L 4

of ruling and being ruled, wisely. These two areas have been chosen,

in part, because they are important and invariably appear on the "agenda"

~

of antexperiential learning ekperience. However the experience is de-
signed, the structures are there for-this type of social transaction

) t
and transformation. They have to be dealt with and are met in most
N\ ’ .

_ everyday 11fe activities in one way or another. .

Internatization:' This is the final end;sought. Ing}ght. conprehevgion,
awareness--all are ineffggtive if they produce no influence upon the
individual, and therefore, group behaviour. The purpose, therefore, is
to intentiqually @vo{d‘facile mahipulation of ideas in their.verba1 fo
and to aim instead at connecting the 1dea--wh1ch could very'posgibly

be an a]ready familiar idea only superficially understoqd--to an sact.

.The goa]s of an experiential proqram tend to be abstract rather

v

-

s . .
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) .

L mn  ve At sl VA

y

[}

EL)

sy S

a

<




[

than concrete; subtle and complex rather-thanndirect and uncomplicated;
and rather more oriented toward future growth than immediate change. As
théy have Qeon delineated here, they tend also to shade from the general
to the more or less specific; however, one should not be misled by their
intangible qugaity since they ayé ot fundaméntal importance to the
expeMential program and purpose. o

Out of the oﬁoad range of experientfal education, I have selected

a certain class and type of activity: I concentrate on the outdoors,
/ - .

rural, semi-rural, semi-wilderness and_wildernes : Mpst {s geared
towards the adolescent, in part1culpr?\;;EETE"TEz;;~;2;;;:?¥and later
adole‘scende“’ (coTege). ) , B e,

A good rationale for promoting and ma1nta1n1nq the exper1entia1
mode in educafion for adolescents, particularly in outdoot activity as
just outlined, is gerived from John Dewey's dictum that "Le#rning is
thinking about experience,” because such a definition of learning is
pedagogioally»soond. and since learners respond more pos}tively to an
experiential framework for learniog than to one which is largely verbaJ:

As Kesselheinmpoints out: : .

In the process, much of the talking may

_ The intent is to get from mere talking to
ﬁ\\‘\\\\\\\ "actual doing as efficiently as possible.

well be short-circuited. Leaming and ta1k-
ing are not necessarily synonomous.

For many people, particu]ar]y those viewing or directly involved in
educational matters (parents, administrators teachers, sometimes, even

students), an 1nst1nct1ve, defens1ve, guarded reaction is almost always

’elicited when the mere suggestion of even thé slightest departure from

regular’ routines ‘and methods 1s suggested. Any charige is frightening,
(L B s

threatening and upsetting to the comfortable fstablished patterns, proce-

K3
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dures and schedules, regardless of whether they are still as effective

and enhancing as they once were, or deadening in their continued maintenance.

1 believe John Dewey's concept is a reasonable one; according to

him, education that is rigid would involve the denial of a vi%al ingredient

in 1ife--namely, "change." The imposition of “supernatural" and "fixed"

aims on the constantly developing pregess of education should be viewed as

negative. Education "must be conceived as a continuing reconstruction
of experience . . . the process and the goal . . . are one and the same
thing."9 Or, to use the well-kngwn formulations, as I do in the thesis’,

found in the chapter on "Education as Growth" in Democracy and Education:

(1) The educational process has no end be-
yond itself; it {s its own end; and (2) the
educational process is one of continual re-
organizing, reconstructing, transforming . . .
Since in reality there is nothing to which
growth is relative save more growth, there

~

is nothing to which ?aucation is subordinate . H

save more education.
My ‘problem-and theme, if Dewey 1§\§erec&, is selecting the } -
" best possible e posurgé to the best pMbssibl

experjences for the st
in order that he Or she may recognize, reconstruct and transfovA. In

keeping with my objective, aim and area of concentration given at the outset,

" .

I find it necessary to present the reader with the-following general claims

that emanate from outdoor-oriented experiential learning. These are pot

necessarily proofs, they are results typical of a class of olijects derived

form experiential outdoor designs, and are given here as-instances to
provide perspective and insight into the study for the reader.

~2 Example one: A group of fifty students, in middle adolescence, was

sent: to the country~during;wﬁ:é§r time with a number of their teachers who
d lea

were adapted to liéing an

f

a— : o

ing with youngsters outside of traditional

-
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school structures. After breakfast, regular academic classes were held

for two to three hours. Following lunch, there was the leq*nihg of out--
dopr skills and other activities in the snow, woods -and fields which

was part of the total program for the entire afternoon. These were -composed

W
of snow survival techniques, skiing, snow-shoeing, animal tracking, snowcave

and shelter building, orienteering, and just plain ‘winter fun and indulgence.

+
When supper was over and the group did their own t1ean1ng up, study hall and

quiet periods for homework assignnents, read1ng, reflection in. front of

the fireplace, followed by some group or solitary time were provided.
0ccasidh?11y, a short, silent; cross-country ski r&n was ﬁade by‘@qonlightf
This was completed over a two-week period. - ‘

Back in the c1ty, a control group made up of another fifty students
of the same age and academic ab111t1es, spent five hours per day for the two
weeks in the school following the regular timetaple.

When both groups Qere brought togetheg’after-the two-week period;
examinations on the same subject matter were given and it was found that
the out-of-town group, Qith two or three hours fiss per day of academic
preparation, scored significantly higher than the control group whc:had
been 1n class for a full, regular day. "

Example two: Ip the late 1950's, two decades earlier than the
above exéhple, a releyant exoerimgnt was conducted by the German Outward
. Bound séhool on the Balticy A grammar school in Luebeck wés ordered, (1f

only more such "orders" wJZé‘iifued by the right agents and &gencies), by
the Ministry of Education to send boys during te}m-time to thﬁ Outwa}d ‘
Bound School for the fulItfbur week course. The headmaster resisted this
order quite strongly. He Bad in the school two parallel transition fbrms.

one of w?fEh was very good, the other considered quite weakr  There is a

Germap-broverb which states that vinegar cannot turn sour; c?nsequently. ‘e

&

-~
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the reluctant headmaster sent the poor Broup. When it came to the final

university entrance examinations it was found that the "bad" class beat n
éhe "good" class. The gain in vitality had outweighed the "loss" of some
hundred classroom hlours.]2

Such examples and various experimeénts have shown a general pattern:

when a youngster has been involved ig an experiential program out of the

school building, he is often more fotivated to achieve academically upon
retuming to the school environmept. His abilitxvfo think more clearly
is sharpened, he has a more receptive attitude to the demaqu of the school,

and an 1ﬁpr6ved cooperat{ve outiook. 1In , the expo;Lre has helped
him grow ‘a little bit on severaI'levgls. (academically, socially, aesthetical-
ly), and learning takes on a new dua]ity and relevance. « - ‘

‘It has been repeatedly found in such experiments and prograﬁs, that
on the'whole, it makeé‘ﬁot one jota of difference to the fin&l mark if
the youngster “misses" several days or several weeké of in-class instruction,
homework assignments and regular school routlne Whether this time missed %S

spread. over a semester or cumu]ative throughout the school year, or intensi-

T

fied #ato one program, the general effect on the final mark is negligible.

-

And so ‘h emphasi§ is put on "grades" often to the éxclgsion of other devel-

‘opmental qualities in the school experience. If Johnny has been producing

52% 1n chemistry consistentiy, his weekor two "away" will rarely fail him;

if anything. he might get beyond that 52% upon returning to the base of school
routinef~\The_samg anp]ies to Jane's maintaining her 80% in mathematics.

After all, this time out of school cduld‘aiso have been a three-&eek combina-

tion of the flu, truancy and extended family vacation! Such are my and others'

expgrienceé and findings, generally.

If we as educators can devise healthy, constructive measures to provide.

~ for the vitality of young people to remain intact, pﬁﬁvfded they don't "pur-

e , , ‘ ] P
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. chése knowledde at the price of power," the young, particularly iﬁ the ¥
adolescent stages, can escape the apathetic, robot—like responses which
are so character1st1c in ado]escents who are "products" of our modern !
society and all its fragmenting distractions and deadeninglzonstraints.
In fact, as shown so often, they retain the lucidity of memory and are | '
_'ab]e‘to tearn more in less time. The rote process, still so inherent in
our contemporary'edﬁcationa1 processes, can be eliminated where necessary,
and édutation emphasiZing the experientf%] component outside of the four
walls of ‘the class can be made alive and relevant to what Hs being given

within those four walls.

Earlier in this introduction I point out that one should not dbe

misled by the intangible qua1iiy of the goals which are bagic to the experi- {
‘entfal mode. The afféctive domain of education, altﬁodgh difficult to ; ]
objectively, is inherent in tﬁq experiential process. The psycho-motor, Eqd ) 4
cognitive realms are a natural outcome of the affective if effected in exper-

jential programming. Like Dewey, who calls for-the development of flexible

)

habits and skills, 1 believe that,, | R

. « « anything which can be called a study, ) o e
whether arithmetic, history, geography, or :
one of the natural sciences, must be de-
rived from materials which at the outset
~fall within_the scope of ordinary 1ife-
experience.

WHile ‘the child's intellect should be fully deve]gped, it should -
not nece ari]y be along the lines of the academ1c1an, the practica] ‘minded

k1
:%dlvidua should beé capable of do1ng the world's work. Not_on1y this,
but there shou1d be capabilfty for theoretica? thought as well. There is s

‘A necess1ty for emotional development, but that must come through purposefu]

activity. As Dewey points out: -

™~y
. &+ . the consequences of action mu{;~;; =
carefully and discriminatingly observed.
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Activity that is not checked by observation

of what follows from it may be temporarily

enjoyed. But intellectually it leads no-

where. It does not provide knowledge about

the situations in which action occurs nor does 14

it lead to clarification and expansion of ideas.

Certain characteristics, blended themes and particular goals

have been givén in this 1nt(oductqry chapter, all of which are intended
to show how the experiential mode in the education of adolescents, em-

phasizing a certain type or class--the out-of-doors--can contribute to

L]

a fuller development of the young person beyond just academic growth ”

during these formative years. Explanation of the sensibilities and
© possibilities of‘experientia1 programming for adolescents in a total school
prggram is presented in the thesis th}ough three remaining chapfers.

‘ Chapter two consists of setting the objective before the reader
through ‘an historical background given of Dr. Kurt Hahn, the central figure’
or "prime mover" behind the thesis concept. Antecedent tracing of Hahn's
schools and movements, and the philosophical implications substantiating
. the gxperientia] concept 5§F1a11 given sufficient treatment in order for
one‘Fb discemn both tﬁz roots of the concept and its place in more current
cirq&mstances.

- - A contemporary context is given in chapter three, with-an assessment .
of the needs of modern youth, the social system and culturqf framework from
which one grows, and the Ya1ues therein., Placed within these boundaries is

]

the rationale and significance of the experiential mode and youth's requirement
. ‘ " o

. N S
of it today. In addition, this lon?est of the four chapters contains salfént
~ models qf'what is discussed, Thesé pertinent samples are practical applica-

tions of the mode based upéﬁ the aims, claims and theoretical implications.o

N
.l

past' and present.

I conclude with chapter four which is.a summary including critﬁcél,

o
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' of “description," "interpretation," and "appraisal," there is similarity ﬁ;
16 .1 B L

\t 4

. 15

questions and considerations, evaluative of the whole concept.

The approach I use is hased on previously .established and respected )

designs such as Gail McCutcheon’s.15 (Although I do not use her termiholoqy

" in both approaches). The fieldwork p}ocess was taken ‘from Glazer, d

interpretation of data gleaned from.Fiistead.l7
It is often preposterous to claim originality for oneself while
seeking a concise definition of a conéept and its methodéﬂoqié%l applications.
The problem of aligning oneself with a thinker who was or is {ﬁfiuentialw *
a doe; whose achievements have been recognized poses the difficulty of not
allowing oneself to fall into an imitative pattern, a mode of presentation
that merely parrots. It is indeed, a fine 1ine of distinction petween'oné's
oyn accumulative and investigative efforts and the fruit from the more
know?édéab1e Tabours of others. To accomplish my afm, object and purpose
in the thesis, I have had to explore widely before focusing in to~concentrate
intensely. It was necessary to make concrete connections during thé explora-
! tions, discerning intelligible paral]éls; and fina]]y. constructing a simple
yet strong synthesis of patterns and possibilities between the past and
the present.' My approach ?nd attitude is best summed up by Peter F. Drucker
as ", . . a matter of seeiag new patterns or insights from old things.“l8
I take my concerﬁs, gon;éxt and substantial content from Dr7: Kurt
’Hahn. (an& consequently ;rom otne?§‘.n the neaf a;d far paét anéﬁ?h';he
present, as hé.didi: ‘Hahn took pride in the;fact @hat he never considered

his ideas to be original; he borrowed from others' concepts and was able to

¢ Y

devise new methods from oid ideaswrbu11§1ng upon already proven, well-formula-
} ' 19

ted and‘{unctional, acceptable and workabTe-principles, processes and precepts.

L]
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‘"Perhaps because his ideas were in a sense a synthesis, or"’c'oncensus,
we f‘ind a hint as” to the durability and universal application of’f‘them. n20
He took frOt;n the q]d and re-shaped, adapted and re-formulated for a more
modern era, new neeqs, changing times and values and attitudes, at the

same time never losing sight of the ineluctable, the essential, certain

! N .
"unchangeables” in human nature, particularly in the developgent of adoles-

cence. As Hahn,himself stated in 1934: ' )
We cribbed and copied from many sources:
frem Plgto, from Dr. Armold of Rugby; from
Eton, ‘from Abbotholem, from Herman Lietz, '
from Fichte and from WilheIm Meister . . .
We did not believe in originality in edugﬁ— ,
‘ tion nor in experiments on human beings.
My own interest, involvement, growth and strong belief in this
aspect o‘f edutation is a synthesis of Hahn's influence and ’innovations
and his predecessors' beliefs. To conclude this introductory chapter, 1

borrow from the suceint ,an'ci simply-stated explanation of Dr. Hans Selye

in describif!g his purpose and-life-long -pursuit df his work; 1tfgest Sums.

L

up my own explorations, testing of, evaluat’:l’qn and continuing exescise and

improyement of the ~exger1eritia]‘mode in the education of the adodescent
in our present society #Md system of schooling as we know it.

A1l the 1ngr¥djent ideas of my code have
been khown before, and many of them have been ¢
expressed nore forcefully elsewhere. However,
this lack of originality does not disturb me;

-it only reinforces my conviction that they are
basic facts., The greatest truths which the
. structure of the human brain allows the mind
43t perceive and formulate have been expressed
© by wise men for,thousands. of years. All that
' the thinkers of/any one period can do is to re-
discover them under the thick layer of irrel-
evant trivialities in which they are constan-
tly reburied by the dust of time, and éhen trans-
late them into contemporary language.? ‘

L] . .
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CHAPTER TWO ' o~
HISTORICAL BACKGROUND ¢

In order to clearly understand the value, simificance practical
and philosophical implications of the experiential mode in adolescent
education as treated in this paper, this chapter serves several purposes.
Original models of the mode are given which are later applied te a more |
current context of adoiescent education. These antecedents are ii‘aced in an
historicai perspective and one can see the origins and social conditions
which shaped the thinking and the development of certain concepts i&n' the
schools and organizations originated by Dr. Kurt Hahn. In particular,-
there is a concentration on what has become known as the Outward Bound
philosophy and movement, which, hopefuiiy, pmvides sufficient insight
into the rationale behind the mode and 1ts underlying, essential compon-
ents and purposes. While the‘ subject of the thesis has to do with experien-

* tial education for adolescents generally, the reiation?hip of Outwaryund
de

)
to this mode is the specific form of emphasis used to explicate the

.
its adaptations and variatigns.] C @

) Not all innovative educational {ideas have survived fortas long
a period as those ideas put forth by Kurt Hahn. Nor have educational con-
cepts been applied to such a varied. set of cultures and envi rﬁnmnti. |
and found to accomplish much the same effect. One must ask why these
have been sustained even whén tng central figure who created them md' put

hs

them into practice 1s no longer available to perpetuate and promote thetr .

.infiuence. influence which continues to be felt im a variety of educational

J
»
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institutions to this day. Is it possible that Hahn's ideas contained
Al ." M

- within them the fie'xil?ility that enables them jo be adapted under a : L

o s ethomitne

variety of conditions and needs, or was tre basis of his phi‘losophiéai
. thought ;uch that 1t has universal appeal and applications, despite the %
. passage of time and chang; of#c‘i ;cumstances? » é
It wosld seem to'me that Hahn responded-to the needs that were
amundi him and was not adverse to adapting his ideas tn meet the challenoes
of changing social conditions. His example ip his abiiity to adapt might
prove to be his most outstanding legacy which led the way to)many effec- .

tive 0rganizations, the best known being Outward Bound This response ,

to present need can be seen throughout the evolution of the Outward Bgund

U ' schoo]s( fmm the _very beginning at Aberdovey and\the training of ydunq 3 J
AT . N
seamm,,to the leadership training in Nigeria, to: dealino with the pmbiem !

s

¥
3 of affluence in North American youth The ‘core of the philosophy has ' (

- remained in-tact and re]atiB]y unchanged, while the methods have been [

% . [ ©

¢ altered, sometimes in q,nastic ways, dependin‘q‘on time, place and n_ee‘d. -
What follows is a f)rief sketch of his 1tfe. "historical backdrop

to his schools and associated organizations, and a full treatment of \ .
)

the Outward Bound movement.» . o

Bom in 1886 in Germany of Jewish parents with Polish ancestry,.

-

Kurt Hahn was raised {in the Jewish tradi tion and had the benefits afforded £
! .
/ by being a_son of a £ erous middle-class fgmily. He was fn(rm]ly

B it ok VR 647 AR 08

educated and studied at the Wilhelms gymnasium in Beriin Christ Church
in Oxford, Encland, the Universities of Berlin, Heideibuv‘ﬁ, Freiburg,
_,  and Gottingen. e X - : , ) :
At the be'ginning of World war I, he was a551qned to the German
Foreign Office where he had the task of analyzing the Allied Pr-ess for the

- prevailing mood within those countries. He laboured continuously for a

( “ |
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historic surroundings have worked out what were at first new educational,

* . reasonable ending of the war through negotiation. Ha'Ving initiated the

/ suggestion that Prince Max of Baden, a German federal prince and heir’

to the Gra\ld Duchy of Baden, should become Chancellor of the Reich, an

event whic did then occur in 1918, Hahn remained a politica1 activist

for the remainder of his life. By the end of the war he had become private -

4
secretary to»Prmce Max, and at its conclusmn Hahn returmed with the

prince to his castle in Baden and helped Nim yrite his memoirs.

In Princé Max, Hahn found a solid Q{p%‘:rter for some of the educa-
tional idéas he had been developing since he left Oxford. In 1920, after
stepping down from pubh‘c‘of_fice, tnAe’prince helped Hahn, a'pd together
they .found the Salem School, a coeducational private boardina school Tnear

Lake Constance. They were both conceried with the moral decline a'inng

the Germans that existed at the end of the war and with the lack of physical '
. . »

fitness among the youth, most of whom had suffered malnutrition during the

Ny

war, Hahn set out to train young people to have moral 1nde{zehndence, an

“ability to choose between "richt and wrono," and an improvement in their

physical health. T“hese‘themeg persist through all of Hahn's educational
- thought and are deve1oped in verious ways in ‘the programs he started, mgst
notab]y Outward Bound t . 0

Hahn was headmaster of the Salem School for thirteen years The
school is located in a castle at Salem and -had beeh ‘a Cistercian monastery
for seven hundred years. Here Hahn referred to the industry and charity
of the Order, whi’ch he wished to be a leitmotiv in 'the life of the school.
In Salem, tl‘w?ruh'ng family maintained the continuity from the r;;onastie

beginnings ‘anﬁ developed further the beautiful estate the monks had built

up oversthe centuries. For over.half a céntury, the boys and girls in these

’

. \ »
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jdeas based on the thinking of Kurt Hahn more than any other of his
. -

Ger%nag\ colleagues. This is the backaround of responsible aristocracy

U

in which Hahn must be placgd’. It was at Salem that he achieved an inter-
national reputation as a pioneering educator.

In 1932 Hahn came out publicly aqainsﬁ-litler as a res}u]t of the

. 4
Potempa incident, where 2 young communist was kicked to death by storm-

_ troopers’, who later received Hitler's congratulations. Hahr; was taken

into custody by the Nazis when he published a telegram to all Salem
alumi, chaldenging them to break with Hitler. As a result of all this,
he was arrested and imprisogz"éd in March of 1933,

Hahn was baptized into the Angl iéén Church in 1945.- He had become

"« believing ChriStian long before, but had felt he should continue to ally

himsel f with othgr Jews in their appalling sufferings after Hitler came
to power -and during the war. Hahn's opposition to Hitler was from the
star general liberal principles and not pa'rtiéu'lyﬂy beEause of N?zi
y({-:r:itism, and this example illustrates two"df’und;mental, beliefs which

his later-founded Gordonstoun School exists to express.

First, that when all philosophical refinements have been permitted,

there is a discernible right and wrong, sometimes incontestably clear

as in the Potempa incident or the mista}en Allied demand for unconditional

éurrender, sometimes difficult to detect as §in the need 'to be truthful about

. the errors and deficiencies of others as well as our own. The secoQ

fundamental ’precept is that only'per§ons affirm right and wrong, but

they need traiiningﬂf‘or the job. These prgpositions may be di’sputed by )
philosophers on logical grounds, but Hahn yas a mra]ist,rintere‘sted mone
in ethics and a kind of metaphysics and believing that a school takes less

\
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from logic than from the behaviour and conviction of its founder and

his colleagues. . h

Through the inf]uencem of friends such as Ramsgy MacDonald, the former
British. Prime Minister, and the Margrave of Baden, the son of Princg Max,
Hahn was released by\the Nazis and escaped to England. In 1934, forty-
eight years of age, after losing his homeland, his school, his strfiggle
in behalf of German youth he .retumed to Mo\ay in the north of Scotland,
seer;nng]y a defeated man, where he had spent 'the convalescent,summers of

*his Oxford years. (He had suf’fered sun-stroke in hxs,younger years ant
this was to afflict him all of his 11 fe). ' ‘ ¢
\ T It waslhere that thn disg‘ve‘red the run-down castle at, Gordonstoun.
“Fhe castle vistas, the sea and the mpdntains seized his spirit and he felt
the power of his words he had hit upon in the darkened room of his rehabili-
~tation: "Your disability is ycﬁjr oppostunity.” He was determined to start
9 again. Henry Brereton, a man who worked with him at Gordonsto¥, remembers:’
. ... there was another 'factor in the attrggtion that
Hahn held for me. He had experienced deteat and
was at that very time seeking to'reghange his bat-
a teries, willing to start of f again.
» . In the fall of that year he founded the Gordonstoun School, into

whi-crt‘he transplanted the essential elements of "the Sa1em system. " Located

in Scotland, this boys' school completed Prince Philip's Rre-university

» education, after he transferred there from Salem. Brereton lists the

~

4
&

“.things that Hahn regarded as charicteristic of Salem that u)ould be demon-

-~strated at Gordonstoun:

Action and thought would not be divided into two
hostile camps; steps would be taken to build the -
imagination of the student of decision and the . 7
will power of the dreamr so that wise men of ac- .
. tion will have the vision to see the consequences 5,
- of their decisions; and that no boy should be com-
pelled into opinfons; but ¥t is criminal_negli- .
r gence not to impel them into experience.” - - - .

—~
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Hahn now was incorporaﬁng into his thoughts a further(zr‘:aturing
;f the phﬂpsophy upon which the'Outward Bound schools were to be developed,
as a result of what he had experienced in Germany under the rise of Hitler.
His. restless e“nerg_yﬁmpeﬂed him to undertake a variety of ma;)r projects
during his lifetime, 'and many of these were derived from Gordonstoun activi-
ties. He remained there until 1953, when a break in his health caused his
retirgmeht at age sixty-seven.

a The following is mre or less a list of innovative organizations
that Kurt Hahn initiated. They are given her"e to show the reader not only
the breadthof the man's educational intérests and’beHefs, but also to
indicite that they can _a]l be synthesized into his underlying philosophy
and e ucafionﬂ " methodology " for r’ndem youth and contemporary needs of
adolescents. Although different in form and structure, each organization
contains the inherent precepts and mtivations of the experiential mode.

| In addition to the establishment of t:.he Salem and Gordons toun
schools, and Iaunchihg the Outward Bound mvement, (to date there are

some thirty-eight Outward Bound schools in seventeen nations}), Hahn

was instrumental in a number of other considerable undertakings during

his lifetime. O0f the eight to ten board'ing schools pattermed after Gordon-~ -

stoun, perhaps the best know is Anavryta, a school near Athens ﬁbui'lt from
the ground up in 1949 under the sponsorship of the King and Queen of Greece,
Significant, too, were the "Kurzschulen," schools established in Germany
in the 1950's to restore the morale of German people after théir nationﬂeﬂ
defeat in Warld &ar II by providing them with experiencgs intended to

(4

bo](éter s;'l f-respect and a sense of civic responsibility.

. The Duke of Ec;fhburgh's Award Scheme, begun) in 1956, is based

. upon public fecognition of outstanding accomplishment through the utilization

o
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of a program of "purposeful leisure activities,".in the four areas of

“physical training, (boys).or design for living (qirls), 2 project demanding

° “«
extended study and/or performance in some art or craft or skill, an expedi-
tibn of some duration, and community service. Hahn shaped the aims of

the Atlantic College; it W’S seven years from his idea to reality. Now

‘ known as United World College of the Atlantic, it opened at St Donat's,
" Wales 1&;962.' At present there is the Lester B, Pearson CoHege of the

Pacific Vancouver Island, the Un‘ited World College of Southeast Asia

fn Singapore, and others are planned. The board1ng'students are at the col-

lege for two years, are between sixteen and iighteen years of age, and

are selected from all over the world. Toge the_y prepare for univer51ty,

immersed in a heavy academic cwriculum and adventure/pr{a:)ect areas cf
endeavour. The long-term aim is concerned with social 1ntegration, the

short-term aim is to provide an international school for youth who are

. hkg1y later to be in positions of importance The colleges provide

courses for entrance to the universities of the country in which it is set
and by arrangement these qualifications are expected to admit each boy or
gi r]\ to the uniyersity"in hs native country if he or she so wishes. The
teaching of languages is an in%orta:nt feature in this whole enterprise, both
as a tool for necessary communication an;i,\as a means of deeper understanding
of national characteristics and cultural aésuﬁbtidns. The courses aim
to take each pupil to three A levels and to in.sist on a breadth of study
which includes a common course on philosophy and, for non-scientists, some
study of science. e .

/In unfilled mments, Hahn developed the Trevelyan Scholarships at _

Oxford and Cambridge, an early attempt to award scholarships on the basis

of character and practical achievement as well as academic ability. ' Moreover,
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he worked tireles§ly to persuade many 11ife-saving institutions on both .

_sides of the Atlantic to adopt thej mouth-to-mouth method of artificial '
respia:ation. - S \ ‘

While Kyrt Hahn has been re‘qarded as a man with a dominant, force:
ful personath. possessed by powerful convictmns, it is important to
recognize that be was also-a sensmve. conpassionate person, very atten-
tive to the needs of others. .One story is A.to]d of his delaying a l1uncheon
for imporfant quests, after they had already arrived and the food had
been_ served, while he kepf a pmmise. to a young student that he would demon-
strate for him an exercise designed to correct flat feet. Ifmagine the
impressio;l creat;d for the guests a's they watched thé Hsadm;ster remove his
shoes and socks and bounce a rubber ball around the room with his bare feet.4

Another story supports the man"s philosophy and feelings towards
others: a track meet at Gordonstoun school was ig;full swing on the south
lawn. #he coach was quite pleased that his charges were ahead, although .

he was surprised t the other team chose to compete barefoat, but - they

seemed at home on the tRick turf. Suddenly, a tall, stooping figure burst

from the school's main bujl1ding. Wearing his custorhary gray-felt hat
with its outsize brim pulled down over his massive head to protect him
from the sun, he strode toward the visitors ta]ked briefly with them, A
then came over to his coach. "Those boys can't affond track shoes . . .
have our lads take off theirs and start the@meet over."\ It was typical
of Kurt Hahn to make such a decision. Just to run the remaining events
without shoes would not do, the whole meet had to be done again. The heart
of this fMcident was his instant, upconp‘romisinq, doing of what he knew
to be right. ,
| It is possible to identify important elements in Kurt Hahn's thought

4
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and e&ucational philosophy .quite readily, for he returns 'to ‘them again
and again. ‘"Expertence therapy" is one of his basic-tenets. He laid
great stress upon develeping and~ma1nta'in;ng a strong. awargness of re-
sponsibivh'ty for others, along wit‘h a belief that strength is der1vechrem
kindliness with a sense of justice.

In 1968, Hahn made an exhausting trip across the United States.
Greatly concerned about the‘ 'worldwide violenee generated by youthful
rebellion and radical conﬂ%c’t', 'he was s’eeki'ngj ways to, harness productively
‘ the fighting spir‘iAt of the youn‘g.-: Al in‘ all, it adds-up to an extraordin&y‘

record of achievement for a man who was rendered aHergi_c to‘ sunlfaht by

a sunstroke suffered before World War I\. After much v.iqorous activity, he

died in December, 1975.5 . T !
Such "hae been a brief sketch of the man behind the ideas and his

manifesting of these «ideas throuuh varied but iﬁteqra] ly related activities.

Qut of a1l the movements he was nesponsﬂﬂe for creatinq, Hahn s development

of Qutward Bound is the most s1gmficant in térms of this thesis. It had,

and continues to have, great influence on the exper1ent1a1 mode 1n education,
particularly in the form of outdoor activity, teach/g/of cooperation rather
than conpet1tion, 1nd1vidua1 development ‘and se} f-realization and the neces-

sity of perceiving th& value in giving service to-others. It is lmportant

B R AN

to understand the. origins and historical evolution of the Outward Bounc\lc L
philesophy in order to gain a~c1ear comprehension of the ihdact it has -on
expe'rient‘la"l érogranﬁging in the context of fhis piper, in alll\“of the‘ varia- . ot
tions amd adaptation§ mode']led after the ‘mvemht v ‘

With global events during Hahn s time and the present being unstable.
conflicting and ‘often. violent,- the connectwn he makes between wﬂHam James

and the latter's "moral equivalent of war" is significant in channe]h’ng the

\

energies and needs of contemporary youth into constructive action. Further
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Exam‘lnation of Gordonstoun and mlated activities will explain much of the
content of Outward Bound and similar experiential programs. - |

. The years that followed the founding of Gordonstoun saw Hahn /
add seamenship to the curriculum because he felt it was necessary to
introdug:e xeuth to danger and adventure, to c‘;reate a learmning environment
that would provide what William- James called, " a moraliequivalent of war."
From'the use of the sea and\-the increasing interest.in the use of the
mountaing’for sport and relaxation by: many -people, the‘concept of t}aining
. for service became a part of Gordonstoun s curriculum. Hahn npever advocated
advinture as an end it itself, but rather as a training veh1c1e through.
which youth would mature It was vita] for adventure to be tied together
. with the concept of service to the community. Thrdugh unselfish ‘action .
and dramatlc rescue situations youth would alsp“learn compassion, an element'

Hahn thought was missing in pos t-war Br1ta1’n.

With Gordonstoun becoming welLestabHshed and accepted in the

British educational structure, Hahn turned some of his attention to trying
to extend hizs ideas to olv.e i ucational institutions. He' was mainly inte}'-
. ested in promoting the confcept of regular physical training and deve]opmenf
- of simple athletic skill€ with an expedition that would test basic knowledge
about map-reading and mpuntaineering and require stamina and determination
.on the part of the participants. "To accomplish this, he developed a
syllabus of activities that wjuld lead to an award called the Moray Badge.
After the ;t_ér't of the: war, in the summer of 1940, the Gordonstoun
school was moved fo Wales. Here Hahn met James Hogan, who was to become

*"

) #

Warden of the first Outward Bound School. During 1941, Hahn and Hogan
. o .

tried unsuccessfully to drum \3 support for the County Badge scheme, which
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they hoped would be incorporated into schools and yout:h organi zatjons.
Enco(wwe/ring T1ittle support, Hahn proposed as a last ditch effort that g
Ho.g.;n bec?me the warden of a training centre which would demonstrate
the concept and make it more understaridatgle, thereby 1ncreavéing the
necessary financial support to maintain the operation. Hahn found a
suitable site at Aberdovey, Wales, a small ﬁqrbswr where he brought the
schooner "Prince tayis" and some smaH"boats that‘ had been used in thg
Gordonstoun sailing progham. He then contacted-Lawrence Holt, the head
of a large shipping firm and a long time admirer of Hahn f.s educational Y
philosophy, for financial support. Hogan comnents’o'h the magic created
by Hahn and Holt: |
Holt felt tha\f there was a duty to create emergencies
in order to train people to react tq the unexpected.
Hahgabelieved that emergensies repregsented the consquences
uf prtdence and foresight. .
Holt was concerned by the fact that even ﬁouqh his ships were manned
by highly skilled seamen, they had not been trained to deal with the %
hazards they encountered during the Battf'e' of the North Atlantic. When '

their shifis were sunk, the seamen were often unable or 3nprepared to sur-

. vive the ordeal of living in life boats until they were picked up.

At this stage some of the/0utward Bound philosophy we still know today”
comes up. Hogan says of Holt: ‘

. . . he deeply regretted the passing of the square-

rigged ships in which earlier generations of sea-

men had received their basic training. He believed

that, denied engines and complex instruments, men .

had developed a sense of wind affid weather, a reli-

ance on their owh resources - physical, nervous, and

technical - and an algost spiritual sense of fellowship -
and inter-dependence.

Certainly here is a notion which would be accorded universal support
§rom the legions of uncompetitive "humanistic" Outward Bounders of

—
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_ America in yhe mid-seventies. While their awareness of3@uch ideas
comes more from snow mobiles and a’polluted, mechanized society, rather
\

than the excess loss of 1ife Holt saw in the B_attle of the Atlantic, the
: L4
root message is the same.

-
..

With these considerations as ba,qurour;d, the first Qutward Bound w

*

School was founded to prepaye young seamen ta~survive the rigors of being

adri ft‘on the Atlantic. Hahn, Holt.and Hogan, brought toqetherr by an

"historical accident,” combined their -talents to formian 1nst1tut1on that
has spread throuchout the world and been adapted to a wide variety of
, other institutions. s -

‘.

Qutward Bound Established: “The British Experignce 1945-1962

There is very little hard evidence avaﬂat;]e that describes ,the
actual course activities that were invc;lved in the early Outward Bound
{/courses. Most of the information deals indirectly with the coursés them-
selves. Likewise, fhere is no co:\crete ‘evidence th‘ét fhe courses were
. successfm in accomplishing what Hahn, Hogan apd Holt intended to accomph’sh.‘

The clearest evidence ls the fact that m"c'ontinued to support the
infant school at Aberdovey and that at the end of’tpe wa‘r the industrial
]eaders were sufficiently convinced of "cine positive effect of Butward Boun‘f

on. the young seamen that the decision was made to continue the school as

& a training ground for apprentices in\{:iustry.
' ’ The end of World War I1 left Britain in shambles. A great

effort‘ was needed to revitalize the‘once flourishing industry. Young
men' were needed to work in factories. The British school system prepare‘df
the youth techmcaﬂy to be a part of the 1ndustr1a1 society but didn' t
prepare them emotlonally The need was similar to that of the young
'seamen. Prince Philip states: - e

Looking back I realize that the whole basis and founda-
tion of Gordonstoun (and Outward Bound) was colored and
. ]
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* influenced for Hahn and those of the boys who had been
at Salem by our experience of Nazi Germany. [ realize
now that it was prabably the dreadful mass hysteria of
the Germans of those days which made Hahn so aware of
the need to encourage boys to develop as responsible
individuals; strong enough in mind and character to
reject the standards of the mob gnd to resist the
temptation to run with the herd. )

The (raditional educationa'l system in Britain was not preparing youth-.

" to cope with the society that was developing.dn Britain after the war.

In this situation /tlear to men hke Lawrence Holt, the basis of
support for making Outward Bound a more permanent educationa) in§titu-
tion was to be found. RS

“ The original concept of Qutward Bound was the training of young
seamen to survive jﬁ life boats. But even thhe early days of the
school, some industrial firms were Sendinq apprentices to the. courses.
The results were encquragi'ng enough so ‘that at the conclusion of the
war a group of businessmen, who were imgressed with what they had seen
happen to young men, decided to estabH'sh the Outward Bound Trust, in

order to foster the program at Aberdovey. The influence of Hahn's human-

istic 1dea?s fit into the needS 'of these businessmen,to somehow fire the
Ny

apbitions of youth and get them to ac “responsibility and therefore
be more productive. Thus, by the ‘Yate 134 , the British Outward Bound
+«

school had been adapted from one that preﬂamd men to survive the ordeals

of ‘bei,ng adrift in a lifeboat, to one that helped young' men discov_er latent

/qua]ities within themselves that would enable them to be better workers 1n

& the industrial system of Br'itain

-

The estabHshment of the trust was of considerable significance

. in that it created a form of support which extended _beyond the sometimes .

" narrow scope of Holt§ and eventuany even of Kurt Hahn himself Here was
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a vehicle fg.funding. recruitmeht, and expansion. By the exposure of

the fundamental concgpt begun at Aberdovey, men wexe attracted whose :

A

enthusiasm led to the development of five more schools in Britain alone,

as well as several others throughout the British Empire within the

following fifteen years.

The advent of the second 0utward Bound school at Eskdale, m /

1648 is worth examining because of the chanqes it wrought within the

British experience, and becauge these changes represent a clear®indication

of thﬁe' adaptability and arowth of scope which has been characteristic of

Outward Bound through the yeadrs.

[}

a

It soon became obvious that within a course which
inevitably contained a large element of mountain

‘walking and scramanq it would be impossible to

improve the boys' performance in skills which
called for resilence or acceleration (running),
to high degree.? Many of the mountaineers re-

" garded the training in athletics which had been
inherited from Aberdovey as completely irre-
levant and artificial in the Eskdale context . . .

number undoubtedly reasoned that the same -
ducational ends ought surely to be attainable
by means of practices more in keeping with the
character of the.school. To those who had been

associated with the County Badoe campaign, and

particularly to Hahn, this represented a dangerous
heresy. It was to be some years before the logic

and good sense 96 the hereti
a major change

In this sitUation can be seen the roo

ere to bring about

for the changes which would

come to fruitioﬁ in the United States, some twenty years hence, and

w1thout 1osing the basic integrity of the original educational thrust,

By the mid-fifties, John Lagoe, Eskdale warden, was determined ~

to drastically alter Hahn's badge scheme, which call‘]ed for awarding badges -

™

based on 11terél successes in a varigty of fairly traditignal competi-

tions. Those who tried hard (or even hardest), or who excelled in other

4
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areas of a less competitive nature, w_ere‘ often not rewarded, o'r\g'ven'
negatively acknowledged by ommission.

. . John Lagoe and his team of ins®ructors . . .
had no nostalgia for the ideas that had possessed
us in 1941. Their concern was solely for the facts
of the late 'fifties. [t was their conviction that
there was something very much compelling and challen-
ging in the real situations into. which they were placing
boys in the mountains than in any-predetermined and, a
s by comparisorf,” rather artificial requirements. They
+ continued to contrast the incentives to personal
progress provided by the badge scheme with the
.incentives to greater effort arising out of patrol
competitions and the total attitude towards fitness
for community service with which the staff constantly
. sought to inspire the school as a whole,

after a few abortive compromises, they won the day. Even Hahn appar-

ently had mellowed on the subject, no doubt infh{enced, :and rightly

" so, by the growing mood of the times. Finally it was agreed that

there wauld be just one badge whicﬁ wo'u]d be awarded to all who

" successfully fulfilled the course reqdirements, regardless of the-

degree of success in certain 'arbitrary areas. Jim Hogan’, who had.::
been the original implementor of the award scheme, and a strongjdefqgw‘jer
in the debate, came to a‘notable conclusion: o |

. On the balance I have no doubt that the abandonment
on the scheme of graded badges was a move in the
right direction. Used by people who were convinced
of its virtues the old system had-achieved remark-
able results. Certajnly it had helped to stir thg
apathetic and those who lacked faith in their own
potential. It would be idle however to pretend . e
that similar results could be obtained in no other
way. In education-~it is desirable that men should ‘

own sense of purpose. -What is indefensible is that

they should be required to adhere to practices which

conflict "Bh what they conceive to be their duty to
" the young. .

- This inchpresentative of the kind of development and
d : ' _ ’

g be free to adopt methods which best accord with their U *

Lagoe and his staff met with vigorous opposition. But eventually, ,

ls
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Qutward Bound and sw

orth America. The original

)
schenle at Aberdovey would surer not have survived the Atlantic crossing -

L

indeed it '1s unlikely that North American educafors.would have wanted it
to. The spirit'of Hogan's remarks has been the vailing attitude in
Outward Bound (at ]easf on this continent) to this day. , -
After Eskdale, four more British schools developed until, by
. 1963, at the height of Bri tish Qutward Bound, th;are were six schqols,

includfhg ond for gif ~By 'the early 1960° s Outward Bound in Britain

‘had reached the heigjh:xts strength. Its perfornance was such as to
draw the interest of some pm}ninen% American educators, businessmen, and
even govem}riént officials. Hah.n's own view of the problem of youth

which Qutward Bound sought to'serve, was certainly not unique to Britain, -

and probabiy represents as good a statement for the North Awan trans-
\

plant as any ‘ - . '
The young today are surrounded by tempting declines-- o -
declines which affect the adult world--the decline of ¥
fitness, due to modern methods .of movina about; decline.
of memory and imagination, due to the confusing rest-j‘ :
lessness of mdern life; decline of skill and care,

; due to the weakened tradition of modem life; decline

"of self discipline, due to stimolants and tiranquﬂizers. -
Worst of all, the decline in compassion, due to th?
unseemly hast with which mdem life is conducted. |3

Outward Bound in the British Empire

- From that point onward, schools were established at a rapid

N . ‘ . ;
pace arvtund the world. “Since Britain was still a colonial power, most

-~
o -

A of ftﬁ"‘eﬁ;ew schools were founded in her colonies. These schools fmported
the British system,. British wardens, and British instructors. The idea
caught on because these nations were emerging from colonial rule and
there was a de51re to train local youths in Eumpean valuesa The Outward

“Bound programs in Africa have a heavy mﬂ1tary content anf the students

-
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are drawn mostly from police and military training groups. These

programs were funded in large part by the Tocal governments and became

.a tool for maintaining colonial control by the British. The major

exception is in Nigeria where an Outward Bound type school was fbundeg

but never officially affiliated with the British Outwgrd Bound Trust.

) This school is one of the early and unique examples of the adaptation

of the Outward~Bound concepts to the needs of a societ&. Hilary Tunstall-
Behrens summed up the si&uat1on with this description of Nigeria at the

time the Cltizenship and Leadersh1p Tra1n1ng Centre was established,

2

¥YNigeria is an example of a 'plural soc:ety and a 'developing country'

~

where the 1npact of European manufactured goods and European ideas and

~g1vil1zation have brought about a situation of rapid chanqe and 1nstab11ty "14

He descr1bes the 1nf1uence, that he terms unintentiona1, as having altered
. f
the whole structure of tfie spciety, to the point yhere the old values and
] . .
roles‘were no longer adequate to meet the regponsibility for self-govern-

ment. The imported British school system stressed the acquisition of

~material po;sé§sions and the rights of*the'individua1, which had’the afféct

of breaking down the traditional Values of the family and dommdnal responsibi~ -

11ty and didn t he]p t6 replace old va1ues with new and accéptable ones.
The Cit1zensh1p and eadership Training Centre, from thé‘Begianing, has
stressed the obligation of each 1ndt~iduai to participate and lead in

work for the aonmunity bene%it;"fndeed, the course activities were

"built around the cogcept of involvement in conhunity work projects where
not only the §tudent§: but also members of the local connunity participated
.to acconnlish a cofmmon goal. Many of the European course activities, such ‘

as expeditioning,-and adventure were alien ideas in the Nigerian culture.

3 , L3 (3 s
Nigeria was an emerging nation and needed youna men who could nrovide
A ‘
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imported by the British. Though it taught the basic educational ski]]g,

:responsibi1it1es of self- government that became a reality*Wwhen the
]

Outward Bound can be transformed to meet the extraordinarily diverse needs

N
I2 ‘ ' -
leadership. The students were selected from among the educated youth, ’
onas that had already exhibited an ability to 1ead} the course was a /,:) ) f‘
= -t

means of sharpening their st}}ls, strengthening their character, and < 7 e
- 4

preparing them to accept the responsibility of leadership within their ;

Tocal government. . .

The physical side of community development, however, - [
which twenty-five years ago called for headpans and
willing hands - will increasingly Be tackled by machinery
and mofey. But as the material problems of develop- i
ment are overcome, so they will be replaced by social ‘

\\\ challenges. There will be an even greater necessity ’ ’ :
for compassion, for a capacity to care for others, for i .
a readiness 40 put the needs ofithe less privileged LI
before one's own. This is what is understood by Servece. i,
There will be an obligation, too, to lgok at ¢ every aspect
of citizenship and leadership traininq, asking ourselves
the questions, 'How can I pass on to others what I myself ]
have learnt?' - 'How can [ express in my _own work what .
I experienced on that course?' 'Am I doing enough, in . ;
attitude and action, to bring about change? This will : ;
be the challenge of the future. I am sure that it will :
be met.15 ’

S

-

The adoption of Outward concepts in Nigert} was to fill a void

that gxisted because of the European education system that had been
the European system was not prqgfring young people to handle the

British  withdrew their colonial rule,

’ 4
Unfortunately, many of tQF overseas schools, modeled in a colonial

context, are losing money and support, gnd are badly maintained. It

remains to be seen to what extent, other than the Nigeria example,

of the emerging non-western societies in which it finds itself. —Th%s would

merit a whole study in itself and is for the most part beyond the séope of

.

this paper. Gonc]usions‘prinarily focus oh British and North American

»
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Qutward Bound, leavinh out as well the various independent schools which
have also been established in Western Europe. It is sufficient for my
purposes to recognjze the broad face of cultures in which Outwarq

Bound is to be fdhnd, and the fact that it is surviving in many diQerse

locations.

r Outward Bound Comes to America

In 1950, Josh Miner, a teacher at Phillips Academy;‘in Andover,
Massachusetts, was given a leave of absence to work under Hahn at . ‘
Gordonstoun. He returned to the States in 1952 full of enthﬁsiasm for
Hahn's educational ideas and,gspec1a11y for the OQutward Bound programs.
The question has been asked of Miner, "Why if took from 1952 until 1961
for th® First Outward Bound school to be established in the States?"‘ In
retrospect, Miner feels it is apparent that the q$1ay was more the result
of the social climate. The U.S. was involged’in a foreign war, the
economy was stable, the educational system w%s\grggkjég out a arey flanne]
corporate worker, Eisenhower provided an authoritarian father figure, and
the young had not'yet bequn to question the materialistic‘value system'6
But by 1960 and '61 a changing social ‘climate was emerging and
becoming apparent. Dwight Eisenhower's farewe!ﬂ addreés, warning his
countrymen of a growing industrial complex, will surely be, remembered by

history as much as John Kennedy's ebullient inaugural spgech in which he'

called upon the citizenry to €eek what it could do for the nation, not

what- the nation could do for.-it. The media respdnse to that plea was

sufficient to penetrate even the most oblivious ado]escenté. In both
statements were indications of the problems and challenges ‘of the 1960's,
and both represented attitudes conducive to the development of a concept

such as Outward'Bouﬁdf
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St han s e B

PN SRR




- change that was occurring as described by Toffler in Future Shock.
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It happens (or perhaps it was an intended reflection) that such

notions as Kennedy's Peace Corps meshed with the thinking of men like

. Charles Froelicher in Colorado, John Kemper and Josh Miner at Andover

4
in New England. Forelicher's comment on the social conditions of the

early sixties was given as an explanation for the need of an Outward

Bound type program in the U.S.: : ,
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 r
%; 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 summoned to extraordinary Jimits
for the sake of something outside the self--a ~
principle, an onerous task, another human 11ife. )
This kind of self-discovery is the effective antidote
for the indifferenfs and insensitivity we have bred
into modern youth.
The advent of the Peace Corps and enthusiasm for Outward Bound
in Colorado coincided. Both groups turmed to the éritish Trust for
guidance, and the Outward Bound Peace Corps training was fnitially
P
supervised by Freddie Fuller. former Aberdovey warden.

As in almost every other previous instance the Outward Bound

program was imported as a means of dealing with a need that was not
the traditional educational system. The existing schools
were preparing students technically to deal with the’spac age, and
had become very effective since the Russian launching fogjgputnik, T
but they were not preparina the students to deal with the rapid social
-

* 1In the early 1960's young people were 100kiﬁg for altermatives
in education that had meaning.- Froelicher, Miner, and Kemper were
educators who had become aware of the Outward B;uhd Program in-England

and felt that the program could be-adapted to speak to the needs of yout_g,7
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in the States. .Again. as with the original Outwar& Bound school in
*-Aberdovey, the Colorado school was founded as a result of elwwrﬁiife
between educators and industrialists. A group of businessuggljn
Colorado were concerned about youth that were unwilling to accept res-
ponsibility aﬁ& challenge. These men worked together to %ound the
Colorado Outward Bound Scﬁool in 1961. X
With the development of tdf’toWorado, Minnesota, and Hurricane
Island schools in the early sixties, Outward Bound had established a
significant foothold on this side of the Atlantic. The American;'
thinking, rooted in liberal educational ideals, at first only went
so far as to. acknowledge that Outward Bdund,.just as it was, provided

a dramatic potentia1_f0ﬁaAmer1can education. Thus the original schools

started out with a relatively exact model of the British twenty-six

day course. In some respects it is extraordinary how much of this "origi-

nal" approach has survived to this day. In certain ways the Americans
" "out-Britished" the British mdel. As the new schools were located in

relatively remote wilderness areas, they had an even more militaristic/
A

survival element than the institu;ioﬁﬁﬂ models on which they were founded.

But this same rugged environment was to provide opportunities that would

render the American experience dramatically different from the British.
Qutward Bound and the American Ezﬁerfence 1962-1975 .

~

In retrospect, Oﬁtward.Bound appears to have been extremely well

suited to respond to, abgbrb, and grow from the major issues which have
affected our society in the past fifteen years. A divis%on of six

major events of this time period into six'genera1 areas has been

made 1in order to focus as clearly as possible on Outward Bound's relation-

ship to the broad sweep of American history during the period. In this

Ty
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context, 'American’' can very well mean '‘Canadian‘ to a large extent.

1) The New Frontier, The Great Society, and Civil Rights: John Kerinedy's

plea for service, embodied in the Peace Corps, directly related to
Outward Bound's inception in this country as has been discussed. This
was particularly relevant to Outward Bound's own emphasis on servige,

which has been a theme of Kurt Hahn's from the very beginn'ind and could

be found in the sea and mountain rescue components of the British schools.

Lyndon Johnson expanded the scope of these ideas dramatically
witr:'the presentation of the Great Society idea and, more importantly,
procurred dee funds to get his plans underway.' The simultaneous outcry
from the Black minority worked hand in hand to provide Outward Botnd
with both phﬂosobhic “and practical grounds for dévelopment. The
introduction of inner city blacis to stanqard \courses, special programs
in the cities and in affiliation with traditijonal s;:hool,s for the u&rt{an
minorities, as well {qs juvenile delinquents, gave the Outward Bound move-
nle;\t in America a significant boost. It was cast in a Targer societal
context than the middle class wilderness survival school framework it
might have easily fallen into. At the same time the course content was
challenged in n;w and demanding ways. The challenge'to deve]pp a tru’lyv
successful inner city Outwart Bound experience is still being faced, but
f)utwa.rd Bound's commitment 't.o,‘ and involvement with all segments of
American youth and education was expressed at an early stage, and has-
only e_xpandec; since. The development of P;ojea; Step, a $300,000 delin-
quent rehabilitation program arranged by Hurricane Island Outward Bound

- is a recent example!

2) The Vietnam War: The peace movement in response to Vietnam ‘which

reached a peak at the end of ,the decade filtered into bGth the philosophy
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and 1iteral expression of Outward Bound courses. The para-military survival
and conquesgloriented image that the public at large tended to hold about
Outward Bound had less and less validity. Ritua]istic'discipline as a
principle was increasingly replaced by emphasis on more natural discipline
inherent in effective community action, and in particuiar in deé]ing wifh
the ni%ural enviroﬁnent. Competition, especially on a formal basis, was
virtually eliminated, and the idea ofdponquerinq mountains was de-emphasizgd,
.&hd replaced with more emphaéis on fhe value of just being in such places.
Hurricane Island, perhaps the most traditional of the American schools

droppéd such formalities as Tining uﬁ in uniform and at attention in order
to Fhénge the duty watch. Such discipline, it was increasingly agreed, had
little effe;t on the ability of a g#bup to carry out 1ts'responsibilit1es.
But such changes did not affect the agreemen; that personal discipline is

a prerequisite for safe and happy conduct onh¥he seas, rivers, or in the
mountains, and more 1mportant1y,1in society gengrally. Almost all of these
change§ cané about by a kind of osmosis, through the changing\attitudes and
values of\the staff. Tﬁby were not a new group, but one that had changed \
" with the times, and so Ehanged the aura of the courses %hey taught.

Tﬁe nature of people signing up for courses needs also to be con-

sidered. Certainly the Qar tended to make them increagjngly interested

in internal developments, and heightened a thirst for what might be uni-

versal1x true in the human exﬂérience.) Ironically, while the outéard
.manifestations of such fee]ings'wou1d bring coursés further and further

from Hahn's ggdgé§§:;57itt, circbits apd competiiions. they none thedsess

tended to reinforce among iarger groups of people the underlying,;gasons

for“whié; he promoted the program in the first place. |

- While the war itself cannot be said to have directly brought about

\ . .
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these chan_ges, it certainly fostered in sign‘ifica/t"u‘t part the changes in
pgrsgective of young people. The point here is ih;‘t Outward Bound flowed
comfortably with such chénqes The 2ot1ons of/self development, responsi-
bﬂity. trust, and especially compassion 1nhemWLm«ard Bound phﬂosophy
were enhanced rather than diminished by the charyq‘l‘ng awarené\ on the part
of those’involved ' \\ )

3) Drugs: The advent of the widespre‘ad-use of drugs in the last t}fé of

the decade dramatically reinforced the growing awareness of deficiencies
.1" the ex{3f¥ing educational system, as .weH as in the entire social fabric
of experiences available to most }oung people in American society. The
resultant loss of cqnfideﬁce,in values and appreciation for the way things -
worked goes far beyond anything Outward Bound could cope with. But Outward .
Bound did synbolize an answer to the need for-quality experiences beyond

the classrooms, suburbs, o;‘i\nner cities, so clearly faﬂing in surmounting
the problems of youth.

For many, the 1|;|(ab1‘11ty of regular school and social experience to
enhgnce a pc;sitive sénse of self or purpose, was counter-balanced in part
by an Dutward Bound experience. The response was such that broader and
broader segments of society became 1nt:rested,l including young adults in
their twenties, and middle' aged persons as well. The need for peak experi-
_encés. to invigorate the mind, body and even spirit, could, io however brief

an extent, be met for some in an Qutward Bound course.

4) The Environment: By 1969 most of the country, and all the major press,

were playing up the nation's desecration of the environmedt. That ouru
tives were becoming threatened by the 1oss of natural land, by pollut,ants.
and by-excessive misuse of natural resources waj/agy to by a growing

minority of Americans. - - i
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Once again, this situation fell right into the hands of Outward
Bound. Not only did the philosophy ircorporate - even if only implicitly
at first - a deep’ respect for the natural world, but all of the activities
are based on use, without abuse, of the natural environment, Every
school~1s set in f rural or even wilderness setting, and each sehool dséf
its natural envirvonment as the prime tool of instruction. Previously an
obstacle to be grappled Qith and won, nature slowly became primarily a fﬁinq
of beauty and reverence in Outward Bound, a world to make harmony and peace
with as the best way to survive it. This is bot to say Outward Bound did
not always appreciate the jnﬁate value of the wilderness, but a changed
eqphasixf;;s apparent by the end of the sixties. From a practical point
of viewgoo, youny peopte’s reasons for attending Outward Bound now had
an additional force, as it provided them with an opportunity to be in
the wilderness, to understand;, 1t and regain a sense of respect for"Ns’ ways

5) The Women's Movement: witﬁ the one exception of the British girls'

school at Rohnwar, Qutward Bound was an entirely male and chauvinistic -
club.  The courses were run for and by males. It Jjust did not qccur to

most people, men or women, thash%he\giqorous activities of Outward Bound

" ,could be handled by women, or even that such exper{ences would be of value

to them. But the femin1st movement gaining momentum in the late sixties (

started turning.heads, and by 1967 the first\\irls were being invited to

Join courses. 1t did not take long for everyone to observe (even if many

could not yet acknowledge it) that the women could play the same games by

the same rulesy and in nhny cases with more skill and maturity than the
men. Only eight years after the first girls came to Qutward Bound, men
and women of all ages are participating and in increasingly equal numbers:

§0-40% men to women in 1975, '8 )

’
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The effgct of women oﬁ Outward Bound,;;s demnst_;-abw great. “Tbe‘y &
further eroded any coﬁpetitive or "ra cho” spirit in the program, and
1njécted a whole new source of\talent and resourceg.. On a practical -
level they made it possible by 1975 for Oatward Bound nationally to
sponsord40% more people. Their inclus%on'has further enhance& the universal
scope of Qutward Bound's thes1s; and has generated new programs and rea-
sons for them, as with the recent devéjopment of courses for "women in’

transition." _ ®

6) The Humanist Movement: fhe so-called humanist movement is essentially

‘an outgrowth of all of the factors Juyst dfscussedi But parf1cular]y as

jt relates to the educational community._jts inp1icatioﬁs fO( Outward Bound
have been considerable. Just as all the preceding 1ssﬁe§:inf1uenced Outwa;d
éound, they were also influencing many other segments of society, and in
particular school téathers, administrators, and their curricula. Outward

Bbund appeared to many a; a logical first step in correctina the inadequgﬁies
of traditibnalfcla;Sroom eaucation. It foJlbwed'logitaliy.thaf Outward Bound -
would be a prime mover in this effor;, and ‘today adaptations exist in Eount-
less schools throbghcut this continent. A great many of these have been, and

continue to be, initiated through Outward Bound. The legions of such pro -

grams are expanding constantly, all as a ref]éction of the need for "exper-
\\I

ience" in eddcétion. Once again, in this case the priorities of the humanists: -

self-discovery, individual initiative, cempassion, and more (can there

be a precise definitio# of humanism?) flowed smoothly wjth the philosophy

and purpose of Outward Bound. As Maslow has said in Education, Art, and = A

Peak "Experience:

Generated by this new humanistic -philosophy is also a
new conception of learning, teaching, and education. =~ .
Such a concept holds that the goal of education - the
' human goal, the humanistic goal - is ultimately the
j 'self-actualization' of a person, the development of
' . the fullest height that the.human species or a parti-
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cular individhal'can come to. In a Tess technical

::y;sizb{: gglglggﬂg)?gperson 'to become the best that
In this view are seen the core reasonings behind Outward Bound fn T .
its earliest forms. Maslow's remarks would be heartily endorsed by |
Prince Max, Hahn, Hoft, Hogan, Fr;oelichgr, Kemper, Templin, Baio\yin,,

.. Outward Bound has shown a great ability to flow and éxpand with '
the \substant*lal social changes -in 'th’e United States, (hence, Canada as '
" well, with two schools, one in British Columbia, one in ‘NorthemAOntario.
and ééabtations. of its philosophy operating act;'vely and flour}shipg in
‘numerous s\chgd]s* and organizations for youth across the country), in the-
last two decades. Equally, the nature of the historical event§ happen to

n .
have been extremely opportune, as in each case the Outward Bound concept

*

has seemed weil'tuned"*”to the nature of the event. In”so{cases, particular-

1y the Vietnarﬁ War and the women's moyement, (although confined in large
part to Amgricah society bﬁt neverthéless having some effect on 'Canadian
thinking), had Outward Bound not changed with the times: it is questionable
whethejr it could have survived. A mgingnteq,'conpetitive experimental
;:mgram could never have broad‘app,eal today. An ‘ala_.f:male program would

’ simz}y lack genera‘l support. 'In sum, Qutward Bound has had a tjmely
history .in North America, and events have served it well. ,

_There may be some question as tothe extent to which the potency

~of Hahn's methods depend upon his presence and advocacy. The large majority

of progressive schools owe theiyigin not so much to the educational move-

ment as to a person, to an educdtional individualist and innovator. This

. 1s true of Gordonstoun and 1ts predecessor End progenitor, Salem Time ‘\'

and again, the most powé rful stimuli to educational th0ught and strategy
¢ .
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have dri‘gi;\ated from great educational butsiders - men who were”not
bound to any%academic schooi, and so were 'in a position to challenge
- ideas which had become an accepted E)art of the establishment of their
time, They did -not confine themselves to the orthodox academic side
of education and to problems of classroom technique; for them’ education
had to do with the whole‘man, with his fulfi/Hment and development--his _
rerlaissance. In this context Kurt Hahn stands out as one of those impor-
“tant personalities who warn and inspire, as a man who, convin;:ed of the-
moral and spiritual decline of certain sections of society, is fired by
ad deep sense of responsibil'ity to change society by means of educational
reforms. Here is a good example of an 1dea1i§t who is at the same time
rzlistic; whose motivations produce strong determination, thereby realizing
the ideals as close to their maximum potential as possible.

Whatever questions, weaknesses, interpretations one may decide upon
_in studying and considering Hahn's philosophy and approach, one must con-
clude frorn the durability of what hevstarted in, the 1920's. and all
that has arown and expanded from original foundations, that his efforts
were not 1‘ntva1n The fact that so many organizations continue to exist .
with great force and positive effegt}veness however modified. since hisq
Salem and Gordonstoun beginnings and the nurturing of the original Outwardl
Bound movement, clearly indicates the test of time and cnange, the vafue,
validity and still, viability, of his "model". His passing is our digabili-
ty, thus-our opportunity--to nurture hi‘{ global legacy of healing ferces
and the institution he buﬂtll upon his rock-1ike belief in man's humanit\y

to man. It is possible that the flaws one my perceive in nig "system" of

educating the adolescent can be readily minimized if~’one can acknowledge

1
?

]
the necessity of his "experience therapy” being, perhaps, more vital in
- N
%

A

™

S 4

[




o - . .
’ ) ‘ . R] : 47 ;
Y our present society than in previous eras. ’ .
‘ 4]
The fundamental pre;epts, tenets and ‘antidotes of Hahn's theories ¢
, and the continued flourishing of the1r practice wﬂl be expounded and
‘ expanded further in the remaining sectmns of the thesis- their interpre-
7 tation, appHcation and evaluation measured in a contemporary context.
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ENDNOTES
. ) ‘= ‘ . B 7
. ! A rich variety of sources has been available to me in the last
half decade on Hahn, Outward Bound and experiential education in ageneral,

. from Canada, the United States and Great Britain (see bibliographical- )

information at the end of the thesis). Some of the sources pertinent
to this section are given below, following the references from which
direct material was taken. .In large part, much of the material in

this section is drawn from the efforts of several individuals, who

have so thoroughly and completely synthesizéd the 1ife, general develop-
mental- background and philosophy and works of Dr. §urt Hahn. They are

*as follows: ,
Gary A. Templin and Philip W. Ba]dw1n, "The Evo]ut1on and Adaptation of
Outward Bound: 1920-1976," from A Compilation of Essays published by
Colorado Qutward Bound, May 12, 1976. -

-

A

-—J N ' ' . )
A. Donn Kesselheim, "A Kurt Hahn Primer," and statemepts prepared for
a 1966 symposium honouring Kurt Hahn. A compilation 4f these papers
is available in* an English translation edited by Hermann Rohrs and

‘Hilary Tunstall-Behrens under- the title, Kurt Hahn: A Life Span in

Education and Politics.

Joshua L. Miner, who first joined the faculty of Gordgnstoun in 1950
and has written reminiscences about his long association with Hahn over

a twenty-four year period. Miner met Hahn when the latter was»sixty-four
years old, and last saw him in 1968 whilé%e was on a visit to the

United States, shortly before his death. (See "My Most Unforgettable
Character," Reader's Digest December 1975).

1

Professor Bob Pieh of Queen's University, formerly Director of the Qutward _
Bound Schools of Minnesota and Nipigon, Ontario. .

2 As related'by Herman Rohrs in Kurt Hahn. (Boston, Mass: Routledge
and Kegan Paul, 1970), p. 37.

3 Ibid, p. 43. ' -
Kesselheim, op. cit., Primer, p. 4, see endnote #1 above.
5 Miner op. cit., see endnote #1 above
Xbid

| J M. Hogan, Impelled Into Experience. (Wakefield, Yorksﬁjre, Enaland: -
Educational Productions, Ltd., |§3§?, p. 27.

8 Ibid, p. 3.

9 rohr Rohrs, op. cit., p. 127.

10 Hogan, op. .cit., pp: 89-90.
" 1bid, pp. 101-102,

12 1bid, gp. 103-104. .
3 xurt Kurt Hahn, excerpt from a speech to British educators, 1962.

3

- >

S e —— e . J,

T I T -

it




L3

%
LI
[ ~
5
! -
‘
,.ﬂ-:
.~
)
v
LA
&

-

14 Hd\ary Tunstall-Behrens.

(See endnote no.

49

1 above re: Kesselheim),

15 Atex Dickson, as quoted frew !'Programme of Courses 1976-1977 "

~C1tuen and Leadership Training Tentre, Nigeria.

1976.

17 Charles Froelicher, from pri va%e\
Colorado Qutward Bound School, Denver orade

18 Tempiin“and Baldwin, op. it. , overview

16 Josh Miner, in comvers¥tion with Gary Teann Santa Fe, New Hexico.

paper written in support of the

1961, p.2. .
Y o
0utvf5~d Bound's development.

19 Abraham Maslow, Religions, Values, and Peak Experiences. ‘(New York:
Viking Press, 1970), p. 127. ,
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CHAPTER THREE - ) o
- © . APPLICATIONS IN A CONTEMPORARY CONTEXT

%
t

‘ \
The thesis sg far has generally outlined thg\historica‘l » Philosophi-

he

cal and theoretical background for the significance aid raticnale of the
experientw] mode in school pmgrarmnnq for adolescents, and has shown how

the concept has become 1nst1tutionahzed‘

-

In this longest chapter of the study, ] endeavour to explain the

~meaning and importance of these ideas within a modern framework. Two main » 7
purposes are contained here: fw'irst, 'a conéideration of school anq society'
in current terms is given;'and second, observations of the declines in our
culture and r}ow they af:'fect young people in the way they function and j'n ’

seek%ng”‘an identity is discussed. Specific attention is paid tp the middle

adolescent or high school years, and the later adolescent stages Or post-
secor{dary period. Hence, the chapter is divided into four parts for reasons
n of clarification, yet each part should be viewed as interrelated fqto a
coherent pattern. - . —_—
While attempting to identify. the needs of' our youth in'a contemporary
context, and how these needs might be metuthrough the, experiential component,
I in no way pretend to.offerl a perfect panacea to our culture's dec]i;les,

merely possible antidotes.

.
’ -

) PART A: SCHOOL AND SOCIETY TODAY

i do not wish to belabour or make any attenpt to add further to
the prodi gious amount of informaticn that tas been writton about the weak-

nesses and defects in our sch001 systems in Western culture, particularly,’

.
-
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North American society. Even one remotely connected with education is

, aware of the criticisms heaped on our schools and educators, dlaming them for

al'l the negative pattems of academic and social-behaviour manifested by

/
our youth in the last two or three decades. While much of thej:it/igsm

/may be valid, no doubt, a good percentage is either exaggeratéd byr the

media, if not at times "created" because society needs a scapegoat for

its i1ls. This attitude that school can be considered apart from society

<)

can no longer prevail.

I
‘

What-1§ too easily forgotten is that the roles of school and

_.sociaty are interrelated, and to a larae extent in more recent years,

the school reflects what is happening in society. Schoo1s"are not ﬁecegsrar-
ily "the last bastion" of what is just and true. If youngsters to an ex-
tent reflect parental yal ues, attitudes, anxieties and behaviour, then

schools to a large extent must be responding to the undercurrents and overt
. 4 . s -

processes of the society at large.

" However, when all th{ variables--positive, negative and indi fferent

in nature--have been put in

proportionate view, when one looks at

schools and its sometimes peculiar "marriage" to society, one cannot help’

-but see some truth, (and therefore, some hope), in the following s}atement

by a New York principal:

The youngsters don't realize- 1ié . some
teachers don't realize it, but, by and large,
the kids behave better in schoo] than any-
where else--better than they do at home and
better than they do on the street. It is
not easy for many of them. They are not
mature enough for education. Later they
realize this. (But) there are not q\any kids
who really don't want an education.

For olr purposes here, 1et us assume then, 1n broad general terms,

that the statement just-gupted is a foregone conclusion. .

Th1s does not permit

~
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the educational establishment to sit back, rest on its laurels and not
question its effectiveness. It is important to consider the young person's
‘needs mre than his wants. While.times change--mores, technolody, values,
printiples, attitudes, environment, poh‘gical and historical happenings--
humaq nature basically does not, if we Took at the social s_ysfems and
behavigur bat‘tems of our species gver many ’centuries. No doubf, a
thoughtful- citizen living during tgt/period of Constantine™he Great, and
a(thinking man now, would haﬁve Tike :eeans about where each stood in

such "awful times." One may wonder, in the fifteen centuries that separate
us from —th;co/ﬂapse of Rome, where all1 the knlowledge of“humanﬂy, scienti-
fic ‘and artistic discovgry,' cultural cneationsJ and revolutions of all k%nds
have brought us.

The quality of education, its iﬁstitutions, values and operational
philosophy is contigent upoi~the demands and nequiret;\entsjof society. At
the same time, even though the state of education at any given time rejlects
the current state of society, teachers still have a responsibility to trans-
mit the ineluctable values, concems and cgontinuity of human aspirations,

failures and endeavours to youth. Regardless of the transciency of the moment,

the subject ofzeducation and those wio have chosen to be its practitionérs

’ should not detract from these essentials, mst not lose perspective of the

salient whole, and should be faithful to the precepts and foundational basis

-

underlying mankind's continuing strugg1és. achievements, terrors and tr1umph§.

hopes ar<d fears.

These are wchanging as histery teaches. That this is

a most formidable task is highlighted by the following potent extract by
£ .."" *
(;abrielle Roy, the French Canadian novelist, from her Introduction to Man °

o

and_His WoY&d, the 1967 World's Fair hosted in Montreal:’
b | -

What is Man's Earth now? It is endless ed- c ¢
ucation, 1t is organized leisure--as if the

4 A . '.
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very idea of leisure should not automatically
include permission to play truant. It is
‘re-training' of adults, 'round tables' on
all subjects, change of pace often for the
sake of change, speech for the sake of speech,
more than ever 'a tale told g.¥_ an idiot,
full of sound and fur TST fyIng nothing.'
Tt is the professional’ orientation of chi¥-
dren, intelligence tests, scores, the era of
'norms,' 'normal’ and ‘'average' often be-
ing put forward as terms of excellence; more
and mre it is patterns traced out, and cir-
: cumscribed ih advance. P °
Regardless of the defects of any given time of civilization or
the flaws in a contemporary society, education must sort and sift through
the extemal digtatres, never losing sight of qualitative needs over[quanti-
tative terms of reference; seeking coherency in a long, common, cul tural
heritage that is characterized by wisdom, universality and tenacity in
its profounder principles. Tea::hers too, fall victim to passing fancies,
fads and superficial trends that lack or overlook certain "fundamentals."
While as this often occurs because of "compromise,” it is also a result of
little knowledge of one's professional, historic t‘radition,and the roots that
have taken and stil1 flourish in one's sphere of commitment. Efther one
has forgotten or does not know how to distinguish between the spurious and
th; abiding. Institutions, methods, experiments come and go, but the ideas
of great thinkers, buried, unearthed, al tered, re-interpreted, imerfect
as they myy be.and become with each new age and its demands, nevert.hgless
remain as a unifying force, bringing harmony and 1ntegra§ion into confusion,
doubt, fear ané fragmentation. ~ § ‘
- Cycles, recipes, steps, systems, methods--we find them from one end
of the educational spectrum to the other, from before the Greeks to pmpos’gls
for "tomrrow." Rousseau, Pestalozzi, Froebel, Whitehead, Dewey, Montessori,

Piaget, Bruner; some strictly educators, others 'in'assogiated fields which
7 ] -
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affect educational thinking; Erikson, Mead, Spock, Locke, Bacom, Goodman--
an endless 1ist of names and thinkers and of infinite formulas.

It is not important that the strengths and/or weaknesses of any
. of these structures of thinkers be reviewed here; what‘is important, is“
that eiements of many are inherent in most and the best possible character-
istics can be forged into a workable, applicable structure suited for a .
gi“ven time, place, and set of circumstances. This is w‘hat I have been
seeking in this research. in my own time, place and set of circumstances,
and it should become more cbvious why Kurt Hahn was selected as the main
figure in a research undertaking dealing with experiential programming. He
" too took from the past and fornulated for the present.

Merging the best of the p&sﬁaith the needs of the present is ex-
plained by Herman Rohrs, who mads an in-depth and a'H-enconQasiing study of "
Hahn's educaticoa! thg‘nking and its roots, showing that,

. . the hnes are broad, thought on the
one hand, running from P1ato and the British
public schools to the late nineteenth cen-

. -tury critics of contemporary cul ture, appear
to intersect on the other hand with influence
emanating from the American pragmatism of
Wit1iam James and the development of the
Landerziehunsheime , (German public schools)--

4 the Lietz foundations in particular . . . The

WA aim so to speak is derived from Plato, while
’ the psychalogical motivation as an Sid to

self-knowledge is taken from James.

In the interpretatign of the experiential mode in education pertain-
ing to adolescents in a contefrporary context, I‘r:etum to rather than retreat
from the past, ever-conscious:%f its rationale and.significance and transla-
tion to our own -times and neéds. One cannot deal with the present unless one
has some uriderstanding and 5cknow1edgement of the past.

One can see then, that education and the experiences within its

-~
Jurisdiction has always been of central concern to all societies in all ages.

- >
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Whether it was thgucavemen father teaching his son how to survive, the
agrarian community transmitting skills to its young for them to mai;ztgin
an ‘adequate existence, Br our modern, complex industrial sociefy installing
specialists and‘technologicﬂ devices in designated buildings to teach youth °
how t® cope and adapt today for tomorrow, all have been implicity interested
in the experiential processes pertaining to their particular era of educa-
tional need. Whatever basic skills educators attempt to teach, as I have
indicated elsewhere in the thesis, it is wise to remember that although intel-
lect might divide man, it is the emotions whic;h unite all of/us with our
di ffer‘ences: historically, culturally and geographically. While looking to
the past to imp;ove the present, one cannot help but keep in mind the old
saying that "the more things change, the more they stay the same, "

“Hahn must have known this, for as Rohrs explains, Hahn's first
school, Salem, is ~seen as being'much more independent from an educational
standpoint than onelmight be%fed to suppose from the remark of Prince Max of
Baden, who Hahn was fond of quoting with approval, "that in education, as
in medicine, traditional and}'pmven methods should be preferred to or'iginal,it_y."3
it is ~1mp¢3r1:ant that I emphasize all of the above which recapitulates my approach
as given in my introductory chapter. There is nothing new or original in the
experiential mode as I p?resent it here; it is merely adapted to present cir-‘
cﬁtances in our culture. ) ] '

However, in the relationship #etween school and society in a‘\contem-
porary context, cert;in changes are necessary in carrying out, successfully,
the experiential process. What follows below and the material under discussion

b
L)

wiH,' exemplify and clearly demonstrate these general -points.
Barbara A. Heisler and Roberta J. Park reported on a successful

project in physical education involving recreational leadership for hi_qh

]
o]
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“school students, where personnel from elementary, secondary, university
and local districts became interrelated, and the program's co;\tent, design

*

and implementation became an excellent experiential process for the students

iwd,"

scene and its reflection of society are acutely aware that large numbers

-

The report shows how observers of the contemporary educational

of young Peop]e in our society emphatically and vociferously show an un-
interested, often rebellious attitude toward their educational “"experiences"
(or impositions). With the rebellions and conflicts of the 1960's on
campuses and other segments of our society, those ;sséciated with schools
professionally and indirectly were pushed to ask an old question, but the
question became more urgent, "Is such and su‘ch a course realfly relevantg"
Students in the 1ate 1960's and early 1970 s felt that for too long a )
time they had been expected to be "passive reci pients" of data which could
be interpreted as dehurganizing, useless, or of use, if at all, only "some-
time in the future." As we enter the 19/!10'5, this persists. |

I have before me a fairly recen persr;nal Tetter; written by
a min whose formal edutation in the éi/:(took place in the 1950's and
1960's, he is college-educated, (business administration) but since the
1970's, derives his income from being a wilderness guide. I have'utilized -
his services on three wilderness expedi\tions, and his thougﬁts reflect more
simply what the crux of fhe discussion in‘this sub-section of the thesis
is concerned with in terms of school and its relationship with society. More
Specificaﬂx, his letter deals with schooling and the lack of experiential
undertakings in the process: ‘

t

. . . Your covering Holland by bicycle, (this was

in April of 1979 with senfor graduating students).
W, sounds like it was memorable. [ am also quite

interested ih your upcoming undertaking to

Frobisher Bay; (again, a group of senior stu-

dents were involved My vag vith the Inuit

for a period of time in the Northwest Terri-

Fd
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torieb), and your experiential booklet at
the school Tooks impressive. 1 wish when I
went to school we could have had these oppor-
tunities to experience directly so much di-
verse activity. I always fiqured there wa
. more to leaming than sitting in a stuffy class-
room counting your toenails and discovering
\ the unlimited rewards of not splitting your
\1nfin1tives. I have probably mentioned to
you before that my main recollection of grade
school is of sitting in a classroom, looking
out the window at the birds flying here and
there and wondering why, if I was supposed
to be so much smarter than those birds, did «
. I have to sit. there day after ddy, while they
were doing what I want, i.e. checking out .
what was on your mind while it seemed impor-
tant. I did not like sitting there trying 'to
open my mind Tike a tape recorder while some
already programmed instructor tried to fill
up my gape with whatever he 'knew' should be
A .

on it.
v
Students are anxious to live ir® the present, fully; the future
indeed seems "remote" to the young, vital, growing person. This is not
to place the pursuit ¢f knowledge in an unimportant pesition; on the
cbntrar?, everﬁf there is no immediate practical value in pursuing know-
- _ ledge,

. . . our educational endeavours would probably
derive substantial benefit from a greater
~. emphasis upon the personal disciplined, +

-ending search for true understanding.

Yet energetic youth also desperately need ,

to live in the present, participating actively"

in the processes of their own development,

and make constructive contributions to im-

- proving quality of 1ife.6 *
\——In con’Eluding this part of the third chapter, I return to
o | Hahn who reduces/:oc"iety and its influence on the educational process to
three c;\aractéristic approacﬁes that education can take: the lonian, the
Spértan, and the Platonic.

H;ahn preferred the Platonic view--holistic in concept--which &oes

justice both to the community and to the individual child. He rejected

A S v
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the Spartén appraach which emphasizéé seﬁz}ée to the school.and

_state where the pursuit of excellence in academic or athletic activities -

takes precedenée thereby cheating the ordinary younéster, rating him or

her seéﬁnd bes? with’everything aone for the sake of the school or state,

not by the individual choice of persons. An opposite is the Ionian‘which

can be paralleled with our culture foday. The lonian cities were energetic,

thriving and opulent. Their wealth made them luxurious and linked with

this fifth century B.C. way of tife for self;{xdujgence and individualism, one

can find the modern equivalent of theories that purport a child is never

to know defeat or experience hard challenge or strenuous effort. This is

so characteristic of affluence since World War 11 and much of what goes on

in suburbia and North Anericaﬁ middle-class life. The experiential objec-

tives, as classified in this thesis are designéd to counteract these tendencies.
.Despite the negative influences contemporary society has had on

schools and the educatidn of nndernbyouth, I bglieve 1ike Hahn in the power

of education whose challenge it is to bring abé&ﬁ;xhe revitalization of

large numbers of peaple if "it is outgo;ng and world-affirming and . . .

employs risks and enterprise as a means, and is quite exacting and demanding

- 3 i) 7
in its operation."”

PART B: IDENTITY AND THE ADOLESCENT AT PRESENT
NIn the duality or "partnership" of s;hool and society, ﬁahn
perceived five major areas of decline in the modern world which should
concern educators, parents and those direct1y,'even indirectly Fssociated
with the nourifhing o;'youtﬁful development, experientially. ﬂTo even
the most casual observer of -contemporary society and thekyouth-strata in

it, these declines have become intensified in their danger a]ﬁost a.half

-~
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. ‘.;i: . .3
a century later, and the social ills resulting from tt:gs__e \decHrf’é‘g appear
to affect our generally self-centered youth at an earlier age with each
passing decade. They are as follows:

1) The decline of physical fitness, due to modern
methods of transportation, ‘ )

2) The decline in initiative, due to the widespread
disease of ‘'spectatoritis’.

.- 3) The decline in care and ski11, due to the | ,
weakened tradition of craftsmanship. '
4) The* decline in self-discipl{ne, due to the ready .

availability of tranquilize

5) The decline of compassion, which Hahy
a form of spiritual death.8

An emphasis on the experiential mode, Hahn's "experience therapy"
in the educational process offers a form of antidét& to these modern "declines"
which af'fect the student in sghool §nd society. Vie}wing these modern. declines,
Hahn summed up his precepts for youth in the following way, and these pre-
cepts underly tRe whole Outward Bouﬁd movement, its antecedent institutions
and adaptations-of the philosophy which are used in current experiential
programming. Inherent in the samples selected in this chapter regarding
the middle adolescent and in older colleqe-aged adolescents, wiu be found
the essence of these precepts.

a) Give children a chance to discover themselves.

b) See to it that children experience both success and
. defeat,

c) See to.it that children have the chance to forget
themseLves in the pursuit of a common cause.

d) See to it that there are periods of sﬂence
- e) Train the imagination, the ability to participate and plan.

f) Take sports and games seriously, but only as part of the
whole.

.
-
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g) Freé the children of.rich‘ and influential parents 9
from the paralyzing influence of wealth and privilege.
The precepts become more d1'~ffic_ult to materialize in most school
systems as the c'!eclines continue to worsen. Yet, certain experiential
programs )have surfaced with enough strength to show that these declines
can be minimized.

As well as these declines in our modem world, changing values,
traditions, erstylés. political p;'ocesses, technolpgy,t "instant" media
apd obsolescence have produced an alplo”st dizzying variety of choices and'.
altematives fdr\ our young people; yet conversely, they ar’egleft more con- i
fused thqg ever. Théir need for p;rticipation and the seeking of a
sensible identity is- more’ difficult to actzieve today. The experiential

mode as presented.in this thesis can supplement and compensate, particular-
' ly for thuse growing up in our urian_centers where alienation from Such
sources of experience and self-discovery is more pronounced. .

The desire for participation ;nd the search for personal identity
ought not to be'téken as meaning the individual can be considered or de-
veloped as distinct from socie’ty. Hahn"s emphasis on the individual is
not at the expense of society. Q

Man {s man because he live.s'; in society. To the extent that his
activities in the group 1e§d on to richer and mre rewarding activities
for him and for all members of the group, he is acgj‘p\g wisely‘and well.
Society, group life, is the way to this complete and full life .sinoe'here'

c’mu'cua1 sharing is possible. At the same time, we see that Hahn and like-
minded predecessors and contemporaries believe that the center of education
should be the individual child. And yet, it is recognized that neither the
indi_vidua1 nor the group should be given exclusive emphasis in the society

5t

at large. The reciprocity of individual and society within the educational T
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framework /i well-s\tated by Entwistle: ' \ -

Thus, a person's. uniqueness is cha"iicferizedg
in part by the pecwliar aggregation of
associations and social groupings of which

he is a member. A man may preserve his
individuatity by standing aloof from all
association with his fellows: but his

tegrity will not be destroyed by commitment
tq a unique pattem of social obligation . . .
Imdeed, the strength and character of his

in ividuahty may well be enhanced by ¢ 10
freely chosen public commitment of this sort.

he individual becomes truly developed as a member of society.
Further, society has the right to demand from the individual that
he must prepare m‘m?elf to serve the best interests of the group. (The
opposing attitudes of "the world owes me a 1iving" and the narpissit‘lc
“me" era of thrfﬂo S, and "you only get out of something what you put
into it" is evidént here). The most qualitative interest of the group will
be served as the individual develops his own particular abilities, skills
and talents, as he nourishes his individual nature. Education is pri-
marily concerned with the individual in society and not with the individual
who is alienated from society, r'egardless of the defects of the society
at large, One's wor]d and one's self are united.

In .keeping with the f(megoing discussion, the need for youth fo
experience and participate is correlated with the struggle fqr jdentity
in our contemporary culture. To cut oneself off from the social environ-
men;‘., to sever one's'\ ties culturally, to produce an amputation that.

£ .
alienates one's self from the past and s'ucrroundmg processes of living,
doing and being, will eventually produce self-destruction. ‘

Rollo May presents it in more psychi{atric te rms wher; he explains .

that the anxiety of such action is a .*. . . shrinking of the consciousness,

-
[

the blocking off of awareness, and when it is pmlonged “it gives one a .
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depersonalized feeling, an apathy.” ' \ )
- And there is so much apathy around as it is. From thid %here is
no initiative, no will, no action. *. . . the tosing of oneself and prie‘s

|
12 the inability to perceive "be-

relation to‘, the object‘ive world . . .
tween,subjectivit} and objectivity” then becomes confused or “blurred * and
we see why’.the individual is immobilized" . .. Iosiné one's wonr‘ldi and
since self and world are always corqllarie§, &) lose one's world means .

b losing oneself a‘\t the same moment. '3 ‘ . \\

5 Much has been s;udigd. written and said about the "struggl fo:-.“'ﬁ
identity" in thg last4'four decades or so Of this cenﬁ:ry. and 'thev' ncept
of "freedon” is continually being re-defined depending upon place, |time

_and conditions.™ : . | L ‘ ‘
\ . The pc;%\ﬁt I want to-make is that students, and (thi's;

; includes students of all ages, lose their selves,
. lose"their identity to the extent that they are be-

° - coming the victims of a patterm of education that
permeates our whole culture. And this loss of ’
: identity is the central cause of our twentieth cen-
" tury anxiety.!

This is not only an oEsDervation and conclusion derived from our
| L o
"Western" way of life; it has been observed and concluded by "putsi@ers“

who have "enfered% the mainstream of our way of 11fe -than stood back\or

. . 1
outside our culture and have been able to take an objective stance:
. \ Y

4 Al . . . the stady of identity is the core problem in the
f : growth of personality. Furthermore. . . this age is one
1 - -of anxiety and awareness whose most significant problem

_ is identity . . . the problem of identity (13) the most .
) pressing psychological problem of our t me. . -
~ The crises involved in !ﬁ; process of h’ientity development (ahd

. . re-development I may add), not only fior thé child and particularly the

- - - N .
_ adolescent, are bpffling and often times discouraging to the parent and

f > .
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suppor:t this- . N .

_collective, i% 1s sometimes & matter of taking that frightening deep

until ‘there is a nothingness.’ . .,

s ¥
) - ¥ 63 ‘
\ !
\ | . $
those who work with the young. Yet, we have come to learm in more ;
recent years that youth does not ,have & monopo]y on the problems and 6 '
. , K
chaHenges of changes, phases and stages. A brief glance at paperback

S‘helves at most bookstOnes is anple evidence of this factor. The recent

wide-selling fassaggs by Gail Sheeley and other such titles anld articles
) ’ L

-

—

| Experts have identifiedadolescence, fid-1ife and -
y\ old age as the three most critical periods of life.
Part adult, part child, the teenager ts trying to
‘hammer out his 1dentity all the wiile undergoing
a massive hormonal ¢
Mid-life is a time to take stock. to Took back
- to one's youth, forward to old age. If you don't.
Tike what you see, the going can suddenly get rough.
01d age: Are they the~lgolden years' or the \
. 'emptv vears'? A lot_depends on the individual,
¥ but it's not a good time to be old. Worried about
money, coping with loneliness and fear and weaken-
ing bidies that just don't behave as they once
did, the mjority of bur old people must also bear

P U,

society

' 2

Td find idehtity, to find the place of the individual “within the

4

downward journey into the intérior described'in Le Milieu Divin by

o - .o ¢
Pe Chardin. The deeper one goes, the less one finds ]to hold on to,
18

a ‘-

a
N o
o N i ) b 7 e

'To find indfviduality within his own group, his role (s), e'aqh
one hds to take ghis jourmey and percefve that though, "The psychiatrist

descends\into the 'basement' of the soul, brimging to 1ight the foundations

of the house -in which it dwens .. ]9 as dtscussed)g Von Bal’thasi.lr oﬁe

b

must retum from the journey into the self and re’late to the extemal world '

-

his fmdmgs . . \ 4

It is true the findings are"alunst always a product of the : "y

collective and the symbois and institutions found in it. And ‘although these
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the 1ndi?nitjr of rejection ﬁf’v‘ a youth-oriented \_ “ : i



: y/ + lieving that in this way he will find and sustain his individuality. "To
[ )
! explain why'the.groblem is so all-pervasive and yet so hard to grasp,“2] L
explains érikson, the individual pften forgets that , "we ;;al with a e
o process 'located' in the core of the individual and yet also in the core,
: ¢ 5
"of his cémmnal culture,"?2
May asks, - © , o g '
Isn't it exaétly any person's original- - .
+ ity th%t makes him an individual of sig-- ¢
. nificance, that gives him his experience.
of himself & one unigue pattem of sen-
. sibility who at one instant is-exper- :
x iencing a particular relationship to 23
‘ other peqple and to the world about him?
N He forgets “in his'pre-océupation with his "self" that ‘another‘~
1dentity exists, the. communal one. He separates the qwo. making his own
stand for identity mdre difficult. The two must be united, "a process
w24 Erik-
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finhings afe not always a~§56ﬁ\3r consistent or reasonable part of -

) the environment, the community of 1iving of which one is gn iﬁtegra1 part, .

one must acknowledge oné's'relationship to the collective. De Chardin
reminds us that, "my self is given to me far more than it is formed by me."20

’ Too often, the individual strenuously seeking 1ndiv1dua11§y within

a given group alienates himself from his culture, deluding himself into be-

which establishes, in5fa6t. the identity of those two identities,

son furfﬁ%( explains. Gopd or bad, convenient o¥ contrary, one cannot.get .
| «

0 K 3 .
away from the.fact that, as Goodman puts it: N\

- Grow(Ry up as @ human being,.a 'human nature' - {7 N
assimilates-a tulture, justias other ani- . '
\ A ,mls group up.in strength and habits in-
) the environment that arg for them, and
complete their natures. 5 b . -

Once we have accepted this statemént of .fact, wi come back to the
’j’ ‘ " previous questibn of the conflict that arises within oneself, when what one

has(assimi1kted from one's society is suddenly reject;é}\found,1nconsistent,
. . . <4 .

1
1
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or no Yonger satisfying. Often, the first i'eaction when this gradual or:\

abrupt awareness has taken piacewis to think that; .

. . groups are bad. Jﬁey deYand blind loyalty, s
they make indiv(i;»duais regress, they reduce man
to the lowest common demonimator, and they pro-
dug:ekv.vhg(t5 Fortune magazine has cdlled ' gmup- . .
thin

In the case of youth who'have less of a personal history and
coliective c\oitural inheritynce compared to the mature adult and of

other individuals and groups, there appears in many instances to be

27 ' ®
""" and they cannot find a |

|
6. |

commitment to their society because, as Gardner explains, -

“inner estrangement and outer confonm ty,

they a‘ genuinely baffled as to the nature N Cad
of that enterprise. They do not really un- -
derstand their own . . .society.' They do not :

know their. own social and@teilectuai tra- : ’ Co
dition. They do not understand the require— - \ . ‘ T
ments and realities. . . where they fit in.

When considering the individual and the group, the youth's search
-

“for a separate identi ty, aione, yet reiQforced (Who Am I? is the insiStent

« question in my experience and dealings, with adolescents), in seeking the role
of the individual and iiispa’?*t\in t/I:7coHective, it should be kept in mind .

that. the two can-be separated for purposes of clarity and investigation.

but-basically and ultimately, they are one and the same, and the interreiated-

~ness must be adknowledged. According to Erikson, o

L i vt T b e

. . . in discussing,identity, as we now see, we
cannot separate persymal growth and communail
change, nor can gparate .. . the identity
crisis in the indjvidual life and contemporary
crises in histopfcal development because the
two help define each other and are truly . Y
relative t& each other.29

Unfortunateiy there are those who design and implement educational

processes who forget this, operating in an isolated vacuum and adu\mistering

to the young in fragmented pieces instead of umfieq relationships.
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In creating the healthiest exposures experientially for<6hr
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youth, in order for thgm to overcome the declines of our modern society

as delineated at the beginning of this part of the present chapter, it : ‘

' N

might be wise, as Arestah suggests, that we consider the fo]]owing;—w\L

The study of fully-igtegrated persons can
lead us to the discovery of psychological ‘.%‘
laws and techniques which will . . .help
in the guidance of children through proper
educational channels so as not to distort
v their early wholeness, spontaneity, and

creativity, and which finally will introduce

a measure for social progress.30 '

1

L

PART C: MIDDLE ADOLESCENCE (HIGH X cHooL) ‘

*

Having considered the current state of society through the s

accelaration and intensification of the declines Hahn gives us at the
[N
beginning of Part B, and the influence on schools as discussed in the

first part of this chapter, 1 wish to point out certain charactenistif§ {
of adolescents in this part. How theée positive characteristics caq>J ‘ f//f
be brought to §urface and maintained in our educatio;al s;stem. which I
mirrors our highly competitive society‘?nd therefore seems to create
selfish attitudes,’is: of coursé, questionable.. One'fvenue or dimension 4
is the experiential nn&e which takes dnto account most,‘;f‘not all of
the precepts which Hahn advocated and which I 1isted earlier in/this_ . .‘ N
y, chapter. .These will be seen, in modern form, in the samples I provide ‘ | e
later on. .

™.
I focus here on the.adolescent, roughly between thirteen and

sixteen or seventeen years of age, or the high school years, and attempt

to show how he is a product of our contemporary culture and the compiéxities

of the present state of sqciety, which, as mentioned above, promotes compefi-.
- S
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2 . 4 , £
tion instead of co-operation, thereby producing a narcissim dangerous

to the collective. o —~) .

Over twenty years ago, the well known sociologist, Edgar 1. -
&

Friedenberg published a book called The Vanishing Adolesceqt. Newspdﬁers.
magazines, television and movies havé provided a stereotype of the teen-
ager being obsessed by sex, extremely narcisstic, escaping into drugs,
slovenly in appearance and’somet1mes violently defiant. ’T; céntra;t to .

the media "version,“’Friedenberg'dennnstrated how adolescents maintained

a strong and continuous struggle for personal meaning, seeking to go

beyond the common routine of living to a level of "nobility" and concern %

. for e}l mankind.3] I have found this to be true in my own experience with A

adolescents for many years. Thi; quality shows itself practically when
experiential designs of one kind or another required action tasks demand-
ing service, giving, empathy and selflessness, as well as in words--verbally
in Vociferous reactions to injustices locally and internationally nanifesteq;

emotiona11y in response to a film or play or novel, poem or short story;

.and passionately (often prwately) in written éessays

Kohlberg in his “The Adolescent as Phi]o her" speaks of the

"deeper questioning by the adolescent than was t at earlier times,

.and his struggle to achieve a sense of identity and selfhood. We do.not éﬁp

Al

aid him in his struggle since we provide either the wrong-kind of experiences,
or insufficient qualitative ones. [ have to agree.with Friedenbetg, who ?

believes that in our treatment of adolescents, ' ! Y

There~{§ too little diversity of experience
and too little experience of detachment to
permit much objectivity. The adolescent
- buitding his appraisal of himself is there-
fore-extremely vulnerable-to the feelings and
y judgments expressed Qy the persons and
institutiohs of his immediate environment.
He 'is even more vulnepable than avchild,

[PORI

because people mean more 'to him; to a chi)d, , 3

.
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a cruel parent is a little more 1ike a cruel
winter--g simple though destructive fact of
nature.33 > &

For Hahn, puberty is a period of "poisonous passions" and
childhood a period of natural reverance.34 Recealling his "experience
therapy" and the list of precepts--A to G--given earlier ¥n this g¢hapter,
one of Hahn's antidotes was care for others through certain ‘\i\fe-stervir&
and rescue techniques which would eradicate, (or at least minimize) the

"selfishness and apathy‘which too often assails adolescents in general,

35

and boarding schools in particular. He decyeed particular pursuits in

his ’Traim'ng Plan to eqcourage the development of youth along the

mqst graceful and productive lines similar to’Plato and Aristotle's con-
cepts c}f good habits, good traim’r\ng, and’the right kind of environment
for producing; the most "fi't" individuals, who in tum con?ribugg to

society and it\s betterment. For Hahn, these years were "loutish" ones
if the wrong kind ofiendeavours are available:
. . . the building instinct can perhaps pro-
tect the higgest proportion of boys; ex-
ploration and adventure come next in the
wilderness of their appeal; music, painting,
¢ will protect not many, but those very much
worth protecting. . . Each of these non-
\ Soisonous passions may grow to be powerful
. nough to prevent the sexual dmpulses that
well up during adolescence from_absorbing (
the available emotional energy.36

‘ .
/ Adding further to this focus on the nln,idme adolescent, Hahn ex-

plains that there are three ways of appeating to young people. The

L] LU

first way is persuasion, the second is compulsion, and the third is attrac-

tion. The first--preaching--he considers "a hook without a worm," the /\

second--ordering them to vélunteer is plain dishonest. Bu:t the third,
telling the young that they are needed is an appeal that almost never

faﬂs.37 As élready pointed out By Friedenberg and Kohlberg, and keeping

»
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the above perspective of Hahn's in mind, we must ask ourselves what
educational institutions can do U% help produce maturity and confidence,
about how they can help peaple to know themselves better, about how
they encourage competitive instincts and develop cooperative attitudes.

. Ha}old Howe IT , Vice-President for Education and Research for the

Ford Foundation makes a very good case of the difference between competi-

38

tion and cooperation and the demands that each require. He points out

t:hat it is both a truism and a platitude to say that people in this world
must Team to live together, to give way to each other in their individual
and group demands .and desires so tﬁi\c)thers can be helped or accomodated

or even allowed to exist. This process of human accomodation that allows

diversity and respect and symGathy to operate across vast gulfs of differences

in beliefs and in living practices permits human affairs to continue. With-

out it we would not be human, and we would revert to an economic, sogial

" and behavioral Darwinism that would destroy civilization. There are some

who believe we just might be headed in that di rect'ion/. Hahn's "vital mix"
concept in the Ou;;\’ard Bound programs he designed and implemented, the
"collection” of diverse young peop]e.that make up the intensive program

and complex population of his United World Colleges describeq earlier in

this paper, community service and "rescue" projects all aim at enriching

and nourishing the cooperative concept, the one of competition eing kept in
proper proportion and perspective. The same could be said of the American
Peacé Co'rps and the now-defunct Company of )Young Canadians, Canadian Um‘ver-_
sity Students Overseas, Canadian International Developmeﬁt Agency, and
departments m‘th?n the United Nations. ~ '
| If one has-a reah‘st} world-view and sees the state of human rela-

tions globally, it might be wiser to place a higher value on the future

¥
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benefits to be derived from cooperation in human affairs than on the
:*virtues" of competition and its outcomes. While competition in our demo-
cratic-canitalistic-North America ; (and in a number of Western countries)
brought some benefits in the past in terms of establishing a country's identit§‘/'
on a continent, developing an economic system, and devising a way of 1life,
prospects for the human race in the future point unmistakably to the fact
that there is a necessity and importance for encouraging cooperative behaviour
and finding ways-to control and downgrade the competitive motivations that

dominate Tych of Western culture in many areas and on many levels of

life from mal /female fnnmetition, to family life and leisure-time pursuits

and "games

s Howe points out, some will say that any such view is naive.
They start their argument with t@é\gssertion thatrman is part of the
biolpgical world, as are animals,\and that the competitive instincts are

) degply a part‘of his nature. There is something to this argument, but
~ <

ngt as much as is today being madé of it. Man is also civilized, and

;ﬁnst of what civilization is all about is the development of the capacity
/
/ to overcome the animal instincts within him. He learns from experience; he

! f records it; he draws neandqg from the record; and he changes his ways in

v
the .1ight of the meaning he finds. Animals don't do these things, although
' ; some of them achieve fairly advanced forms of social cooperation in order

to survive.39

[}
There is no doubt, one can become very discouraged if we
look at our human record of wars and man's inhumanity to man from the “games"
staged in Ancient Rome to our more recent "news" stories on Cambodia, the

“boat people," to observing the faces and mouths of parents at little

league hockey or pee wee baseball games in any "respectable" suburban community.

Howe goes on to say that, - -

If we are to avoid destroying each o;ﬁér with the

F L




iscoveries our civilization has produced, if we are
to live together with any reasonable unity in a world
} of growing population and shrinking resources, and
g if the values of freedom and faimess are to have any o

expression in the way that we and other men live out

#  our-lives, theré is just no question about cooperation
being the theme of the future as compared with com-
petition. So I think that people who are responsible ‘
for schools and colleges had best be asking themselves
what they might be doing to reflect the need for a
considerable shift of values in . . . educational

institutions.

--------------------------------------------------------

The argument is frequeqtly made that intensive
competition produces toughness and confidence and bold-
ness and other leadership qualities that we very much
need. One of the toughest, most confident, and
boldest people I ever heard about was Jesus Christ,
and he didn't seem to think much of competition. The
point is that the human qualities required to work ef-
fectively in a cooperative mode are just as demanding
as are those required by competition, probably more
so. Restraint, patience, tolerance, and generosity.
require toughness too--particularly when man's natural
instincts drawing on the less civilized Sspects of
human nature seem to run the other way.4

To strengthen the importance of this factor, (and return to Hahn's

"declines"), I recall here twd observations: Benjamin Spock has come a

lqgg way sincé his popular 1946 Baby an&Aghild Care. Spock andJﬁis wife

_spent part of the summer of 1978 in the U.S.S.R.-attending an international
youth conference. He reported in his "Observations In’A Foreign Land" piece

in Redbook magazine that he observed how the Soviet children and }ouths were

' given a great deal of rhﬁponsibility for running thé camp and hostind thi '
children from other nations. He found them to be extremely polite and quite
responsive to visitors. When it came to theatricaf perf;ﬂhances, announcements,
etc., the Soviet children spoke in impressive tones.giving the impression

that they were proud of the{r country and its role as the host nation.4! This

reinfqrcgd,for'Spnék several beliefs that he has had for a long time: Many

{North) American children could be given more responsibilities of a grown-up
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type, beyond taking out the garbage, making their own beds, brushing their.
teeth and getting good marks in school. (I find this a suburban pattem in
my owd experience; we ask very littie of our youngsters in adolescence
other than "stay out of trouble" and in everything that is dqgé," go‘out
there and win kid!") It has proven itself, over and over again in my work
with youth that we, (we, meaning parents, educators, the adult sector of
our culture in general), do not ask the right things of our children. We
demand some pretty ridiculous outcomes that thwart rather than nourish
growth and grace. This has been evident in every volunteer-service pro-
gram that 1 have..designed and implemented, where youngsters are guided
into making a long-range commitment to service to those less fortunate--the
physically and mentally handicapped, the poor etc.. As Spock concurs,
Self-centered children would be happiér if they were
brought up to believe that service to their fellow
men is the best route to self-fulfillment. And our
children might be taught in more schools than do it
_ today to be aware of the contributions of our writers,
. artists and scientists. Then in conversation with
foreigners they would not fall back on boasts about
qyur -military victories and the height of our buildings
as many do. .
I’ think that in the best of our nursery schools
and day-care centres the philosophy and practices of
the program and the caliber and training of the teach-
ers is superb. Our best elementary and highschools
. (not a very large proportion) not only teach\§ki%1s
‘but also encourage initiative, independent thinking,
co- operatiag and creativity--which to me are the high-
est goals.
Spock's observations match my own to a large extent when I was
1h~Europe, Holland specifically, in April of 1979 with three of ny ..
graduating students. Many of the European youngsters we met during our
stay displayed the positive characteristics described by Spock of the
Soviet youth. Over the years, [ have discerned the same mature outlook

and active behaviour pattern in students from Europe and Asia. The lack
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of unheal thy compet'ition and discouragement of r_lércissistic pursuits is
well-documented by the actress, Shirley MacLaine in her second autqbio!’
graphical book, when she describes how shattered her American female compén-
ions were during their visit'to China some years ago, when they recognized
and could not cope with the absence of harsh, compétition at so many levels
of‘h'fe and self-centred preoccupations.“’ I sometimes think our concept
of “"child-centeredness" has reached dangerous’ proportions in our thinking
and doing in North American society. “
If the ebb and flow of emotions and tremendous physical changes
are natural to adolescent transition., compounded by changes in intellect
and reasoning, and complicated by the confusion of living in a complex
society, can there not be some graceful attributes in this whole process as
«welly as has been found in other cultures? Yes--if one sees the validity
of Hahn s philosophy and precepts and the conc]uswns of Frigdenberg, Kohlberg
and others who have studied our North Amemcan/Westem adolescent growth |
pattems. |
Hahn refers us to the great poets who at times bring understanding

to the puzzling and often derogatory side of human behaviour. He uses as
an example of our dealings with adolescence, Tennyson's Rizpah which is
about a mother who just said goodbye to her son in prison. The son is to

be hung the following day for robbery of the mail.
I kiss' d my boy in the prison, before he went out to

die.
'They dared me to do it,' he said; and he never has
told me a lie.
I whipt him for robbing an orchard once when he .

was but a child--

'The farmer dared me to do it,' he said:
he was always so wild--

And idle--and couldn't be idle--my Willy--he never
could rest.

The. King should have made him a soldier, he would
have been one of his best

Ao oy

s B 0

G e e e it




74

But he lived with a lot of wild mates, and they
never would let him be good;~
They swore that he dare not rob the mailj
.and he swore that he would; n
fAnd he took no 1ife, but he took one purie,
and when all.was done
He flung it amony his fellows--!1'y1 none of it,'
: said my son.44
‘ b " q
The point Hahn is making and that perpeates much of the experiential
designs given in this thesis, is this: why does it take a crisis, some
terrible emergency, or someone in dire need to perhabs bring -out the
compassion, the need, the ‘usefulness of our youth? Is war really necessary, J
or can we learn to utilize James' alternative to war r:eferred to earlier in
the manuscript? Is violence and destructive rebellion a manifestation of,
youth's, hence, society's il11s? Cannot this energy be channelled into
the most constructive thought and action? The pesponses to these questions

have been andvered in much of the thesis content. I conclude and sum up this

part and the applications presented and proposed with Hahn's own words:
There is many a lawbreaker today who could have
gone straight if as a youngster he had experienced
honourable adventure and leamed to serve otherss
And there are the 1istless who often conform to
the law not from any. virtue but from lack of
enterprise. There is hope for both: the law-
less and the Tistless. But we must realize that ° :
(youth) who are on the threshold of (adulthood) .
. no longer have the pleasures, sorrows and make-
beliefs of childhood and on the whole are not
drawn to the boys scouts (girl guides etc) and
other movements which dosuch . . . work for young-
sters under 16. Adolescents have a vigilance:
of the spirit and an alertness of the sénsds’.
superior to those of the man and the child.
Opportunities and challenges.need to be presen-
ted so that the young feel called upgn to render
willing service to their fellow men.45

e
There are certain fundamental " facts" about adolescence that
must consider 4n designing the most appropriate experiential programs to

achieve positive-attributes in the growth of early and middle adolescents.
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Understanding and accepting these facts assist in going beyond the normal%

school: program, or at lpast, working.in conj\uz:ction with the regular curri-
culum to promote and acfomplish the experiential ‘mode as defined in this

thesis. Tyler states ese facts clearly.
‘At a hjgher level, a knowledge of the psy-

chology #f leaming enables us to distinguish

goals tjfat are feasible from those that are

likely fto take a very long time or are almost

impossjble of attainment at the age level contem-

platedl For example, the personality struCture

of children is capable of a good deal of modi- 4

ficatidp through educational experiences during

the nursery and primary school period, but educa-

‘tional objectives which aim ag profound changes

in the personality structure of a sixteen-

year-old are largely unattainable. At sixteen,

s0 much of the development of the personality

has already taken place that the re-education

of basic personality structure is a very diffi- po
| cult task and unlikely to be attained through a

normal school program, 46

With the above in miﬁd, the following are concrete applications of
the experiential ‘theory as défined in this thésis. ,;‘,The samples are based
on Hahn's models and the associative schools of thought presented in the .
previm;s_ chapter. These seven program delscriptions are examgles too, of
the combination of affective measurable objectives within the f.ield of
experiential education. The examples include the necessary behavioural
. indicators, which guide the teachef-observer in recommizing and categorizing
student change. ’ r : - ) ’

| They serve as il‘lustrations‘(but"by no means perfect maradigns)
of what is possible and being developed in the ¥jeld of exgér?entia.l edu-
cation. These program samples cover a wide va:i» c;f adaptations of
Outward Bound techniques and philosophy and'Hahn's precepts. They share
‘the underlying concern of seeking growth ﬁ—an indw1dua1 s positive feelings

about himself and thoseﬁmund him, 47
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T SAMPLE ONE A
o INVOLVEMENT IN LOCAL COMMINITY:
COMMUNITY APPRENTICESHIP PROGRAM
" Open Living School, Edgewater ' ) Af
Jefferson County y
\
‘The Community Apprenticeship'Program (CAP) ‘at Opgn Living
'School in Edgéwater," Colorado. is a community leamfng project for $tudents
ten through fifteen years o;d. The students are placed in the environment
of‘the bomunit} teacher wht;m they choose and have a desire to learn withﬁ.,I
) The learming to be"sought in the experience is defined by the
persons involved; the ;tudent, his parents, the commmity'tea‘}cher. and -
the CAP coordinator . A contract is fomu“ted and specifies
their shared goals. This contract is unique to each stiudent's learmning
sftuation. : (ﬁ ‘ *
> The communi ty teacl:ers are usually mot “teachers")in theldfissroom
sense. Among the people cu;rrently serving as CAP teachers are professionals
" in physical therapy, zoo "keeping‘, law, diesel mechanics, electrical cir-
cuitry, wood working. educational television mam@t, flying, computer
pmgramn'lng, mathematical sociology, and geol'é'g'y ‘ ’
The students are not mrely observers of these professionals in
_their labor environments.\ They areparticipants, and thereby receive
a valid introduction to what the career entailss
' Since the inftial purposes of CAP all invplve affective growth,"

affecti ve rméasuremenbseems a valuable tool. The following CAP 6bjegtives

include the student behavior (indicators) that will evidence the achieve- -

ment of these obJectivés
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1. Student begins to see/use the commty as a classroom

3. S‘tnr‘ient‘ becomes more open to what“fthe Teaming pm&:s\ff.
-behavioral 1m§cators '

Fi

‘ beha vioral 1nd1 cators:

a. student chooses to participate in the Comunity
Apprenticeship Program )

b. s ‘,g,ydent 1dentif1es his 1nterests and prio 1\ties

"I: 2. Student becomes uﬂ]ing (is confident) to be ouf\of the dassmom. | d’n
R - ' behaviora] 1) dicators ’ J -

a. the student and the CAP coordinatar make the initia)
" qontact with the ¢ommunity teacher-to set up a pardnt-
student-CAP coordinator-comunity teacher meeting . e

. b¥* the student follows through on. apg/)ointnents with

teachers and parents - .
c. student can communicate his feelings and questions to
stmificant adults (parents, OLS teachers, CAP teachers)

1

LN \
pd- student shows willingness to listen and to,;ry other's .

- fdeas and solutions. ° N
b student questions and interacts with- the CAP teacher

during. the leaming experience ‘
¢t student tracks his leam{ng by means of an agreed

method 'such’as taping, ngte tdking, pictures, etc.

Pl

4. Student shows wﬂ ess to take responsibilify for his own leariing -

iy in the cAP. . - S

' behavioral 1ndicatorsx‘

+ ' ‘a. student works with community teacher and. parents
- . o, toset realistic goals for his leaming
‘ ~b. student follows through pn agreed procedires and
- - committments and appointments. . ~
! A c. student completes.hjs 1éaming for his course of
B study with the-community teacher = }
, . d. student can evaluate his parti,ci)pation in the ‘program
. ~through dis&rssion o~ : \ o
'l’ ’ -~ ! ' e . ‘ ' v
M A N oo | K \ -
o v * .
/; e o : -
) , SAWPLETWO .. D °
/o t.’xvms HIHIN NEW commm ENWIRONMENT : |
Lo T RCLIVE-N .
- DA " Mitchell iHigh School Senior Seminar ' T
. . / S . ‘ ColorIado Springs - LT ‘ ,
: v ' ¢ ' ' ) L - . T
: rs T - P L h Y,
oL " The M1tcheH Senior Semmar is’a semest ong-pregram of Teaming '
i’ ! \I\ N . : ";' ,,f ., . oi " ) ’N' : L4 . s " - .
- J;. " Co el ’~ Voo . |
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by direct experiences in a number of environments. Tpe major-sétting igt
the urban énvironment of Colorado’ Springs Co,nyjementing this, the |
program utilizes the surrounding myral communities and the wilderness areas.

Six,ty to eighty Senior st&dents participate in the program for one
semester, and receive five interdisciplinary credits. The program is

+ staffed by four teachers under contract in the District. aiong with four

s
e

~ to five student teachers each semester. Funding comes from two sources:
9 ’ *

‘1) School District sapport: $7.50 per student; and 2) each student raises
$50 through a Trash-a-thon. '

The main i:i?rust of the program is for students to experience
different cgmmnity life styles. The Seminar is structured around a
series of two to four week "blocks", with sevei‘ai blocks operating at
the same time, eaA’ch with a small group of staff and students. Among-the
‘ variety of block experiences~ for students ares Living with the Earth
- (pioneer ranch experience), Outdoor €hallenge (Gore Ra?ge or Grand Canyon),
‘ACrime and Punishmnt; People Poiverl, Doliar Power, Why Mon Creates, High ~

Trails, and The Other America. A1l students begin the Seminar with the
4 Li.ving'with the Eai;th block, and then chogﬁny four from among the

other offerings o

< "
A new block that is proposed for inclusion in the Sen*iar

inyo]ves a ten-day experience in the ‘rural farming conmumty of Chappell,
‘Nebraska. The foH‘owir‘ig objectives explain‘what much of the growth for
students will be in this live-in; the behaviordl indicators point out

“the student action that will demonstrate this growth.
o ' » »

b
- ’\ ‘\(
s , -

- - -
5 v . '

1. Students will develop positive conmunication and group interaction skills.

" »
- ' behavioral {ndicators:
; ) a. studerf‘t js willing to share: his/her feehngs and N
T w0 ces on the Block with the Seminar group and the -
rro hOSt fﬂ(l

ily oo
-4




¢

~

‘ > . 79

b. ‘student shows ‘condern for the sensitivities of persons
of the Chappell community

s . -c. student seeks interactions with individuals other
than those in his/her age group and peer group
- . d. student listens to other points of view and is

willing to try another's ideas

e. student displays understanding and reverence for the ‘ /

. . values of the Chappell community people

/ 2. Student will demonstrate an attitude of responsi bﬂity toward
his/her own leaming )

behavjoral indicators:

a. student participates actively in the formulation of

block objectives and process
. b. student seeks out people and material resources in
L both Colorado Springs and Chappell, and utilizes

those which capserve his/her learning needs

c. student.m.lhngly attempts a variety of previously
untried expemences

d. student is mdgisﬂn ve and quest1on1ng throughout
experiences of the block . )

. | C - SAMPLE THREE
C : . : ~
OUTDOOR ACTIVITY (WINTER): ‘ .4
'
Centennial Junior High School ‘
i Boulder -
A~ &
( This crcss c0untry ski program involves twen, ‘students. from the “

eighth and ninth grades. }tudents articipate in all levels of the
program's planning and 1mp1ementatfon. Partw’ipants are chqsen on the\msis

of their written reSponse to these questions: 1) What persona‘l objectives ‘do ®

you propose to set for _yourself to achieve on this trip? 2) what groﬁp '
. objectives do you think wouM be usefu1 and reaT1st1c to set for the Centenn1a1
: - ] D ‘

group?

0" i

The students p'lan for, the pr'ogram at a number of meetings where they

A

‘ etermine’ fund raisina tact1cs the mihu and work* rotat‘ion during the ski
A perience, anrd the environmental Studies projects. The_y also have one day

>

in basic cross.-country skifing 1nst§action and practice before their three

I‘. ’ ‘

~
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’ ‘ *
day mountain experience in Granby. '

The mountain experience includes further instruction and practice T

ST NE e e ma e~

p

_in\cross-country tethn , along with training in basic first aid and ,

winter survival, map and compass, equipment care, environmen tal studies,
. A
and group problem solving. There is also time during one afternoon for
LY - \ R
(a short solo experienge. ‘ ) ' | A
Much of the lga?ﬁing during this program is cognitive and psycho-
[ - v 3
. motor. But it is highlighted and supported by the student growth which , *
N N
occurs in the affective domain. The following objectwes exp]ain the i
desired growth in this demain, and the behavioral indicators that clarify
this growth. / " . , ’ . {.
, Y .
’ N
/ — .
1. Students will develop his/her ability to deal with a group of' other « i
students. .
/{ behavioral mdicatof-s
a. helps to organize work crews for preparing food, cleaning {
up, researching projects b
b. in role of leader, is fair and firm; I{stens to all
~ opinions on a topic-of discussion, can draw out thdse
Q; who are noncommittal or quiet .
¢. student wprks to,resolve conflicts w1thin the group
d. student cpntributes to helping the groug solve-the - o
-7 obstacle hroblem \ . :
e. student pe out strengths of.other. students in . <
discussion of \group ‘activities - {
2. Student wﬂ& demonstrate his (confidence in his worth as an 1ndiviuJal ’ N
behavioral indicators: '
a. student indicates a willingness to discuss personally +
. meaningful topics with a group of peers
. " b. student wi)lingly accepts leadership in a ,Cross- country
‘ \ ski group of a discussion group
M c. student accepts opinions and, values of others ih discussmns
of controversral top1cs !
e
3. Student wiH acknow'ledge his: msponswhty toward inf]uencing social
- change for environmental awarepess.
~ , ,‘ (J y . "
: : I,
' . - .
N ’ dr \
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behavioral indicators: :

a. student takKes care to have as little impacfon the environ- ~_
ment as possible during outside activities.

b. after discussing the environment (ecologically, egonomically,
and esthetically) and prevailing social attitudes toward
it, the student decides on a personal committment to a_
national environmental organization, a local environmental
group, a school-oriented group, or a personal activity
such as letter writing to political representatives about
environmentdl issues,

/
SAMPLE FOUR o N
OUTDOORS ACTIVITY (SPRING, FALL, SUMMER): p '.
BEGINNING RIVER CANOEING , "r«"*’
b

, Greeley Public Schools | >
\.

Thé purgose of this class %éato have students experience the out-of-

doors through rive® canoeing. The student will develop skills in man1pulat1r;g

a canoe, understanding water and recognizing hazards, and observing safety

while river canoeing.

v :

The instructors believe that a course in river canoding affords

peoplea 1ifelong recreationdl activity. Proper training in this activity

encourages re

source of fyndiné\ié through students' fees paid to the University of Northem .

e N
spect for and enjé@vrent of the matural river environment. —
This class is aimed at young adults and older individuals. The /
o

Colorado. The length of time for the class ranges from twenty to forty hours” '

[}

(a three quarter-hours class). The class will use three instructors who

will supervise a total of twenty students per section.

&

P
The class involves one classroom session and one pool sessf’sn. The

remainder of class time. wﬂ/l‘bé spent on the Plafte and Poudre Rivers in class

. A\i and I1 water (intemational river classification system). -

4

The course covers the basic of equipment and clothina needs, hyppthermia 7

‘ . | . l C

\ \ s 14
‘.
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considerations, river hazards, and wate r hy.drauHcs. In the watelr, ‘practi
focuses on the fundamenta] paddle strokes, how to manage\a s;wamped boit,
canoe launching and manoeuvering,i aind downstream paddling.

In this program, there are objectives dealing with the attitudes
of students on the levels of individual, group, and environmental awareness.
The behavioral indicators for student growth on these levels are included.
1. Student will display a positive sense of self worth,

behavioral indicators:
a. student is willing to accept constructive criticism
b. student willingly admi ts own mistakes

¢. student is open to trying new techniques in canoeing

2. Student will demonstrate . a cormittment to functioning as a contributing
member of the group . < ’

behavioral indicators:
- a. student has fun, laughs, smiles and generally shows

s N he or she enjoys being part of the group
"o b. student shares responsibility with cance partner for
- care of canoeing equipment - > 5
c. student works in harmony with canoe partner to manoeuver
- the canoe . '

d. student looks after the safety of others in the group
, by informing others of hazards and helping with rescue
e. student is aware of the possibility of severe consequences

‘ ‘ to the group caused by individual behaviour,. and expect
, others to rescue him o

i 3.‘ Student will be open to the beauties of the natural river environment.
behaviaral indicators: NP !
3. Student shares sightings of wildlife other students-
b, student identifies to others the unnatural material that P
detracts from the natural environment ' .
= i
SAWPLE FIVE | -
. ¢ £ . . , yl
‘PROGRAM FOR "DISAFFECTRD" STUDENTS: \;
. SCHOOL ~WITHIN-A-SCHOQL (SWAS) . J

Mi tchell High School
Colorado Springs

l& {\ &
. w The purpose of this program is t& provide an alternative method of

1 v .

.' | 8
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education for up to one hundred sophomores at Mitchel) Hiah School. The
program is 1’nterdisciplinary‘ and focuses on the immediate needs. and interests
of individual students. The ultimate goal of the program is to have the

students expefience success in their sophomore year.
¢

Student geTection is based on individual request and/qr teacher or
‘counsqlor' referral of a student who is, for any reason, unable to adjust to

.

the )Mitchel'l environment. SWAS is an altemah ve for disaffected students
of all abilities and all levels of emotional maturity
The program offers five discipline credits, including English, social

-

studies, physical edupation mathematics, and symposium. Thegpproach,
however, is not subjezt oriented. The concentration, instead, is on basic
skiHs and motivational activities through the medium of 1ﬁter¢31'sc1pﬁnary
stady. The staff of*six includes an instructor in each discipline.
The program is not experiential by the familiar definition which

includes c\hanging the student's environment over an extended period of time.
It is meaningful experientially because it providgs the student’ the opportunity.
to take responsibility for his/her own learning. This occurs both within
the classroom and during {;\he day trips to the mountains or downtown. The
students have .not merely to{.f&ed these environments. They have conducted environ-
mental studiesy climbed rocks, opened checking accounts, and conducted
interviews as part of their responsibilities as SﬂArS students.

- ¥he primary problem of students in the \pmqram is motivational; and

the teachers in the pmgram have chosen to deal with that fundamenta] need.
They recognize that they must deve'lop some\:neasurable affective objectives
to demonstrate the program's impact and accomplishments. TheSe objectives
and their behavioral indicators are clarified on this page. |

1, The student will demonstrate a willingness to také responsibility for
his/her own leaming. "

.,\ . -0
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Y OUTDOOR PURSUITS FOR THE MENTALLY RETARDED: (:

v

#*

behavioral indicators:
a. stu;!ent tells staff when class activities seem 1nappvropr1ate
’ b. student recognizes the limits of personal abilities

2. The student w1H recogm‘ze and develop his/her pmblem-so]ving skills.
]

behavioral indicators:
a. student indentifies a1ternat1ve nethods for resolution of
a specific problem
b. student recognizes social constraints on individual activities
‘ - c. student expresses an understanding of his/her own learning
s success ]

-

3. The student will recognize and cultivate the significance of his/her own
group membership.

<

Qghaviora] indicatdrs:
a. student accedes to the ideas of peers or staff -
b. student participates in group decision-making
c. student talks with peers and staff about individual concerns

SAMPLE SIX

AVATRAC

Denver

The outdoors offers to the me?t:ﬂly retarded and other handicapped
persons a unique medium for personal growth and development. K is an addi- ~
tional, not a competi\tiv tool whose intergration intc; an existibg activities
tﬁerapy‘program can be inv luabl'e.

The physical environment has the advantage of making immediate and
‘v\ecessary‘demnds which the individual must res/pond to. Through active
barticipation in ancontmlled\envimnment. thg indiv‘iduaf agg the group .go
through a series of guided relevant challenges and experiences, that range
from increasing j;hei; knowledge and skills, botp intelTectual and physical,
to perspnal growth as an individual. '

\ ( ’/\
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In addition to the actual experience, pre-activity involvement and
follow-up are essential for carryi_over into the client's life situation.
Cross-country skiing, backpacking, camping, canoeing, and rock Lo
climbing are the &ftdoor experiences now offered. Activities such as map
and compass work, orienteering, group initiative gqames, confidence tasks,

etc., are present throughout the courses.

1. Student will come to have an increased sense of personal worth and

self confidence.

behavioral indicators: ﬁ
student looks after own safety ahd well-being
student is willing to cope with discomfort and stress
student makes. the most of a difficult s#tuation
student discovers that he can do more than he thinks
he can; student has success at something he never, thought *de
he would even try
e. student is abl;to laugh at himself about making mistakes , T

i -

2. Student will have an 1ncr.eased sense of independence

a. student is more willing to do thmgs without beina told
b. student 'is more able to take his own initiative
Pl

3. Studenfghas an 'i#creased abﬂity to work, .react; and socialize within a
group.

1

~ o
behavioral indicators: ;
i

. behavioral indicators:
) o\ a. student carries own weight and does own share. of the work .
\J ) b. student exhibits feelings of trust 1n a di fficult situation »
N

4. Student respects”pri vate property and shows. reverence for Tiving thmgs R

-~

‘behavioral indicatorS'
a. student refrains’ fronq\dnrupting exi/sting fences, buildings,

etc. ~

b. student avoids needless destruction of plant or animal life \‘Q\ .
‘ -/ c. student willingly carries out or properly disposes of
7, everything he orbshe brought in . ,/ !

- i ™
‘ < / :
‘n . ! ~ N . ,
P ’ ‘ _ISAMPLE sefb

r A N
) - . .PROJECT KRE - Developméng through Adventure, Responsibility and Education

‘s
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has set out to pit 36 juvenile first-offenders against #he bush and them-
selves to find that solution. ‘
Jim Purcell, a former high-school teacher, and Bert Moorcroft, ‘former'

s \\ar
officer of correctional institutions, have set up Camp Wendigo at a lake

3lO miles south of the city where the bays, 14 to 16, spend three months leaming
outdoor skills and survival techniques. ‘A '

The boys, sentenced to training schools by the courts, are specially ‘
selected for the camp.

' Similar wﬂdemess camps have existed in British Columbia for abo?;
10 years.' One of them, for boys found delinquent by 'the courts, operates
only on weekends. The boys are picked up at their schools on Friday after-
noon_and return to the city Monday mornings. ' '

-

The best-known camp in B.C., at Agassiz, is similar in operation to

' ,
* the Ontario experiment, with a strenuous training period ending in a survival

hike that includes mountain climbing.

PLEEEY

Préject DARE doesn't want to ‘make woodsmen out of the bqys but camp
organizers hop;(they will be better able to get along with themselves and
/ .

Part of the boy's experience is a four-day solo hike through the

society.
northern bush wjtilr only a knife, matches, sleeping bag and pouch of dry soup.

Organizers say four days alone and hungry can give a boy 'tim_e\ to think and

\
w straighten out. “ )

"We show him how to cope with the impossible with the 1

\

Mr. Moorcroft.
In their first month, the boys first spend 'lf()\hc‘urs in the\classroom

. - ' { .
ythe spartan logging campfhiaming to build fires, handle axesé;nd ake .
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b 4
shelters. At the same time they practise outdoor skills.
<
The routine begins at 6:30 with a three-mile run before breakfast.

The \boys were taking moming dips in Lake Wendigo until November, when the
ice got too thick to op’en up easily.

In the second month the pmject‘becomes Outward Venture.i in which
the boys are pushed beyond their normal physical limits in mountgin climbing,
canoeing, marathon hiking and survival exercises, including the four-day
Frek‘. . ) . “, ¥ ’

A check is kept on the boys during the solo,survival exercise, Mr.
Purcell said.

\ ‘
Twelve boys start this week on the 90-mile snowshoe hike frop their

camp to a bed project DARE camp, north of Parry Sound.

The third month is a winding-down period called Community Involvement

»

, t{,) brepére the boys to hit the streets aga_in. They participate in hockey

games, visit the Canddq\rgnpower centre and the Canadian forces Base in

North Bay, and do forestry work for the ministry of natural resourcess
Yol
“In the bush they have all worked together md now we want them to

see how peop]e in the community band together," said Mr..Moorcroft. In'
the final mqnth the boys a]‘s:o look after groups of school chﬂdren who
come to the camp for outdoor education.
°  "Our kids have to accept thg responsibility for other kids," said _
Mr. Purcell, | s ) \ o
Camp Hendigp, in dperation since last May, has‘gr;duat.ed only 15 *

boys, so it has few\resmts by which to judge the success of the program.

The staff can judge only.by the promises from its graduates who/(
N

have said they'll be back --_ for a visit.

[
Onﬁ can readily see that these projeets undertaken for students

r'anglng in7age from ten to young adu]thood, are a complete antithesis to Hahn'.;» ’

v

- [
<
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‘possible way in a;sisting handicapped individuals to gain self-confidence in -
” .

. PART D: LATE ADOLESCENCE (POSTBECONDARY)
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declines of physical fitness, initiative, care and skﬂl., self-discipline
and compassfon. ln’ each sample, whaf is offered is an 1mportan;c antidote
in the Opportunitie§ they provide to combat these declines, more prevalent
today than when Hahn first formulated them almost five decades ago.

To pl)int out specifics, the eleménts or characteristics and goals
common to the experiential framework as outlined in the introductory chapter
are inﬁerer;t to one degree or angther in each of the samples given. Sample

two stresses environmental contrast; t jrst.mode] employs coping with"

the unfamiliar, that is, new knowledge and skills through direct participation;

- the fifth sample does much for enhancing self-concept, understanding the self .

and identifying-one's strengths; sample three .contains opportunity to exper1ence"'~,

small group context and the use of authority and the nature of authority trans-
/

actions, leadership and followership; model dix utilizes stress in the best *

their egery-day lives; and the seventh pm}‘qgt cited 1§‘d1rectly related to

Hahn's comments on harnessing the energies of ado]es?:en\’ce -aWinquent-
oriented temptations, as he expfains fo]'lbwing the p;)em by Tennyson—given L
just prior to the presentations of the §amp1es in this chapter. It is evident e
that all of tﬁe brojec $ involve physical acgvity, and wherever possi'ble, ‘

in the-donfain of attitudes, a.re-orientation toward aesthetic a reciation s ‘

and environmental awareness is underlined.
) Sample four is geared to the young adult or/college-age student

primarily, which leads me to the final part of this chapter.

o .

I‘f it is o'{ssib]e that in our chr;elrtt culture, there is .inadequacy of
Ve \ :
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recogni tion in properly educating the young and, if our secondary
schools require richer experiential” exposure beyond the classroom to contri-

‘bute to a strong, well-developed identity, then I believe that the college

. and,univérsity years have a formidable vesponsibility in concluding the {ndi-

vidual's formei‘ years of schooling. The potency of this committment is well-

1 % .
expressed in a letter to The New York Times of January 8, 1948, shortly

after thpe death of Alfred North Whitehead:

7

»’ N
They (universities) are important if the
institutions . . . are important to a so-

ciety. Who will deny that Professor

bfnitehead was right in his belief that

the fate of the intellectual civilization S ,

of the world today is to no incon- .
siderable extent in the keeping of our uni-

versities? 'The Aegan Coastline had

*its chance and made use of it; Italy had

jts chance and made use of it; France, . . -
England, Germany had their chance and *
made use of it. Today . . . (we) have . . . -

(our) chance. What use will (we) make ~
of it ? The question_ has two answers.

Once Babylon had its chance, and produced
the Tower of Babel. The University of .
Paris fashioned the intellect of the o
Middle Ages.' A ,

" " The awful question that confronts . . . -y
universities is, What are they ‘d%ng o
with their power and their duty?

Enrichingr)and enhancing the experiential factor for the adolescept’
is vitally important to cultivate a wel1-rounded individual, as h;s been
pointed out earlier in the thesis. This éorrponént is 'no less important
a‘t the higher levels'of%ducation. Often, it i; assumed that the student
in co]lhege and at the early miversityllevels"‘is mature,.has experienced
‘Tife su—i;ficienﬂy to know what he' wants and the direction he.is going in .

I believe this assumption 1s:en“e created for. convenience ind expediency. In

[ ~

"l practice, more so today thah in prévious decades, when there are more options

- -

4.\: , - . , B L]
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to choose fmm. more avenues to follow for being contributive and producti,ye

to society, the assunption falls terribly short of expectations. Sch\wat;k

in his discussion of "privations" makes a good case of this.”
"A third, even more vicious in its s/f'de e”?fects. consists in our

widespread insistence on early commitment By students to a 'major' or field

of concentration.“50 he ‘states. We cannot expect “the student to make such a .

long-range choice when he has ‘;\ot sufficient techniques of scrutiny. The

quality of his awaréness is so Hmited, so%:rse in experiential deveiopment

at this ;)oi‘nt in his academic career and tas ‘1n§" of 1ife, that to place

the burden ¢f commitmeht upon him so prematugely can only lead to thwarting.

of potentialities and discovery and explorations of one's\possible talents.

For mst students deprivatio‘} of experience and insufficient positive |

"exposures continues too long into his college career as seen in the contems

porary curriculum context. He or she is still in the process of measurina,

testing, analyzing Gn‘e@self against others (peers), professors and other. adul ts

“in his Tife, seeking valid models to emlate, discard or modify within one's

own needs and surfacing capabilities. s

/ ‘Without experience, the pressure to Ehoose his/her field too early
can result in frustrations which provoke "lop-sided” choices, later regretted

and often difficult to change. Not properly b3ssessing the attributes to
] . .

" select, lacking satisfactory altematives in making the "right" choice, still
struggling to secure a stable (and confident) sense of identity and sel f-worth,

the student "grabs" at a fleld and clutches desperately. producing c]umsﬂy

h 4

jpa fractured (at least fractured at this 1evé‘1) curriculum.  Only with

"richness of experience. leading to good judgment, “51 can the student be in

t

a good position to.mke such A’chmce and this takes tme, qui danceé®.and

development o? specific skills as he/she expenence he curr’icquanhwh

'should be in% grated and evolving right through un'dergraduate yearsél rather

- * Pl
. R

- . * 4 . J - "’
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than bits, pieces. and insular packages bearing little or no relevancy,

connection or alignment with other courses and departments: ' .

As far as "courses" are concel;ned, they gre s\o st\*ucture'd,'no
doubt for the sake of expediéncy’in terms of faculty and administv'ative;I
fipe and economics, that little or no room is given for the“". ... conndcting
with actjons ‘and undergoings (real and possible) in;lolvin‘g the inward
side df experience as well as the outward."szl Su'ch privation of 1nte11gc-
tual, academig and scholarly exerbise and opportunity limits the ﬁtudént from
coming near to being able to find'"that merger of two (pmcessqs) which

~ X
constitutés the conscious experience of having had an e.xperience;(‘53 that is,

a synthesis of the inward and outward sides of expertence, 5;-., ';1n‘tema1ization"
to use the term given in defining characteMstics and goals of the experiential
mode in the introductory chaptelr a:ld in the previous part of this secti.on.
Those r;esponsible for desi_qning curriculgm and 'car:-ying out its
content must maI;e every effort to ensure that these privatfons are ab\gent .
or at least minima]A. As Schwab puts it: ‘ \ .
2

These undergoings and actions will_have : -\
included experience of actions which develop "

competences and.of undergoings which consist ‘ ' . .

'

\ of awareness of grming competences, incre-
Bias ments of ‘selfhood. .

It seems that if one waﬁts to talk about thettruth of facts, one
must be more profound than to phrase an argument in terms of statistics.
A fact may be accurate or inaccurate, but it takes its meaning from the
pattem in which it falls. Facts by themselves, are not simply true Mntrue.‘
Al on;e can say i5 that a fact is related to something. Rollo May argueé
that even our capacity to perceive relationships, which is the base for
our capagity to see the meaning of facts, is dependent upon the sensitivity
and 'the flexibility of our human consc‘i‘:)usness.55 He states: . .

’ "1t s amazing what kind of dictatorial .

- . J ) - -

-




: and‘refinement. One of the most basic of these is that a person is a
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power we professors have over these crea-
tures! When ] read arguments that train-
ing psychologists and psychiatrists is
simply brainwashing, and getting a PhD
. is a matter of being able to endure brain-
* washing, 1 realize that no matter how cyn-
ical these arguments are, there is enough N ,
truth in them to make us professors lie ‘
awake from time to time at night., The
perpetual piling of facts on facts that
‘my graduate students have become adept at
made them lose 1medigge relationship to
their subject matter.

The experiential mode in higher education makes certain

assur_pptions about human nature and its potential for increased definition
)

function of his relationships with his surrounding environment, be it human
or nafural. This was broadly explicated in part b of this chapter in the

4
discussion of ridentity-seeking. The older adolescent should be encquraged

to attempt to see man as a holistic entity, both conditioned by and determing
' ~

of the world_around him. The individual becomes a "product" that is in need
of coﬁstant redefinitiqn through the relationships which he establis_hes
with himself, with others, with his {mmediate environment, Awith nature,
and with the larger collective. In this text, Max Lerner relates the

following:

At my.owmn university, at Brandeis, the
most effective course we have had has been
one where, for a period of eight to . -
ten years, we brought a succession of men
and women to the campus, one every two weeks,
not to talk about issues or problems but
about themselves--their lives and careers, - .
about the decisions they had to make; their TN
failures, their despairs. We never had
roblems about motivation with the
in this course--hundred of them
flocked tonget into these meetings bécause
they identified themselves with livina .
*  human beings had made their mark. It

[ 4
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was- hot the sucdcess that prompted the stu-

dents to identify themselves with these . L
people, but the working image of someone

who had given themself to something and had

therefore found something. I am suggesting ol
that the process’'of education had better

not exclude this kind of incandescent image

between teacher and student, and between

the student and people out in some field, ) .
whatevgr it might be, 1g which the student {
might Tater be working

Students “in later adolescence seem particularly respo'nsi‘ve to the
conbinai;ion of physical stress, mental challemge, group”encounter. and
individual awareness that the experiential mode, as defined in this thesis,
is'"designed to promote. At this point in their development and growing

awareness, they are receptive to the exploration and resolution of problems

-
c_and chaﬂenges that have to do with living, that define the actual complexi-

ties and workings of our social .prder, and which makes more flexible the
boundaries for their own personal growth and cbojce of values.

On a personal level, the st;:dent is presented with opportunities
to confront himself in a nu;wber of stress-inducing situations such as
rockclimbing, peak ascents, wilderness camping anqhtravell, all conducted within
an unfamiliar and demnd{ng environment with others with whom he is umaquaknted
and sometirpes in conflict. The individué] is encouraged to develop a method
of function;ng which enables him to make choices and sacrifices, endure
deprivation and discomfort, maintain 'f/lexibility and resnonsiveness,
and persist in a natural style and pace which is suitable
to his strengths and skills when confronted by difficulties or obstacles which

must be-overcome. These elements are found in one form or another, in the

4

- seven samples given in the previous part of this. chapter.

Earlier in the thesis, reference is made yahn's concept of the

"vital mix"in the Outward Bound movemént. One of the challenges in the

experiential programming for young adults, as defined in the introduction of

=04
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of the thesis and later 1:n the history ancf evo;uticp of Jutward Bound, is

1nteract*1ng for an extended period of time with individuals from different
backgrounds and 1ife styles other than one's own. 'The encounters that take
place because of the stress of the enviromment and the act{vities ‘desig'ned

———

to explore that environment help make a person aware of how he comes across '

to others, ‘Through tpe shared awareness and the interdependence such ex- g

periences foster, (one recalls Howe's discussion on emphasizing cooperation
rather than competition in our educational system earlier in this chépter),_ ’
individuals relax mény of their usual restraints and become more open.
One tends to become more sensitive and responsive to others' feelings
and ideas, and more willing to share tasks, danger and mutual responsibility
for the safety of the group or sSuccess of a group endeavour. This I have
found when designing and implementing experiential programs in the out-of-
doors for various groups, and such results have been substantiated in numerous
interviews I pavel conducted over a five-year period ;n'th returnees from
‘{(utward Bound programs, both junior courses--ages fourteen to sixteen--and
senior programs from seventeen to well into adul thood.
The wvalue of the experiential mode as explicated in the thesis

for later adolescents, ' '

. .. lies in providing for increased ap-

preciation of human and physical factors

essential for the continuence of human

Tife. This is a notion of survival in

the broadest human sense of history

and culture. As a contemporary phil-

osopher has noted, today's students

have not relinquished their desire for

peace, security and good will among men.

Rather they are concevrned with more immed-

_iate and personal questions: what kind of -

life to lead, what kind of values to hpold,

what kind of person to be.

Obviously the answer, since our society
no longer provides tradjtional quidelines,

et 5 e e P v o i cn e

must be a highly personal one. But it ’ _."ﬁ‘"
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seems to the ultimate benefit of our so-

ciety to see that this search is con-

ducted in the least constrained of circum-

stances with the greatest clarity of pur-

pose and to insure that the answer arrived

at has been subjected to the trial of o .
actually being put into practice and ex- - 8

amined in all its effects and implications. “

The foregoing discussion inA relation to students who find themselves
in institutions of higher 1earm'n§, or at the stage, more precisely, immediately
following i;he secondary school years, is both an-expansion and intensification
of the observations made in parts A and B of this achapter. If the segrch
for an} integrated and satisfying identity in our schools and society is
subject to complex challenges for the-early and middle adolescent, it becomes
a crucial process for the older student who stands on the threshold of
young adulthood, eager and anxious, but unfortunately, not always well pre-

pared to take his place in the lar;ger co'l]ective

Altho‘bh this thesis is primarﬂy concerned with the expementia]
modé in the out-of-doors, 1 can find no better parallel to.sum up the
significance’and clarificatidh of experience in adolescent education than in
the following recollection by Rollo May; its appropriateness to conclude
the essence of this last ‘part of the ,fhird chapter is excellent.

In a mad, frantic acquiring of sheer facts, where is
e the adventure of thinking, where is the joy of stretching.

.the mind? The student's urge to explore is lost under »
a compulsion to acquire. In this connection pemit me
“to reminisce, for I cannot forget the moments in my
intellectual deve]opment in college days, when a new

' idea swept into my ken, &n idea that I couldn't forget.
I remember the tremendous feeling of adventure - such
as a country’boy feels, perhaps, on commg into a city,
where suddenly the world stretches out in a way he_never
dreamed it could because he simply didn't know what a
great city is like. In those moments that I remember,
‘even the trees looked different on the campus; life had:
a different quality and a different form. [ remember
" down at Oberlin I had a:class in Greek which meant a
great deal to me. Until” then I thought Homer- was something
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b oo

e ol




,\/

- S L

that Babe Ruth knocked out so many of each summer, S\
"but’ at Oberlin 1 discovered the Greek poet and: found
that he wrote in a language of tremendous genfus and
depth. Our Greek seminar was held in a little room in
a library, and in the center of the table around which
-we sat there was a Greek vase. I had never seen anything

like it in my whole 1ife until then. I remember gazing ' < °

at that'Greek vase hour after hour, and beginning to

gxperience that there was form, there was sensitivity,

there was harmony, there was depth that is called beauty

by the poets and the artists whom I had never known,

but whom now I’ could begin to take into my mind and spirit.
I's

Something of this sort happens to all of us, perhaps
not often - that is too much to expect - but once in a
while; and that once is worth more to most of us than
a1l the rest that happens -during the year. Now this
precious experience myst not be lost under the compulsion
to acquire. Fortunately, in the Greek seminar I remember,
our professor knew that more important than acquisition
of learning how to conjugate Greek verbs was the fact that
we sat together around Xenophon and Plato and that Greek

vase. There we absorbed some new vista of consciousness from

the -tanguage, from the vase, and from the community of
spirit with each other. We picked up a vision of 1ife that
was to be of tremendous importance for.us. Of course our
teacher had faith that we would 1eam our verbs and our
languages much better because our leaming was motivated
not by the desire to get a grade, but rather by the experi-
»ence that here was a new world in w%ch his students

could dare explore and participate.

-~
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' CHAPTER FOUR
AN EVALUATIVE, SUMMARY LT
6o -

Hawving traced the 'origins ;f concept and practice F)f the .’

: experient1a1 modé in. education of adolesdents within the franework of

.this thesis, and p]acing these in a contemorary conbexf I feel 1t

|
| b

mecessary to conclude with more than just a brief comment ry or review. . \‘

\
A summary in which to synthesize the~mater1a1 presented 1'$ necessary;

however, [ fmd it important that some pmcess of: eva]uatﬁon be given
!

as well in the form of questions and constructive crihcism as pertdins

to the mode--its 11m1tat1ons and potentiaHties ’

There is no 'perfect” system, plan or method; no"tdeal” curriculum
that is not w1;;\ouf some reproach or bey:)nd need of revanping or re-vita‘liza-
tion every once in a while. Tmengnd circumstance change needs and modify
contents ahd concepts. The .mpde gf approach and expev‘ientia] premise with
whiclf\' this pape'r is concerned is flexible and adaptal?/le, whether- geographi-
cally, historically, or culturally as evidenced by“tﬁe infermation given
in preceding chapters. Universal® applicability basyed'cn irrefutable
foundatfons in treatment of adolescents, at eny tirﬁe, in almost any place, ¢

is my aim, more so of course in Westem c1yﬂizat10n as we know it now, and

the educational institutions and systems within the cul ture of that tiviliza-

tion.

-

- '

Huebner offers six kinds of language used when we are deaﬂng with

A

curriculum, and the design (s) presented in this research, based primarily

,on the thought and work of Or. Kurt Hahn and his predecesors, can, in one

g

-

o At war
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way or another\be described in those terms. ! I am well av(re that.

'

what | report aﬁd propose in this thesis, is to an extent what is des-

cribed vbelow, as .*\

4

e

.« . . designs {which) are value-oriented state- :
ments. \The literature is replete with suggested L
‘designs.\ Designs, in copfrast to epistemlog- :

. ical thedries or reality-oriented statemepts, . '
attempted\to project a theoretically based pat-
termn of experieritBs as desirable . . . designs are
implicit and sometimes explicit.

In pointing out certain needs of the adolescent in our'pnesent
society, and advopating their fu¥fjliment without violating basic readi-
s one "type" or curriculum takes/precedence over

-

another. For example, wst present- day schools 1nplement some of, each of,

ness, 1 know that at ti

the foHowinq five»orientﬁtwns .the develbpment of cogmtwe processes,

a technolog1ca1 approach \self actualization, ‘or curriculdm as consummatory

experience, social necon‘stt\-uction relevance, and academic rationalism 3

Concentratmg on one over ai other does not imply "fixation" in the neqative

sense. What my concentratigns are, as emphasized in this research mere,h/
‘%

-~
e e e W e -

makes it possible to,.

'profile’ ex‘istinq curriculum”and to,
consider the dominant thrust of the curricu- ¢
Tum being (presented and/or) planned. \!@N;ua]- "
1y all curricula that have been produced Will
reflect different degrwes of various orien-
tations. The descriptions pmv1ded . . are
(oftentimes) presefted in their 'pure' forms *
for purposes of clarity; they function as
educational prototypes. In the real world
such 'pure' forms are ‘seldom found.
we have to think about, reconstruct, re- i

i

organize and transform our expériences--to borrow from Dewey--to be

PR DU S O T

Yet to understand thqt

educated, to truly learn something through, it is aften necessary to

deal in quantum leaps, in stepiby-step procedures of concentration. to
move successfu]&%xom point A tp B to C ete., sﬂgcessfhﬂy. Schwayb‘,

| ,
) T . '
- © - . el
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in dealing with his cc;’cept of the practical, cautions against over- '
simplification qf such conduct:

. The method of the practical (called 'de-

liberation' in theJoose way we call theoretic

methods. 'induction') ¥s, then, not at all a

linedr affair proceeding step-by-step, but

rather a comlex, fluid, transactional disci-

pline aimed at identification of the desirable y

and at either attainmegt of £He desired or at v
ilteration of desires.

*

4
However, ;if it i true that we are the sum total of our, experiences,

L%ach expgriené adds to our hopefully ever-chanaing, growing, sum, total
self. Thus, it becomes necessa'ry to sometimes isolate each step, part, or
sum of expér%encé in order to fully _qnaSthhe total gnd what it represents.
Ths procedure too, can act as a guid? as one moves férward or upward in
evolutionary understanding. In other words, to usea/ngtaphor,lone Taoks D
at the complete and final growth of a tree before it begins the process of
degeneration. To perceive its fully-matured state, one has to know of
its original seed, or the gradual growth of moss on a rock, ;tage by
stage' aé it finally took root and flourished and spread, year by year, hori-
zontaHy and vertically, often in a simultaneous process as with the growth
o#‘humans, mentally and biologically, emotionally and physiological ly

Therefore, strictly for reasons of clarity, convenience and pre- )
cision of prese;ltation, I chosé to divide the paper into parlts and in some
instances, s'ub-section_s. Each chapter and sub—sgction , u]timd‘f@y, is not a\i
shalrply divided or separate area of grqwth unto itself. Or, as Schwab ( l
explains when speaking of educational establishments and ‘corpo:ations in
general, which I relate to components in total human growth: ‘

Each depar'tment of the corporation, in '
short, is not responsible for its own

problems. Each other department also has \
a proprietary interest. The terms proper

.

.. R . 3
}f ~
B g




ness, semi-mldemess--is based upon Dewey's dictum that)‘{eaminq 15 ‘_
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' to each department apply also to prob1ems ' ™ , v P
¢ of other departments. The corgoration s .
parts have organic copnection. . s '
N LI
When one's self-assurance bprders on the ridiculous in these § .

1 . R
matters, one can rely on pewey to help regain a healtha perspective.

L 3
Jie cannot admit too fully or too freely .
the 1imits of our knowledge and the depths .
. of our ignorance in thesé matters. No one
. has a complete hold-scienti fically upon
the chief p ycholoq}ca} facts of any one
year of child life.

At ghe outset of this thesis, 1" ackfowledged the wide range of
activities that could be considered an 1'ntegraLpuLoLthe—'bxperiential

mde of learning. Concentration on the use of the outdoors-«rural » wﬂder-

~

”»

thinking about experience,” as dehnea;ed in the "Xntmduch on." As i
Kesselheim clearly explains, the rationale for using outdoor programs -

in the experiential framework has to do with reducing the anbiquit’fy of

L

out:comes.8 Most persons-sharply contract their span of attention when they

mve inko iioptrasting environment such as’ a wﬂdeh:\ess setting, T;iey.
tend tj’, concentrate on such bgs1g considerations as keeping warm, being

safe, getting adequate food, providing for shel ter, ‘staying dry, and get-

ging from point A to point B, There is -a sharp nedu‘ction' in the number and _
conﬁlexity of variables between one's normal envilmumeﬁt and this".,sinp]ivﬁedl"' '4
environment. (fhe wilderness is, of course» no Tess coancated an environ-

ment th}n an_y other. It 1s the contraction of one s ‘span of atténtian i

. v
that causes it to .appear as a simphﬁed environment) In a conventional e

' setting, one may have to deal with hundreds of va'riables in a day; in the

sinphfied context, the nunber of variables may be reduced to 8-12. As a"
result, outcomes are c]ear\ir and, moré ea?ﬂy understood. - Cause-and-effect

relationshiPs are §harpened. At the same time, when physical activity

- . T ‘ -
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is being used as a/ve'hic‘le for ideas, the outcomes o; one's behaviour
are made clearer \tao. -If one 1s résponsible for anchoring a certain
kind of boat, it 1s quite ob\dous whether one goes aground in the night

or not. Therefore the 6onsequences & behaviour are much less ambiguous

2
r

than they tygicaﬂy dre in one's. nMvironment. .
More specifically, it may become apparent that there is a discre-

L

_pancy betweﬁn one's " virtua] "self- jmaue in a conp1ex environmént--vul-

7,nerable ratwnaHzation as it is--and one's" real " gelf-image as perceived

4

in a sinphfied environment. Given this greater clarity about one's behav- e

\ iour , one has an opportunity to ify it--if one chooses to do so. .
<

k.
‘Ne: A well -designed outdoor 1eamin‘§‘ ekperience typically follows a

S

tﬁaw~~- ‘Shift --- freeze cycle, which is very compatible with this phenomenon

of reducing am#iguity. 9

There is an early phase in which some asgects of
conventional wisdom and conventional behaviour patterns are called 1nto'

~question by heing disconfirmed. For example, it might be sugoested that
rﬂnn@‘in a group s not necessarily .a competitive exercise. -Or one may

n‘ﬁed to learn the danger of sweating in sub-zero weather, The process, of
- , {

[

L re-examining one's e assunp'tions is helped subs%antiaf]y when one is
11nvolved in situations requiring new skills and new knowledge. Having
established reaoiness-in this way, a transition phase then offers 1nstigh€
* into altemative behaviour--or attitudes, or skills. Still later, strate-
ugie’s must employed to stabilize the ne\&)ehaviour so that it may be - 7
retained over tige. This ﬁna] phase- can, and probably should, extend
well beyond the for'mal termination of the.learning experience. In a typical,
Outward Bound course as they are present]y designed, the last phase is

* Just beglnmnq&durmg the c'losmg two or three days of the scheduled

-
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“est.’ Tt has to do with the body as an agpect of self, on the one hand, R
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: t
Et is possible to develop a facility for transferring insights

relating to human interaction from the simplified environment back into -
one's normal setting through‘the use of generalization and .analogy. A
s%nple example would be to draw a comparison between the specific respon- L

1

sibility .of the skipper of a boat when sai]ing close to a lee shore,

’

and that the generai aspect of leadership requires a leader to analyze ]
and def1ne a s1tuation It is readily possible to train individuals in

.the use oigth1s creative skill. Once acquired, facility in bujldinq —
analogies can become enormously useful{ . o

There is one particular area of transfer which is of special inter- ‘\

and total self, on the other. To a remarkable dearee, it appears(%o be . .

true that what one thﬂnks and feels about one's entire self is greatly. o !

,* \
influenced by what one thinks and feels Ybout one's body. There is a small

10

but growing body of, research which supports this point of view. If this

<

SN e R g e

t ' L
is the case, one obvious- and very direct strateqy for strengthening self-

éoncept is to enable people to héve succesggul experiences with their <bodies.

(This strategyﬁappea;s particularly approoriate for ﬁersoné who are handi-

éépped--wﬁéther physically, mentally, or emntibna]ly--and who, therefore,

have some reason'to believe that "God skort-suited them in their i§§ue."

See the seven samples éiven in Chapter II1 of the paper regarding middle adoles-

cenée). If 1 can manage successfully to rappel down that rock face-- { )

a maneouver that at fiyst struckvme as being 1npossib1e-—perhap§ I can

success fully' negotiate other difficult experiences in my 11%e!
A*further point, having to do with the growth of self, stresses

the 1mportance of interaction between the self and others Among modern

¥

psycho}og1sts, there is now widespread agreement upon the principle that

-
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/" the self. is defined, nyrtured, and maintained--to whateve;jixtent these

&

fumctions may occur--largely by means of interaction with other individuals. IL

" 1 leam to know who and what I am part]y by observind, through imaginary

‘

detachment, myself engage in transactions withnyou, and part]y‘pyainternre—
ting yourﬁ;eactions to me. Wﬂenée, the vital importance of the small group

lohtext for outdoor learning becomes clear Growth» in self-concept and .

self—understanding are confingent upon 1nteraction with others.

Lastly, here, L wish to summarize what was stated in my Introduction

/

: regar&ing the intentional use of s ress as an/educatiofial tool, praticularly
as to the relat1onship between.gtress a d the goal .of intermalization.

Stress can be employed dn three different ways: a) It can&funttaon as a

catalyst in the early stage of the thaw --- shift --- freeze cycle, to

L stimu1atejé desire to change. If. I become hopelessly lost in a fog during

N - N4
a tow-out drill, my uncertainty as to the need for navigational skills

suddently vanishes. b) It can function as a motivator for intermalizing

new behaviouf. If, later in the cycle of the learning experience, I acain

encounter fog, but this time not during a drill, I have a second chance to

&

learn whehhér I really understand and can apply naviqation&i skills, 1

may then realize that verbal comprehension does not suffice, To be of

value, the skills must be available for use. c) It can function as a
self-checking device to ascertain whether new behaviour has been internalized.
1 probably.need at least a third experi;nce in fog before I’can be confident l

N §tres§, then, when it

that I am able to serve reliably as a navigator.
is understandable and, in a sense, Eontro]]edgﬂ;an be a versatile and"
poté?t tool 1n(§pe_kit,of.the gxperienti?j eduéézsr.

‘Concluding this part of the summary, one must review what was
outlined in the Introduction and reflect pon the historical, evolutionary_

and applicable samples given earlier in .the thesis, in order to understand

b

13 1‘
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that the precepts given in outdoor, and general leam'ing experiences,
are means employed toward the achieyement of ends. Tﬁe response to "Why
outdoor learming", is that it is a rationale for this type of experiential
educatic:n built around the points of connection \Qgtween means and ends.
To the extent that the argument succeeds, it demonstrates th‘e‘kind of
relationship suggested by the model, "If you do A and B, then X,Y, and Z
ﬁérhgpsx.an bg'made to occur.” Kesselheim gives us a brief illustration 0f
this. o RS .
. " uther, you've get to put more of your we'igh.E»on yc;u‘v! '1eq;s. They'ré

much stronger than your arms.” The instructor was talking to a fiftyish-year

old minister, who was peéring out from under a slightly too-large, climbing g

helmet at an over-hanging ledge directly above him. The climber was
about three-fourths of the way up a granite face, located in aff abandoned

quarry on an island in Penobscot Bay. He had reached a point of impasse,

. »
“and was clkinging grinly to two har@?g}is 1bcated just far enough apart so

that he had to strain to reach them. \Finally, after about'*'ofif n minufces

and two exhausting falls onto e belay rope, he was ab

round the obstacle. 'ShOrtb; thereafter, gasping but triumphant, he‘ pu]lgd
himself over the top of the climb. ,.’ \ |

At that\point. the minister, who was participatina in af*QOutward
Bound course,-tt,hought of the incident simply as a grueling but exhilaratina
physical experience. A few days later, however, while spending a period

of time by himself during "solo,""hé had an opppo'rtunity to think agaih
. [ 4 “

. about his Morning on the Rock. ,Suddenly, he had a sense that his life back

home bore some resemblapce to the climbing experience. He'realized that,
time and again, he hﬁ

ten himself into difficult situations, from

-~

which there were at best only two ways eut. Either he would admit faﬂure

L ]

~

-
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and back away, although occasionally even admission of defeat proviQed

no resolution, or he would muscle his way ‘ahead at the cost of_super-human'

. effort. By itself, this flash.of insight intoﬁa recurring pattern of behavi-
our did not p;ovide 2 remedy. But, if remed%ation is dependent upon under-
standing, the minister's heightened awareness of one of the dynamics in

o

his- own 1ife i% an increment of growth of: fundauenzi% significance,.

/

12 -

What has been‘outlined and explicated here \and in the phger represents

a §unnary account\of an effort to think through a sys;gmatic rationale for
suéh a 1earn1ng mode. By and large,‘it deals with oqtdoo} education in -
termé of “what is," rather than in terms of "what might be" or “what should

»

be." What has ‘been descr1bed with some care here presents that which is -,
current practice already in a good many p]aces It is notscontingent upon
some fumther developments which have yet to happen

" At the same time, it is not being sugqesged that the ra;iona]e
offered in this thesis is necessarily the only ratjonale or the best ration-
ale. Clearly, there' are other approaches ta’ outdoor and experiential
Tearning successfully being carried out, with different outcomes sought
. and differing rationales applied.

In researchi g, developing and presenting what one believes to be
“right," I know it 1s not right for evehyone, and that if it is deemed "good"
through one's findings, it might not be so in absolute terms. and if an
idea is neaningfu], I fealize this is not the case in all 1earn1ng situations.
As with anything else, sis can fall apdrt, and has, when the crux of
‘it has been practically applied to cer;ain indiv%dua]s. This does no{ neces-
sarily mean failure oe?thejpart of the hypotheticai claims. In experiential

‘1earnigg, particularly in an outdoor setting, the opposite

effecté of what has been propounded in‘this paper can easf1y transpiref
. /

-
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Tho;e of usé who devofe much energy and commitment to the experiential

mode in the educative process, especially developing designs in the out-

_ of-doors, are perfectly aware that:

. . . the out-of-doors, viewed unsentimentally, is per-

fectly neutral and quite amoral.” It can inspire poets,

but it can also turn out barbarians. Country life

will give you a John'Muir or a Mao Tse-tung. -For some,

the outdoors means fun and exhilaration, for most of

mankind it means drudgery and brutish existence far

removed from the security and stimulation of civili-

zation, which, by -derivation, is urban., Exactly

the same comments apply to outdoor adventure; an iden-

tical kind of exercise and an identical kind of topo-

. graphy can develop either Queen's Scouts or Hitler Youth. So

Lo we have no panacea here, but merely a wider oppo;gunity, another
' occasion, for effective, educational leadership.

There has always been, and no doubt will continue to be, critics
of the Outward Bound precess and the movement itself. Generally, I

have found criticism tingedeith cynicism emanating from those in their

- Jate 20's, and criticism of a more constructive nature derived from par-

14

ticipants in their 30's, 40's and 50's.'" The most. receptive to this

type of experience has been the adolescent between 14 and 18, and those
‘of early college, age roughly between 18 and 21. N

As the youngest and-most impressionable member of.qur
patrol, Jim was greatly attracted by the Outward-Bound.
philosophy. - Joseph Conrad had written that at some

time every youtH™ust experience events which 're-

veal the inner worth of man; the edge of his temper,

the fiber of his stuff; the quality of his resistance; (ﬂ°
the secret truth of his pretences, not only to him-

v self but to others.' Jim was at this stage. He

. met every challenge with great enthusiasm, always ke-
—~ eping up a stream of questions not only concerning
Qutward Bound but about 1ife in general. Some would
consider him naive and indeed Tom and Phil took

great delight in spinning, for his benefit, outrage-
ously exaggerated stories' of travel, adventure and wild,
wild women. ' They would agree, however, that Jim was

a perfect example of what an 18-year-old ought to be;
curious, full of energy, -respectful toward those who

had greater knowledge. but unwilling to be pushed around
or treated condescendingly.- In brief, he was @ refresh-
ing change from so many long-haired, emotionally

“ue o
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drained, cynical teenagers who appear 'to have seen

through their parents, education, and morality and

finally, having concluded our social system is ridicu-

ulous, are now probably wandering up and down Main N
Street wondering what to do . . . Some 18-year-olds T
leave Outward Bound feeling they have just d1scovered ’
Truth, (how insufferable they must be when they get

back to their schools, families and friends!). . While

Jim retained most of his original enthusiasm for the »

experience, I doubt he will ever become a .disciple,

of Outward Bound,, but if he does;.at least it will’ bell

with some know1edge of the objections to the nnvemént

Outward Bound is criticized somet1me$ by people who have neVer |
beep’ on a course and these ob1ectwons can’ be dismissed qu1te eas11v
For example, it is not a tra1n1ng camp for commandoes nor does 1t .appeal
particularly to .the fool1sh .or the foo]hardy The program is tough, but‘
even the worst moments are not as strenuous as some football ;raiﬂ%nq

» N ’ ‘
camps one might have endured in high school and college days. And ohe'

should not be considered a daredevil for Settinq ouf'on an adventure ﬁ‘”éﬁ%'
after sober and careful provisiohs are made aaa1nst mishap. Such a/ﬂézeon'
is really a practicing opt1mrst a man of faith, for adventure tends to
strip us of il]usiohs abodt se]?—in@oriance and personel security. Others
have cr1t1c1zed Outward Bound @; a romant1c but harm1ess type of escapism
from the evils of urban c1villzgf1on -In fact, 1t can be: qu1te unromantic
nto learn your real values and discover the 11m1ts of your abilities. Ahd
if 1t 15 escap1sm to come face,to face with cold danger, fathue and 1one11‘
ness, then that 1slperhaps a reflect1on‘of howkmu;h oqr c1v111zatioo has
lost touch w%th“the basic e]eneots of human ek%stenbe‘y ' " T A
~ One strong cr1tic1sm of Qutward Bound revolves around its claim
to’Ejpdn educationa] ?nst1tut1on,1to build character and to turn boys_
into men., Leav1ng.as1de>.for thE'moment, the prob1em of what kqnd of

men they~are tryfng;to bug}d, one might question the neens ‘they emplogy,.

('—*—‘_\( .
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to go about this rather ‘dubious objective. It”seehw elementary that

if yoq\want people to behave as adults, you treat them as such. Why, then,

does Qutward Bound make everyone sign a piece of paper pledginq to abstain’

from alcohol, tobacco and drugs during the course?

A few m1nutes ago I took out a pack of Red Man to-
acco to have a comforting 'chew. Immediately, I
= was informed that Outward Bounders are not allowed
Ao use tobacco. I can understand rules against
smoking--smoking is an offensive and deadly habit.
But chewing? Chewing ts harmless-zif the person '
involved has any sort of aim at all. But not wish- oo
‘ ing to upset what harmony there is on this boat, I '
put my Red Man away and, on the sly, took a pinch
(/f from a tin of snuff. No one was watching but-Zon-
ker. Immediately, he was at my side asking what I
had just taken.
“Skoal," 1 whispered back "It's great. Want
to try sqme?"
He did. And when the pinch of tobacco had been
“?9aﬁéited between his 1ip and gum, Zonker moved away
© ‘intent on savouring this new drug in solitude. But
in -a,few minutes he was back, whispering again, "Hey,
'man»-gettin a pretty nice buzz off this ‘stuff.
Yeah, kind of a warm sort of rqsh "

He's sitting in the stern now, but every time our
- eyes meet, he winks and gives me the 0.K. sign
with his hang. I'm going to have a hard time making
. him believe that Skoal doesn't come to the U.S. via
. midnight boats from Campeche

Nhy do they 9o through such a systematic equ1pment Jgeck at the end' to

insure nothing has been stolen?. Such things would be left to an honour
system by an instifution trying to instil) qualities of responsibility.
The fact is that Outward Bound began as an authoritarian and militaris-

" tic organization and while it has evolved somewhat over the years, 4t still

. treats people in a slightly patefnalistic way _thus 1nsur1nq they behave

like schoo]boys regardless of age accordxng to some participants. However,
this {s debatable based upon which Outward Bound School one has experienced
perhaps.

On the other hand, American and British companies like Shell, IBM

-~
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, camp, but it claims to be an educational institution, and indeed, attendance

L}

and ‘others have sent executives to spec1al Outward Bound courses in -
the belief that the experience would rejuvenate and stinmlate them.
More recently. Japanese and German conpanies have done the same thinq,

and despite "Appgwe)zly the results have been very successfu1 which '
berhaps go to prove Outward Bound is eminently better sufted to turming ke

1“17

men into boys than boys 1nto men! connents, nmny courses designed for

. people over 30 have met with much success sim11ar to those aimed at middle

A

and later adolescent participants.
As for the type of character OQutward Bound is trying to develop,
it as possible that there is a handicap in this area because of a possib

failure tofdistinbuish between physical and mental fitness. This wauld

not be a serious criticism if Outward Bound were a military base or 'a summer '

”

there can be used for credit at every university in British Columbia and
several others in the rest of Canada, as well as in thégunited States. 1
seems that an important characteristic of an educated person is the ability
to think originally and critically, but Outward Bound does specialize 1in

the use of peer group pressure to force people into things they might not
otherwise attempt Th1s pressure may be effective in-attaining some objec-
tives or overcoming cert31n fears, but surely the greatest sinqle distinction
between the adolescent and the mature person 1s that the former*ie often so
1nf1uenéed by his peer greLp that‘he sometimes fails to estabf*%h an indivi-
dual 1dent1“ty. This;s questionab]e though,often “mature” adults are quite
influenced by peers, the media, advertising "dictates” and Subtle tactics
énployed by one's organiiation to “conform or else;“ )

One €9A;equence of th1s situation where the individual is suppressed

from J@Veloping unique 1ndiv1dua11ty is perhaps best exp]ainéd by a famous
~
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"have neither the ability nor the desire to come to grips with the

: probleﬁ" As Kurt Hahn would have wished, the schools excel in developing -

.ot

,

ns3

historian who observed that in Canada,

Physical courage we have in abundance. But
the man who is willing to stand by himself when
" he disagrees with his society, who insists,
whatever-the cost, on proclaiming the truth 43
he sees it, is sonewhat rare in our history.

This is a funaémenta1 problem and one that will nét be solved in a

-

three week course. The point is simply that Qutward Bound appears to
.

qua]1t%3§ sugr as cpurage tenacity, self- dén1a1’and an 1ndefat1qab1e

sp1rit but they: do not seem equally 1ntere§ted in cultivating civic

virtues such as integrity, liberality, temperance, or producing, which

surely'are, the more fundamental characteristics separating men from boys.
‘In simple terms, it appears that Outward Bound's philosophy is

that if you make a boy or girl cold, hungry and frightened enough

you somehow nanage to bu11d his character Th1s should nat pass for

gducat1on. To be’ honest Outward Bound shodld e1ther drop its pretense
' t B
of being an educational institution of “make its Qravnjng an intellectual
. . N
and spiritual as ws]'l as a'physical expenience. ‘ | &

While doubting OQutward Bound's claim as an educational institution
one cannot deny the three week tourse does provide a unique and impor-

tant educational experience. This seeming contradiction can best be

e

explained by the cparacter and influence of many of its instructors,’
a 13r§? percentage of which,are'from the United Kingdom.

Dave. haaDa healthy disrespect for estab-
1ished authority, any authority, including Out-
ward Bound. Perhaps some of his attitude rubbed
off on us and if so, we were fortunate be-
cause Dave's disrespect was not based on .
intellectual speculation and it will never ) .
manifest itself in slogan shouting or pro- )
test marching. Rather, it was derived from

N
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looking out on. the world from a op a mountain.
From that vantage point, such thyngs as the q
pursuit of -power, wealth or matetial security
- are put in their proper perspective. One <
. *  realizes how great are the forces of nature
and how insignificant the problems of man.
From the top of a mountain it becomes crystal ~
clear that man was made from dust and unto
dust he shall return and it suddenly seems
. ludicrous to think of spending the short time
4 in between pursuing such things as fame or
riches. Having come to this understanding,
one loses respect for any aythority whose
purpose is to achieve or to maintain such
illusions. - -
In addition to his disdaig for authority, - T
I was impressed by Dave's tranquility. He
seemed to have reached a state of complete
inner peace and while he is not the first
person 1 have met who has done so, he e
attained this state not through yoga
or meditation or encounter groups or drugs,
but rather- through a pursuit of adventure.””

.
LaC N N RN RO I R A B B B B B O R S tIve mers s e \

The _instinct for adventure is part of our
{Canadian) heritage. The abandonment of tota)
security and the acceptance of the liberating
: B o force of adventure cad help to banish anxiety -<. . -
LR 4 7" and attain those elusive qualities of tranquil- . .
' ity and inner peace. That is what we learned n
from Dave, not from anything he said,-but from
the way he 1ived his life and the example he Yo '
set. )

2

» . N
If Outward Bound has any value, it is as a .
kind of matchmaker bringing people like Dave , L
in contact with those who might otherwise
never across this particular way of life.

The abov@™escription of an Outward Bound imstructor serves as a'
model to thehmany descriptions I ha\{e résearched and personally gleaned
from so;te dozen interviews that I ha\}?cgnducted of participants of

- OQutward ?ound, between fourteen and twerity’-two years of age. ‘
Perspective “abou£ thewphﬂosoph} and movement can be enhanced by

Aonsidering the British Outward Boind since 1962. 20 here  the schools )

have been slow to change and mostly inflexible in their approach. They

¢’ have not shown an inclination to offer a diverse program beyodd thn's
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priginal concepts. _They did not offer courses for women until twenty

_ years after the first courses, and then only at.one specially set up

for them. They have refrained from coed and adult courses, and have
only offered them on a limited basis in recent years. Thqy haye never
quite shed the earliest notions of Qutward Bound as a training schoo?
for human growth and performance, which in this day and age seems al-
most a contradiction in terms. They have also fajled to ally themselves
with the tradi tional ed&?%tjonhf\structure. Nor could they claim that
the conditions, in Britaifi wére not suited to such thinas, for conditions
¢d give rise to the Outdoor Pursuit Centres which developed a variety
of activities, mostly recreational in nature, but with ;o;e emphasis

on stress and hardship. They Qe;e funded directly through the local
educatidﬁal authorities, and were able to offer credit to the students
who .participated, A; %he reconstruction period'came to a close, the
people begaq to have more leisure ﬁine and were attracted to oytdoor

activities as a means of getting away from the urban centres. Thed”

programmed for both boys and girls, as well as offerina coed -courses,

and they have been gaining popularity throughout Britain in recent years.

* In contrast, the Outward Bound schools in the 1970's weére'in a
state of decline with the Devon school closing its doors in 1976 an®
rumour héving jt that.Moray was sdon to follow. The trustees and in-
dustrialists have allegedly shown themselves impervious to chéﬁge and
the economic situation has certainlyinot helpedi Because of these and

other factors, there has been a serious drain of talent, mostly td Out-

ward Bound in Canada and the United States. If all the British instruc--

tors and leaders of Outward Bound in North America had stayed on the

other side of the Atlantic one wonders if their schools would be faring
-
A
better. Surely yes. Bué’bnless there is substantial support from the

.
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ec‘:onom{c: power centers it would be d%‘fﬂcul;. Out‘ward ;ound has

been closely allied with business and industry on \bgth sides of the At-

iantic, particularly in Britain, and the Blight bf the lattétf's economy

and morale is a depressing 1ndicator.for British 0u/ ard Bound, “The

future looks increasingly gloomy. \ A | ‘ -
Referring to Part IM of my thesis, in particular the a'ppHcati'on

of such models as given in Sample Seven, there has been some qu stion o

ding juvenile delinquents or people/with

drug problems wi h—l@§1arsh s for Outward Bound courses. Their troubles

u

urban environment and one has to wonder if

‘_—\

Jare usually related to
significant behavioral changés\ are induced by a wi’ldemess"éxperience Q
Although there have been so suc‘cessful results in such programs for 4
such problems, critical thinking seems notl:iceably lacking among many -

social workers and government officials who, without any personal knows N
ledge of Outward Bound, accept”at face value its cdaims in the field

of social rehabilitation.

-

Tuming to the Canadian exp'eﬁence -~ . .

The motto of  the Canadian Outward Bound Mountain /
School in British Columbfa and the one in Lake
Nipigon Ontario , is 'to serve, to strive and not T
to yield', but as I struggled the last hundred feet d
up the first and probably only mountain 1 would ever
. climb, I could not-help asking aloud, 'What are
we going to do when we reach the top?' I will always
remember the instructor's . . . answer, for it illustrates
~the significance danhd the irrelevance of an-.Qutward
Bound experience.” 'When you reach the top, 'he ,
replied, 'Keep climbing.' That is either a very ,
—profound or a very absurd statement and I have v
thought about it often in the months since I atten- \-
» yded Outward°Bgund, particularly when trying to .de- -
\)cide in my o mind if the whole experience was
in fact proféund or' absurd.

. N L}
Thus, despite my reservations about Outward Bound
—~s 85 2h institution.I would sti1l recommend the course . k ‘

- - . 4
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to anyone, provided he or she is highly motivated,

. unfamil{ar with (outdoor actitivy involving more

than usual risk), young enough to be enthusfastic
and old enough to distinauish bsfween profound wis-
dom and tendentious propaganda. o~

I find the above description has somé validity. However, the

following excerpts from the—afary of an American participant in ht; late

20's, while W1though containing some truth, -tends to be quite negative

«

-and acidic: ' ‘ ‘

*Thursday (evening, at anchor)--Our Outward Bound

Experience seems to vacillate between maddening and

contrived adventures 2 1a Boy Scaouts of America and ‘
the real dramatics only pature can provide. Unfor- s

» tunately, it's been long on contrivance and short

on experiences that transpire naturally-and, there-
fore, aré genuine. ’

I wanted to, 1ike Qutward Bound. ‘1 really did.

Ever since-1 was 14 or 15 and read about the Hur-
ricane”Island, Maine, course in Reader's Digest,
I've wanted to see what it waswiTke.  Here were kids
a little older than I jumping off cliffs, running
until they dropped and having no end of good

ties, while, adthousand miles and three or four
hundred dollars away. the pinnacle of my day's ex-
citement was killing barn rats-with a Louisville
STugger and r#ding hogs. . . o

So now I am 27. And, at first glance, the 0ut5::
ward Bound philosophy is still attractive. It's
called ‘experiegtial education'--a structured, de«

_liberate learning process that uses challerdges found

in natural settings as a teaching medium. Through
n mountain climbing, sea survival, white- . o
oeing, and the 1ike, Qutward Bound's goal
of the br6thure hype that peddles 'one-
iself and nature') Seems to be putting mpd-
men back in touch wéth things 1ncre3f-
ingly alien: their physical and mental strengths
and weaknesses--and, more to the point, -their human-
ity. ° . R?U,,_fn
And Ameridans have accepted it with open arms. "

When the first American Outward Bound school opened
in Colorado in 1962 it was a sort of rites-of-manhood

“program for about 100 teenage boys. Today there

are schools in Colorado, New Mexico, North Carolina,

“Minnesota, Oregon, Maine (with which the Florida

school is associated), and a center at Dartmouth’

. 'College. Every year, more than 6,000 Americans--
{
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most of them adults--pay from $200 to $75(f to attend
Outward Bound courses. The philosophy has become so
widely accepted that more than 300 high schools and
colleges offer experiential-education courses, and
. there are a growing number of Qutward Bound-type Coe
schools around, such as the popular National Outdoor
\%eadershipSchool based in Lander, Wyoming.

p ‘

. It's all very neat. Very healthy. And very
promtable. " Americans Turm Again_to the Wilderess
in Search of Themse1ves. ItTs marquee- stuff.

* “ But I don't like it. Somehow, 1t,grm‘§ on me.
. Outward Bound has turned hardship irfto.a very nifty
" little commodity--it"'s sort df the McDonald's of -
adversity, peddling a strange brewing of moral Met-
recal and military discipline. The organization .
brings systemization, of "all things, to the wilder-
ness. And as Outward Bound's 1iability insurance
rates climb higher and higher, the more systemized
the program will get. UIn.15 years of operat‘lon. the.
six schools have 'lost’' (a spokeswoman's term).'ten
participants--the result being that T now sit here .

in this boat clutching a 14fe jacket while the lovely
wilderness world of the Florida Keys drifts by v

‘4

-

But Outward Bound is stﬂ] popular. And it will
always be popular. Experiéntial-education schools
cater to America's love of packaged goods.

. . . We all process our-encounters through différent
channels of 1ikes and dislikes, through myriad ‘lay-

* ers of -experiences and prejudices as varied as our
own varied backgrounds. [I.realize that some of the
1imitations I have put on this program are tainted
with my own limitations--but honesty is all any of
us really has to contribute, And I honestly thiBE |
I would have loved Outward $ound--when I was 16

a(’

I have taken the liberty of reproducing the above 1engthy ex-

tract to show some of the attitudes, not very positive. sometmes true,

o::casionall*y exaggerated, that are expressed in a critical context. ‘}

Des'pite' g‘:trong belief in the Qutward Bound process, practitioners

sqch as myself are not blind'to its limitations. It nevertheless

o~

flourishe?. particularly in the United S'tétes, and more ‘and more schools,

secandary and college, private and public, are introducing adaptive pro-

o,
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. granmes in their curriculum for the same reasons Kurt Haho saw their
implicit value in the education‘a'l growth of thewgiddle and older
ado%‘escent. a

As we enter the 1980'5,'0umard Bound is at its strongest in the
United States, and increasing in Canada. In general, the business commun-
ity, th‘e philanthropic community, the educational community, and the
society at large accord the program high respect. , v -
‘ _Essentially Outward Bound has two main thrusts today in the
; o United Stixtes.23 The first, and still major thrust, is found in the six
' schools and Dartmouth Center which provide the basic courses available to

the pubﬁc from the most traditional Qfenty-six day model, to the shorter

« . and often experimental courses. The second thrust, also found'within the

Y, schools, but increasingly as a separate division and gaining in emphasis,

is "Outreach,"' the effort to encourage, consult, supervise, or other-

wi ssist in the development of Qutward Bound kinds of- program within
A:Apre-estabﬁ.shed institutibns. Once again, lhis thrust il1lustrates

Outward Bound's responsiveness to a growing demand from elements of society

that want tohprovide creative alteratives in traditional education.
)

’ At the Outward Bound Nati}ﬁa] Executive Committee Meeting in .Aprﬂ
{the‘comtﬂned budgets of all the v
schools was devoted to 0utreach.24 As more and more teachers, students,

_parerrts’ and institutional leaders go thm?x'gh Outward Bound, it is likely

< T of 1976, it was observed that 25% o

that this thrust will 1nc§~eas_e iﬁ the years to come. “_
In bot:,hlthe "traditional” course programs of the orjtﬁnal six schools
and in their increased emphasis on OUtreach, the're may be seen a healthy

agreement which will keep Outward Bound at the cutting edge of affective

a

educdtion. Victor Walsh and Gerald Golins wrote in a paper on the Qut-
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ward Bound process: ‘ -
" Qutward Bound has become one of the leading
exponents of adventure based education in
America. In the past, the six Outward Bound
schools have been the custodians of the pro-
cess. The term Outward Bound has become
synonymous with adventure education. While*
the school's popularity has not diminished, -
their ability to programmatically supply
the demand for an Outward Bound &xperience
has., Their role is changing to that gg the
‘ steward of the Outward Bound prodess.

of

Writing of education in?contemporary America, Alfred F. Als.chuier

in the Journal of Humanistic Psychology, went so far as to identify b

Outward Bound as one of’'the nation's prominent centers of affective
. , \
education. 28 - » ’

o

A mutual compatibility between the schoois and their adaptations
becomes evident. First, the’schools provide an experience - a unigue
process - of interest to growing numbers of péople. Secondly\due/to
their popularity the schools cannot fill the demand. Instead, ‘this is
1ncreas1’ng\ly handled t'hrough Outreach, fosteringethe development of adap-
tations of Outward Bound in‘otner 1‘nstitutions.‘ _ In this wéy there is .
ng limit to the ability to meet demand. !

. : By maintaining their 'autonomy as sebarate‘, 1hd,ependent,'and unique
institutions, the schools continue to provide a laboratgry for ;‘nno-
vative, high quality experiential education, unfettered by external in- ~
stitutional restraints. This resource also provides Outreach the '
best opportunity to adapt the ﬁmgram elsewhere.

I have sought to characterize Qutward Bound generally, and in the
United States especially where it i's most active, by its -alfility to

respond (or its resultant failure when it did not) to a variety of ~

changing social conditions and neels. [ feel change and development
f , . R = g
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in Qutward Bound is 1in response to societal conditions. That estab-
ished schools will remain the foundation upon which experim;antation

and involvement with other institutions will be based, and that greater
emphasis will be given to Outredch is illustrated by a series of reso-
lutions at the Nationa] Execugive Committee Meeting, and concurred with

by all school directors. As these resolutions are the most current at

my disposal, and indicate Outward Bound's continued willingness to wrestle -

with the need for flexﬂ;‘ih‘ty in déaling with its own growth, they have
been pharaphased here: N

1) Schools will increase their involvement in programs
to assist in the training of people that wish to apply
the Qutward Bound concept in their own institutions.

2) Schools will increase involvement with the thirteen-
fifteen year old age group, with middle-aged men

and women, and with short-term adventure experiences.

3) The traditional school programs will remain strong
while providing a financial base for the extension of
the concept to other institutions.

. 4) What is learned from involvement with other. insti-
tutions may be incorporated into the traditional courses. .

5) Outreach and adaptive programs reoresent a sig-
nificant part of the operations of OQutward Bound schools,
and funds, research, mggpower and planning will be
provided in .this area.

It would be naive to assume that such forward thinking will insure
the t;ontinued‘success of Outward Bound. There are many dangers, often
expressed by the staffs of the Outward Bound schools themselves. For
example, the Colorado School is considered by some to have grown. too big,
and to thergfore not be able to provide as intense @d as well-programmed
. an experience as it -once did.

« _ The shrinking supply of available cashz both in the private and

public sectors is being felt in education, and it is possible that adventure-

o»

¢

b
q
¥
o
i
i

Pt pa T




Rvrnomtn .. -

[P R S )

122

based .education will be seen as too esoterit:in a world of dwindling resources.

Furfher. the continued desire to grow and to share the Outward Bound |

concept could backfire. As mre and more students and staff venture forth to ‘

work in adaptive programs, or to start their own alternatives, the risk of:

dilution grows. Many feel that the integrity of the process is already in . d

jeopardy. One prominent fjéure in the development of Qutward Bound who prefers

to remain anonymous, has voiced the view that Outward Bound has.peaked and -
‘ 28

e Y

that its|position in the forefront of experiential education is passing.
I\!\remains to be seen, if Outwdrd Bound can live up to the goals of
. its directors and trustees, but, certainly at this point in time, the
peop.le,of Outward Bound and its affiliates are thinking, planning, and
working for a continued leadership role in expéﬁr}tjal education.

-

All of'ug involved with experiential education an(very aware of
v the weaknesses and shortcomings in this component of the\educative brocess;
some of the criticisms have been outlined in this evaluative summary.
However, tle strengths of the mode do tip the sca]eé in the right direction.
We are aware that the experiential factor in education began; let us say,
with Adam and Eve and hav-ing been acknowledged long ago as a necessary mode
'@" of learning dnd hav‘ing cc}mtini:ed~ to hold its prominence and populkarity in one
/\ way or another; why then all theof‘uss.if experiencing is taken for gran ted
then, as part of one's education? (‘ . '
One's response can be as follows: we havga arrived at a.complicated.
level of evolutionary swiftness in this century, technologically and
culturally. Weé, as educators, are obligated to quide our young charoes a
into avoiding being enéulfed by Whe complexit%es of our society; to sort
theﬁ oat énd put them in their right perSpective in order to relate one-

self creatively and with courage; to become fulfilled as a unique, contri-

butiné'individual and to enhance one's sense of community with others in a

[,
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variety of situat\cnsl and demanding roles. To be well-rpunded, to become

a "who’le man" through experience .anq.gduc-ation is not _an old-fashioned . -
idea. belonging to a simpler age. More than ever, to become such a person
is mandatory in being able to survive an& surmount the complexities of ‘
our era. .
the approach of the habitual inquirer which . T
impels him to question, Bbsorb data, formulate,
judge, act, evaluate, and question again is

now the standard pattem for those who wish to

remain free agents in a world of phenomenal change.29\

The evolutiqn which learning has undergone from part1a1 t‘:o co;ist'anﬂ:
utility 1n&‘h1 fe takes on major si gnificance for "the educational planner.
As the md1v1 dual's confrontation by change quickens pace anhd his ]eaminu
needs 1increase, the mediating function of the teaching jnsﬁtutjpn Arows
more cumbersome. There is less time and occasion for th_e ir;st!itution f:o ‘
serve as an interpreter of change, more derﬁand Wat. itA shift é.mphasis away
from tomunication of pre-structured knowledge toward tﬁe éxpangion ;n;:l ‘
development of the individual's own k;lowledge‘lgeneiratirig abﬂ.ities; One
begins to glimpse a future in@i leaming in th‘g‘old sense is no "1of:ger

the province of the classroom.\ "The individual 1eam§ throughout life. He

learns as he engages in the world. He learns how to learn in the classroom "™

Any school is, by necessity a preserver of ado-
tescence. And it is dangerous and damaging to
extend adolescence too long.

" Teachfng the process of leaming means pay-

ing attention to creating motivation. We edu-
cators have to convey to the student the thrill and
excitement of ignorance rather than the complacency
of what' is already known. We have to teach

how one organizes ignorance--if only because
 there is always so much more of it around than
there js knowlédge. We have to give that

thrill Which unfortunately so very few students
ever experience, the thrill of finding something, .

. af nking through something, of truly learning'
something. 1

30
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* The smooth and wel_]-munde»dqfunc'tionin"g of the perjsonality mus t

be accompanied by the actual participation of the child in on-going activi-

.ties AEducation is a social process'; it cannot be separated from the total

.

character and tasks of 5oc1ety In the school, therefore, should be concen-

&>

- trated all those acti vities Which he]p and teach the child to share in the

proces_s and in !;he fostermg of civilization. As-a special form of

. ' s
environment, the school has been entrusted by society with the function o

-of éssimﬂating the worthy features of the co:'rmunity.of.eﬁminating the

- _ i ‘
unworthy, and of balancina the often diverse and contradictory social *

" tendencies characteristic of modem civilization. The more the_‘chﬂd sees
that the school is an fnsti tution in which he can grow and work in connection -
with natural tasks such as 1ife requires, the happier and the more productive

he will be. L

.-Moral ‘diécipline ought to be a part and an ";)utcone of school 11 fe, ,
not something emaﬁat'ing from ;he teacher. When the school has become
a microcosm of society, then the c1hﬂd will find himself in concrete social
s1tuat‘ions which will motivate him more effect1ve'ly than wﬂl mem verbal
abstractwons or extraneous discipline. 1

uSuch a schoo1, with the teacher as the comrade and advisor rather
than the supermr, req"’ﬁ‘/es a much finer understanding of the child's er
and of individual differences, than the 61d formal and disciplinary trainina.
Mere 4s the specific functvon of psychology which, besides socio'logy, nepr'e-,

§ents,, according to Dewey, the most 1|mortant subsidiary science for ‘the

educator. As_Hahn and his Qredecgssors believed, the school must leam to

understand better and better how to combine guidance and motivation of the
child, with an appeal to his natural impulses. Only so can it'make intrinsic
goals Iout of extrinsic ones, and voluntary goals out of impesed ones. Achiey-
ing all of this in not an easy challenge. The experiential pr'ocess in
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education, and the mode with which this thesis has been concemer[is '

one effective way. -

. . .growth depends upon the presence of difficul-
ty to be overcome by the exercise of intellt- :
gence. . . the process is a continuous spiral.

----------------------------------------------

There is nothmg 1n the 1nherent nature of ‘habit

that prevents intelligent method from becoming

.itself habitual; and there is nothing in the <

nature of emotion to.prevent the deve1opmen§ of

intense emotional allegiance to the method. 2

Lemer tells us that never in world history has the visage of
potential destructiveness in the world been as ugly as it now is. This
is neither a graceful nor-gracious world that we live in. Yet we have
not necessarily recogniied the reality principle operative in it.
William James (who was referred to earHer in the paper in relat‘ion to Hahn's
achievements and the concept of an "a]tematwe to war") used to say the
important distinction between people is not between Liberals and Conservatiives,
[}

Republicans and Democrats, rich or poor, white or colored; Jew or Christian,
Protestant or Catholic.  The question is whether a person is tough minded
or tender-minded. The ut:gh-minded person is one'who recognizes the reality.

s the person who turns his eyes away. He sees

not the reality but the picture of it inside of his own head, in order to

conso1e himself. Lemer goes' on to explain that this unreal picturina of
reality is a 1ittle like the (}reek mytn of the Gordon-head, 5 coil of
wild serpents so terrible to behold that when you looltetl at it -you tumed
into stone. The world dround us is a Gorgon-head. Many of us recoil from
it, lest we turn ipte stone. But we must confront 1t. 33
To conclude t;te thesis in general and this final section in h

particular, I propose the“fol]owing which is pertinen& to the paper and

" its concermns as a whole: \\ “

[PRUCTEISE S F

In the final ana]ysie the problem is one of /
facing life. The pressure on (the schools) is

e




«

only one manifestation of-the intense needs of
youth bewildered by a world that has ceased to be
a village. A mass society, sustained by an im-
personal economy, no longer operates according to
precepts verified by the experience of generations

/(and does not expose its youth to 1ife.

The children cannot follow,when the parents do
not lead.

The parents cannot lead when the path has van-

. ished and the destination is not known.

And the. school does not supply the geficien-
cies of the parents, for its numerous, incoherent
and conflicting elements offér no dePendable guide
to.proper direction.

For the young, the years pass and 1ife recedes.
Out of the fear of being lost, of losing touch,
of nothingness, springs the wish to act, no matter
how--if only to prove the fact of. being. For the
yearning, compassion. .

But also a c‘éutiqn. Is it emptiness or open-
nesgrabout us? The absence of famifiar paths
may the opportunity for discovery and the des-

wtination unkn may only demonsfrate the limits
°4 ,

of our vision.

' .
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ENONOTES
v

V3

! William Pinar, Ed. Curriculum Theorizin % ﬁe Reconceptualists,
John B. Macdonald in Chapter One,”"Curriculum Theory," paraphrasing
Dwayne Hubner in his "The Tasks of the Curriculum Theorist," mimeographed.

{New York: Teachers College, Columbia Un1vers1t_y, 1968. Berkely: .
McCutcheon Publishing Corporation, 1975), p. 6.
2 - =~ . .
. Ibid. p. 1L . \

Eniot W. Eisner and EHzabeth Vallance,.eds. Conflicting Conceptions
of Curriculum. (Berkely: McCutcheon Publishing Corporatmn 1974).° The’
book presents a survey and definitions of frequently com:eived orientations
of curriculum implications and planning.

% Ibid, p. 199.

. 5 Joseph J. Schwab, The Practical A Lanquage For Curriculum. Washington:
National Education Associatlon PubTications, 1970. In combination with a ‘
general reading of a reprint by Scheffler, “The Practical as a focus for
curriculum: Reflections on Schwab's view," mimeographed for a course.” In-
complete publishing data on the source, p. 5.

® Ibid, p. 8f.

.~

(/ 7 John Dewey, The School and Society. (Cmcago The University of
C

hicago Press, 1905, 1974), p. 89.,

8 See "Introducfion" to this thesis, endnote and reference No. 6,
plus other OQutward Bound bibliographical sources cited throughout the paper.

9 This cycle was developed by John S. Rhoades, The Problem of Individual
Change in Outward Bound. Doctoral dissertatign, Univers‘ity of Massachusetts

at Amherst, 1972. -

10 Seymour Fisher. "Experiencing Your Body: You are What you Feel,"
Saturday Review., July 8, 1972, pp. 27- 32.

. i As presented by Kesselheim: see the "Introduction" to this paper and
from my own students' experiences with the "St. Lawrence II? Brfgantme
in Kingston, Ontario 1976-81.

12 The examples ‘on board a ves;d\én’d'on a rock-face given by Kessel-

heim have been substantiated by my own experiences, the observations

on others going through the same experiefce, or as reported to me by
participants in both water and rock-face activities. "I simply turmed to
jelly three-quarters of the Way up; and it took me fifteen minutes to get
up the strength and courage to go all* the way to the top. I was quite

_ relieved but shaken when ] made it," is the general 'statement made when -

this .rock-face situation has been experienced, or words similar. s

]3 William Peruniak, "Presentation on Outdoor Education.” An admin-
istrator s point of view presented Saturday, December 2, 1967 at a
conférence in Geneva Park, Ontario. .
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14 Compﬂed from the following sources:

e

George, Bore]H "The tragic Death of Sonya Ross. . New, Hard Questions
for Qutward Bound " People magazine, February 1980.

Designing the Walkabout: Transition to Adulthood in North America. Colorado
Mountain Trails Foundation, Septeniber 1, 1976.

Ewell Gibbons. Stalking the Good Life. Chrapter- 5, "Outward Bound" and Chapter
6, "Outward Bound Again.” (New York: David McKay Company Inc., 1966)

Gary Levy, "When you Reach the Top, Keep Climbing.--Why Outward Bound Faﬂed
- the Test," Outdoor Canada, Jan./Feb., 1976,
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Qutside, April/May, 1979. ,
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Colorado Outward Bound, May 12, 19/76. = ) I :

- Open Country Guide Adventure Educational Resources, Vol. I. Queen's University,
Duncan McArthur FaTT, FacuTty of Education, Kingston: Ontario, n.d.

Mary tee Smith et. al., eds. Eva]uétion of the Effects of Outward Bound. } /
Bureau of Educational Field Services, School of Eiﬁ:caﬁon “University of
Colorado, Boulder, Colorado, 1975.

.~ Final Repart: Project to Design an Evaluation df Outward Bound,
Same pubhshing data as above, /' ~

Rishard Weider. Evaluation Report: 0 d Bourid Pilot Project. Town of

Greece, New York Youth Bureau, Part I

. Qutward Bound Pilot iject BLix*Month Evaluation Report Part II,
February 1976. Sane publishing data as abbve.

15 Levy, E- cit., combined with findings and conclusions derived from
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[ 1‘75 White, op.cit., p. 36.
Levy, op.cit.; p. 46, X
Ib'id p. 67, Levy.does not reveal the source of this statement.

19 Ibid, p. 68, combined with my own experiences, interview reports
~ first-han d to me, and other secondary sources and reports read or heard
about by others.

20 emp1in and BEldwin, o

'}2‘ Levy, 0p. cit., p. 41
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Whi op. cit., p. 39, p> 33, p. 40.

23 Templin and Baldwin, op. cit.
4

Outward Bound, Inc., 1975), pp. 7-8.
25

Outward Bound Executive Committee, Meetinq Minutes (Greéwich, CT:

Victor Walsh and Gerald Golins, "The Explorations of the Qutward

Bound Process,” private paper (Denver Colorado), Colorado Outward Bound ~

School, 1976, p.3.
26

Alfred N. Alschuler. "Psychological Education," Journal of Humanistic

Psychology. Vol VIX, Spring, 1969.

I

Outward Bound Executive Committee, Meeting Minutes (Greenwich, CT:

Outward Bound, Ind., 1976), pp. 9-10.

28 As reported by Templin gndGaIdwin, op. cit.
9

o

James B. Whipple and Gary A. Woditsch, eds. Qakland Papers--Symposium On

Social' Change, and Educational Continuity. Contributors: Peter F. Drucker, Max

Lemer, Rollo May, Margaret Mead. (Boston pniversity Center for the Study

of Liberal Education for Adults, 1966) p.

*

pp. 14-15.

0 Ibid.
3 pruc Drucker, “The University in An Educated Society, " Ibid.;
32 John Dewey. Experience and Education. (New York: Collier edition, 1974),
p. 79-87.
) 2233 Lemer, "The University In An Age of Revolutions," Oakland, op. cit.,
.
34

Oscar and Mary F. Handlin. Facing Life--Youth and the Famﬂy in American

272-273.

Histors ' (.I.Qronto Little, Brown and Company, 1971), Chapter 6,

"The Graduates
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