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ABSTRACT

Earth Education 1s a unique phenomenon in that it comprises activities aimed at
developing concepts, positive feelings about the environment and environmentally
benign behaviour. “Earthkeepers” is a two and half day program designed
according to the principles of Earth Education, for young people between the
ages 0of 10-12 years old. This thesis 1s a longitudinal evaluation of the

Earthkeepers program at Ardroy Outdoor Centre in Argyll, Scotland. It was
conducted 1n the style of naturalistic inquiry using Grounded Theory.

This research conducted unstructured and semi structured interviewing of 59
pupils taken from the final year of three primary schools in Fife, Scotland. They
were interviewed before and after the program. A selection of these pupils was
then interviewed one year and two years after the program. Other stakeholders
were also interviewed, including primary and secondary teachers, primary school
senior managers, instructors, program leaders, Institute for Earth Education staft
and program authors. Interviews were unstructured and semi-structured in
format. Other qualitative methods were used, comprising participant observation

and documentary analysis.

The thesis addresses the extent to which the program can meet its aims by
identifying and examining the learning theory it adopts. It was found to be
mternally consistent in general terms, adopting an eclectic but coherent approach,
although some claims made by the program authors are difficult to support in

their entirety:.

This work focuses on an interpretation of the meanings and understandings that
participants develop in relation to the natural environment. The program was
found to be successful at developing four basic ecological concepts which were
retained and developed by the vast majority of the participants for the duration of
the evaluation. The specific ecological concepts comprised Energy Flow, Cycling,

Interrelationships and Change. The program also produced highly significant and
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memorable positive experiences that were sometimes regarded as life-changing

experiences.
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GLOSSARY OF TERMS AND ABBREVIATIONS

ACC

Accredited Status

Conceptual
Encounters

DIEE

Earth Caretakers

Earth Rangers

Earthkeepers

Earthwalk

LE.E.

Immersion
Experiences

Institute for Earth
Education

Lost Treasures
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‘Acclimatization’ programs. Nature education programs designed by Van
Matre for young learners attending Summer camps in the US.

Accredited status 1s awarded to those programs that meet stringent criteria
laid down by The IEE and is an attempt by The IEE to maintain program

quality.

An Earth Education Vehicle targeted at the learning of individual
ecological concepts. They attempt to use metaphors and conceptual models
of abstract concepts to make them ‘concrete’ for learners. They are used in

the majority of published Earth Education programs including
Earthkeepers.

Department for Education and Employment

A model Earth Education program for pupils aged 10-12 involving one
day away from school and intended to initiate year-long learning and
exploring. Originally written as an example of program design for
demonstration purposes, it became one of the most common Earth
Education experiences in the U.K., much to the chagrin of The IEE.

A model Earth Education program for pupils aged 10-12 intended to
stimulate motivation in the early stages of a curriculum involving
environmental education. It involves one full day of activities and a year of
post-program work and, ostensibly, is the least intense Earth Education
program.

A published Earth model Education program for pupils aged 10-12 that
involves two and a half days of Earth Education activities and post-

program school work. The program focuses upon encouraging pupils to
address their use of energy and materials.

A Vehicle, comprising four to six activities, structured in such a way as to
provide a nature walk that focuses on stimulating perception and
emotional responses to nature.

Institute for Earth Education.

A collection of activities intended to provide an experience that immerses
the participants in the natural world. Immersion requires the overcoming
of perceptual barriers, including physical and psychological barriers, and
the use of different senses in order to create positive feelings and new
perspectives about the familiar.,

A non-profit volunteer organisation, founded in 1974, now comprises an
international network of individuals and institutions, whose aim is to

design and develop educational programs that change perceptions of and
behaviour towards the natural environment. Amongst their achievements
they list 20 publications in the field of nature education, 175 experiences

and activities, five complete programs and the training of 50,000 leaders
In seven languages on five continents (I.E.E., 2000).

An unpublished model Earth Education program for pupils aged 8-9 years
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old involving classroom activities and field excursions focusing on natural
communities (Van Matre, 1990, p.283).

Learning and Teaching Scotland.

An activity that provides the opportunity to be alone in the natural world.

A program that fulfils all the criteria of The IEE. For example, model
programs should include the four major concepts of energy flow, cycling,
interrelationships and change; should have mechanisms which encourage
pupils’ participation through stimulation of interest; should specify
explicit objectives; and should focus on building good feelings for the
earth.

National Curriculum Council.

Written pledges that pupils make at the end of the residential part of
Earthkeepers, to use less energy and materials.

Qualifications and Curriculum Authority.
School Curriculum and Assessment Authority.

Scottish Natural Heritage. The sponsoring organisation for the
Earthkeepers program at Ardroy Outdoor Centre, including the evaluation.
A published Earth Education program for pupils aged 13-14 that involves
two and a half days of Earth Education activities and post-program school

work. The program focuses upon pupils’ choices about their impact upon
the earth.

A published model Earth Education program for pupils aged 10-12 that
involves five days of Earth Education activities and post-program work.
The program focuses upon developing seven ecological principles.

A group of Earth Education activities designed to meet similar objectives.

Tasks that puils undertake to attain the second two keys in order to become
Earthkeepers.
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I beg pardon, once and for all, of those good readers who
take up novels merely for amusement, for plaguing them
so long with old-fashioned politics, and Whig and Tory,
and Hannoverians and Jacobites. The truth is, I cannot

promise then that this story shall be intelligible, not to say
probable, without it. My plan requires that I should
explain the motives on which its action proceeded; and
these motives necessarily arose from the feelings,
prejudices, and parties of the times. I do not invite my
readers (...) into a flying chariot drawn by hippogriffs, or
moved by enchantment. Mine is an humble English post-
chaise, drawn upon four wheels, and keeping his

majesty s highway. Such as dislike the vehicle may leave
it at the next halt, and wait for the conveyance of Prince

Hussein's tapestry, or Malek the Weaver's flying sentry-
box. Those who are contented to remain with me will be

occasionally exposed to the dulness inseparable from
heavy roads, steep hills, sloughs, and other terrestrial
retardations; but, with tolerable horses and a civil driver,
I engage to get as soon as possible into a more
picturesque and romantic country, if my passengers
incline to have some patience with me during my first
stages.

“Waverley” by Sir Walter Scott, 1814.
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1 INTRODUCTION

Sir Walter Scott’s novel “Waverley” was based upon the story of a young man,
educated and brought up in England but with Scottish ancestry, who travelled to
Scotland to take a commission in the army. The story was set at the time of the
Jacobite rebellion in 1745 and involved a blend of realism and romanticism, and
the old world and the new. This evaluation was located in Fife and Argyll, at the
time of the referendum for Scottish Devolution. It occurred one year after Mel
Gibson’s film, Braveheart, became part of a growing desire for self-
determination. The researcher, an Englishman with Scottish ancestry, travelled to
the research sites from England, during a period which saw the dominant

paradigm in environmental education challenged by a multiplicity of perspectives.

National identities coloured many of the interactions that occurred between the
participants, stakeholders and the researcher. Indeed, Earthkeepers was a
program written in the U.S., implemented predominantly by the English, in a
Scottish centre. The centre was on the shores of a loch used as a nuclear
submarine facility and one of the schools was overflown by RAF and USAF jet
aeroplanes on a daily basis. This was Earth Education with a Scottish flavour but
with many other subtle, and not so subtle, overtones. Consequently, the accounts
and observations have been influenced by the context. However, this is not to
suggest that this work has no relevance for any other context. One of the criteria
for judging an evaluation such as this, 1s whether it 1s transparent. To this end,
major decisions have been explained and justified with reference to literature,
theory or data. Examples have been used to illustrate how the analysis has been
performed and the conclusions drawn. By considering the issues, choices,
justifications, and explanations it is believed that the study will be made relevant

to a wider context.

The evaluation begins with an introduction to Earth Education as a phenomenon

and includes a brief discussion about the aims and objectives, and how its authors
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perceive it to be different from environmental education. This introduction sets it
in the context of national curricula, although these issues are explored in much

more depth in the appendices.

Chapter 2 comprises a review of the research literature on Earth Education and

identifies prionities for research and evaluation.

Chapter 3 discusses the implications of the survey of literature and explains the

reasons why the Earthkeepers program was chosen, and why the Scottish centre

was the best site in which to conduct the research.

Chapters 4 and § are a discussion of the approach to learning adopted by Earth
Education in general and Earthkeepers in particular. They discuss learning in the
area of ecological concepts and ecological ‘feeling’ respectively. One of the
aspects of Earth Education is that it has a distinct methodology which is implicitly
critical of western schooling. Therefore, it was necessary to identify where this
methodology came from, how it was developed and how 1t was justified. The
conceptual chapter 1s much lengthier than the ‘feeling’ chapter because
conceptual learning has had much more attention than feelings and emotions, and
because the conceptual approach of Earth Education has evolved considerably in
comparison with the approach to ‘feeling’. This chapter is the first part of the

examination of internal consistency i.e. Can it do what 1t claims?

Chapter 6 is a detailed discussion of the methodology and methods. It synthesises
the priorities for research identified in the research literature review with the
theoretical analysis of the Earthkeepers program in Chapters 4 and 5. It begins
with a deconstruction of some of the assumptions used 1n the earlier chapters,
specifically those concerned with Bloom’s taxonomy. It then discusses theoretical

debates in research and makes the case for an interpretive study. It concludes by

discussing the methods.

Chapter 7 addresses the data and analysis. This is by no means a complete record

of the data. The interviews alone would run into millions of words. Therefore, it
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focuses on providing examples to show how the data was analysed to develop an
understanding of pupils’ learning for one aspect of the program. It then includes
summary results for other aspects. It also illustrates how the methods emerged
from the context rather than being pre-ordained. The Review and Reflection

sections represent these as stages although in reality the evolution was a smoother

process.

Chapter 8 1s a discussion of the major findings in the context of the most recent
work on Earth Education programs. It also analyses Earthkeepers for internal

consistency, but this time the question is, does it do what it claims?

Chapter 9 1s a discussion of the conclusions and it makes recommendations for

the outdoor centre and The Institute for Earth Education (The IEE).

The final three chapters are appendices.

Appendix 1 and 2 are detailed analyses of the coherence between Earthkeepers
and the national curricula of England and Wales, and Scotland. These documents

were produced as part of this evaluation and are referred to in the text. The

coherence between the program and the English curriculum was co written with

Kate Ainsworth, a volunteer staff member of The IEE.

Appendix 3 is an estimation of the impact of pupils’ carrying out the tasks as
pledged during the program.

A glossary 1s provided to assist the reader with some of the terminology in the

discussion.

1.1 THE INSTITUTE FOR EARTH EDUCATION

Earth Education 1s a product of summer camps that took place in the U.S.A. in

the 1960s and 1970s. It developed from Acclimatization programs, which were
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introductory nature education programs, so called because they were aimed at
acclimatizing people to the earth and its natural systems. Acclimatizing finally
developed into a series of multi-activity learning programs designed to meet
specific objectives (Van Matre, 1972, 1974). The programs mvolved experiences
aimed at both affective and cognitive objectives but as Van Matre notes (1990,
p.63), they were seen as being focused upon perceptions and feelings to the

extent that during the 1970s Acclimatization had become a generic term for
sensory awareness activities (ibid., p.83), and sometimes even any activities
conducted in the outdoors (ibid., pp.85-86) with non-cognitive objectives. Van
Matre’s immersion experiences were certainly alluring and he notes that people
“...latched onto [these] to the exclusion of everything else” (ibid., p.84).
Furthermore, by the mud 1980s Van Matre had discovered that the term
‘acclimatization’ had been used before by a society with aims in direct opposition
to his. Thus the founding of the Institute for Earth Education in 1984 was
intended to create distance from these misconceptions surrounding

Acclimatization.

1.2 EARTH EDUCATION OVERVIEW

Earth Education programs are described by The IEE as focusing “...primarily
upon understanding basic ecological systems (...), what these systems mean for
people in their own lives, and what people must do to begin living more 1n
harmony with these systems which support all life on earth” (Van Matre and
Johnson, 1987, p.vii.). These three basic principles inform the programs’
rationale, the subject content or curriculum and the methods. Hence, The IEE
believes that its programs are qualitatively different from other forms of
environmental education in several important ways; they focus largely on
developing ecological feeling through a combination of mental and physical
engagements with the natural world; they are meticulously planned and are often
incredibly intense, thought provoking experiences; and they have tended to use a

dogmatic definition of what environmental education should be and rejected the
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pressure to become “...everything to everyone” (Van Matre, 1990, p.252).

Acclimatization had four components comprising feelings, concepts, the
mechanics of learning and solitude, which were all bound together with the

elusive and difficult to define ingredient, magic (Van Matre, 1979, p.6; 1990,
pp.63-72) (Figure 1).

Senses Concepts
(Feelings)
Solitude Mechanics

Figure 1: The Major Components of Acclimatization (Van Matre, 1979, p.6)

The aims of Acclimatization, which have been distilled from the program
descriptions and included below in Table 1, were intended to break down

barriers, provide interesting and enjoyable experiences and inform participants

about the natural world.

Table 1: The Aims of Acclimatization (Van Matre, 1972, pp.11-12)

...To break down the barriers that man has built to cut himself off from nature, to the point
“...where one human being can feel himself totally involved with it... Once he has felt this unity
... he 1s more hesitant to destroy her”.

... To stimulate awareness, increase appreciations and motivate further involvement.
...and to address ecological concepts concerned with cycles, energy flow, change and
adaptation, community and habitat, and interrelationships.

These aims were much more clearly stated and expanded upon in 1984 when
Acclimatization became Earth Education. From this time the principles of Earth
Education were stated under the three headings, the “Whys” (rationale and
ideology), the “Whats™ (aims, objectives and content) and the “Ways” (pedagogy
and methods) (see Table 18, p.78). Although the ideological and philosophical
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position had been alluded to in previous publications (Van Matre, 1972; Van
Matre, 1974, pp.9-15; Van Matre, 1979) it was not described in detail until
publication of the Principles of Earth Education (Van Matre, 1990). This helped

to clarify the assumptions that underpinned Van Matre’s approach. As such this

declaration is almost unique amongst forms of environmental education as rarely

do publications of programs or packages state any ideological position.

Another major development from Acclimatization was the reorganisation of the
conceptual elements to include a more comprehensive list of seven key ecological
concepts and to introduce more specific behaviour elements to the programs

whereby leamers would be required to examine and change their lifestyles in

order to “..live more lightly on the earth.” (Van Matre, 1990).

The general clarification of aims was partly due to the process of growth and
evolution within The IEE , and partly to provide a template from which others
could produce programs consistent with the ideological or pedagogical stance of
The IEE. This has been successful to some extent with the production of various
Earth Education experiences' in the U.K., including Teddy Bears’ Picnic, a
program based on Earth Education for six to seven year old children which has
been delivered throughout the U.K. (Rhymer, 1997). However currently there are
ten full Earth Education programs which are at various stages of development,
for all ages. Four of these programs have actually been published namely, Earth
Rangers (10-12yrs old), Earthkeepers (10-12yrs old), Sunship Earth (10-12 yrs
old) and Sunship III (13-14yrs old). Other programs continue to be developed
and await final approval by The IEE (Van Matre, 2003).

'"These are not "Programs" as there are a stringent set of criteria that an experience must fulfil if
it is to be given this title. See Van Matre (1990, pp.269-270).
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1.3 THE CONTEXT OF EARTH EDUCATION

Van Matre (1972, 1974, 1979, 1990) has been highly critical of environmental

education, perhaps even dismissive, and has offered a summary of the differences
between the aims of Earth Education and the tendencies of environmental

education (1990, p.252). Here he makes a complex distinction between Earth

Education and environmental education (Table 2).

Table 2: Environmental Education Vs Earth Education (Van Matre, 1990,
p.252)

endencies... Aims...

Lifestyles oriented

Focuses mainly on developing secondary Focuses largely on developing “ecological
concepts and conducting environmental studies | feeling” based on a combination of mental and

srojects shysical engagements with the natural world.

Claims to teach how to think not what to think Claims to instil values and change habits

Relies primarily on participatory educational
discussions to achieve its instructional objectives | adventures to achieve its instructional objectives.
consolidates the applications (projects integrates the applications (projects

Infused with “Cornucopian” management Infused with the principles of deep ecology.
messages and views.
Accepts a wide range of definitions. Rejects becoming everything else.

As well as criticising the environmental education curriculum, Table 2 illustrates
that many of Van Matre’s arguments also address structural influences, such as

those from the wider society in which the activity takes place.

Furthermore, Van Matre (1990, p.34-36) criticises environmental education for
its role in advertising and promoting companies’ interests as he believes that the
technocentric messages (O’Riordan, 1981; Pepper, 1984) presented are
incompatible with what the aims of environmental education should be. Van
Matre 1s one of the few authors of nature education programs that has been
explicitly critical of other programs, methods and organisations, or implicitly

critical of western social, political and economic systems.
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Van Matre’s analysis has itself been criticised both in the literature (Randle, 1992,
p.26) and informally (Ansell, 2000; Tate, 2001; Johnson, 2003). For example,
Johnson (2003) described two occasions where Earth Education programs have

been subject to charges of extremism, comprising religious and environmental
extremism: Some Michigan community members considered Earth Education to
be religiously unsound, due to concerns that Earthkeepers contained elements of
witchcraft, but were unsuccessful in their attempts to prevent schools from

undertaking the program. However, authorities in Oregon successfully proscribed

Earthkeepers, finding that some of its elements too closely resembled the
behaviour of “Tree Hugging” logging protestors. As a result Van Matre has

become cast as pariah or prophet, a dichotomy which is typified by the ‘debate’ n
Randle (1992, pp.25-32).

Criticism has also clouded much of the debate surrounding Earth Education and 1t
is difficult to find high quality critiques of the programs themselves. Indeed, few
articles have been published that discuss Earth Education in peer-reviewed
journals or books (e.g. Gough, 1987; Keen, 1991b; Robottom and Hart, 1993;
Job, 1996; Black and Reeve, 2000), which is perhaps astounding considering that
such programs have been published around the world for nearly thirty five years.
Even among peer-reviewed publications it is not infrequent to find the work of

The IEE misrepresented and this 1s discussed at greater length in chapter 2.

Although Earth Education claims to be different from mainstream environmental
education in terms of its content, leaming methods and underpinning philosophy,
its objectives have many similarities with more widely known educational
programs, initiatives and policy documents. Anecdotal evidence indicates that it
has much potential for enhancing science education (Rhymer, 1992),
environmental education (Dyer, 1988a), teacher education, curriculum design and
administration, and evaluation in education (Gough, 1987, p.59). Limited

evaluation has been attempted with short term undergraduate studies (e.g.
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Rowbotham, 1983; Farnbank, 1993) and post-graduate theses (Keen, 1991a) but
prior to the implementation of this research few projects had convincingly
addressed programs’ influence upon ecological understanding, ecological

“feeling” or long term behavioural change.

1.3.1 EARTH EDUCATION AND NATIONAL CURRICULA

Earth Education programs include objectives concerned with understandings,
values and feelings, and behaviour. The programs are not focused upon issues,
but rather are concemed with the development of basic conceptual
understandings. Environmental issues are considered, but only as far as is
required to provide illustrative examples, normally local examples, to show the
relevance of concepts to learners’ lifestyles. The basic concepts that comprise
Earth Education’s curriculum would normally be part of a science and geography
curriculum, although there are also clear links between other aspects of the Earth
Education curriculum and other aspects of the school curriculum, such as English,

mathematics and art. However, Earth Education programs involve much more

than just conceptual learning and the following discussion addresses the potential

of Earth Education programs in a wider sense.

Environmental educational policy documents have been concerned with the three
areas of knowledge, skills and attitudes. Concerning behaviour, or skills,
according to the European Community, one of the goals of environmental

education is to... “..1ay the foundations for a fully informed and active

participation of the individual in the protection of the environment...” (Council of

Ministers, 1988, cited in NCC, 1990).

In 1990 the National Curriculum Council (NCC) considered that environmental
education aims to “...Provide opportunities to acquire ... skills to protect and

improve the environment... and [it] encourages active participation in resolving
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environmental problems.” (NCC, 1990). This was echoed in 1996 by The School
Curriculum and Assessment Authority (née NCC) who stated that environmental

education aims to “Provide all pupils with opportunities to acquire the ... skills
required to engage effectively with environmental issues... and encourage active

participation in resolving environmental problems” (SCAA, 1996, p.2). Reflecting

concerns about the apparent diminishing importance of environmental education,

the document’s title was changed to “...Environmental Matters...” from
“Environmental Education” suggesting a shift of focus from the cross curricular

theme of Environmental Education to something lacking coherence and identity.

Most recently the national curriculum for Citizenship (DfEE/QCA, 1999b;
1999d), statutory guidelines for pupils aged between 11 and 15, requires
“...puplls to be taught about ... the world as a global community and the ...
environmental and social implications of this...”. Furthermore, older pupils should
also “...be taught about the wider issues and challenges of global interdependence

and responsibility, including sustainable development and Local Agenda
21.”(DIEE/QCA, 1999b; 19994d).

Non-statutory guidelines (DfEE/QCA, 1999¢) mention pupils being given various
opportunities to take responsibility for themselves and the environment, to learn
about the needs of other living things, and the factors that affect the local natural
environment, for example. Simple environmental issues are also mentioned as an
example of how pupils might consider moral and social dilemmas. An initial
reading of the curriculum might indicate that it appears to be failing to deal with
the idea of value promotion, except from the perspective of provision of pupil
choice. However the Statement of Values (DfEE/QCA, 1999¢) provides a
concise and useful clarification of this issue. It states that commonly agreed

values in society, which should be taught in schools, include environmental

values. These are given in Table 3.
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Table 3: Extract From Statement of Values in the National Curriculum
(DFEE/QCA, 1999¢)

We value the environment, both natural and shaped by humanity, as the basis of life and a
source of wonder and inspiration. On the basis of these values, we should:

. accept our responsibility to maintain a sustainable environment for future generations
o understand the place of human beings in nature

¢ understand our responsibilities for other species

. ensure that development can be justified

. preserve balance and diversity in nature wherever possible

¢ preserve areas of beauty and interest for future generations

. repair, wherever possible, habitats damaged by human development

Despite this apparent commitment to environmental education the DFEE/QCA
have not yet provided the means by which these values may be addressed in
schools. Furthermore whilst the DIEE/QCA claim that authority for these values
1s gained by consensus it side-steps the rather obvious conclusion that these
values are too 1ll-defined and ambiguously stated to be of any practical use. For
example, there 1s no discussion of what might be meant by “...the place of human

beings in nature” (QCA, 1999c¢).

The Scottish 5-14 curriculum seems to share common ground with the aims of
Earth Education. For example the general structure of the 5-14 curriculum
suggests that the curriculum should help pupils to acquire and develop “...the
capacity to treat others and the world around them with respect” (LTS, 2000,
p.4) where one of the fundamental bases for a personally rewarding life is the
engendering of “...a commitment to the environment” (LTS, 2000, p.5). These
general aims are also evident in the five cross curricular themes, specifically in
Education for Citizenship, where the potential for exploring environmental
themes through environmental projects and sustainability issues is highlighted
(LTS, 2000, p.28). However, this document is necessarily very general but when
the individual documents are analysed the potential coherence between Earth

Education and the 5-14 curriculum can be fully explored (see Appendix).

To date, policy documents in England and Wales consistently have failed to

provide teachers with effective statutory legislation for environmental education
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provision, consistent with other curriculum areas such as Mathematics, English
and Science. Comments from a recent review (Rickinson, Dillon, Teamey,
Morris, Young Choi, Sanders and Benefield, 2004, p.54) suggested that policy
makers needed to recognise that opportunities for outdoor leaming in school

grounds and beyond were “...in decline or under threat” due to curriculum and
resources constraints. Whilst Rickinson et al.’s findings were not specific to
environmental education, Earth Education programmes involve a significant
outdoor component and it is likely that the decline in outdoor learning is also
applicable to Earth Education and other forms of experiential environmental
education. Cooper (2000, p.26) has also stated that “Outdoor education has
suffered from an overloaded, content-based National Curriculum”, but he states

that recent changes provide a number of opportunities for further development.

However, despite this cautious optimism, the absence of statutory provision or

entitlement remains.

Scotland has fared slightly better as the 5-14 curriculum suggests the engendering
of an emotional relationship with the environment. However, it does not clarify
how this should, or could, be achieved. Therefore Earth Education programs and
activities could have a role in addressing values in the various curricula,
particularly in the absence of clarification by legislative bodies. Earth Education
also has much in common with the specified content of various subjects in the
curricula of Scotland, and England and Wales. The links between one Earth

Education programme, Earthkeepers, and these policy documents have been

detailed in the Appendix.

14 SUMMARY

This chapter has described the main ideas behind Earth Education, its aims and
how 1t sets out to achieve these through the delivery of education programs to
children of all ages. It has discussed how the founder, Van Matre, has been

critical of environmental education for many different reasons and has, perhaps in
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turn, received his own share of criticism and attention from stakeholders in
environmental education and sometimes, even the community. Conversely, some

have been highly complimentary of Earth Education activities and programs as

the activities and programs were seen as highly original and innovative for many
reasons, not least their willingness to address learning in the affective domain.
Practitioners of Earth Education have also provided much anecdotal evidence to
indicate the potential that it might have for delivering powerful and meaningful
experiences for young people. Such debate has been swinging from one extreme

to the other since commentaries first appeared on Earth Education and there has

been little progress in the discussion since the early 1980s.

This work aims to analyse the phenomenon of Earth Education by examining
some of these contradictions and their underlying assumptions. Naturally, this
requires an examination of the main practice of Earth Education which, in the
U.K. at least, necessitates the evaluation of children’s learning programs. In order
to effect this inquiry, the following chapter examines the existing literature on

Earth Education and suggests potential areas for research.
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2 RESEARCH IN EARTH EDUCATION

This chapter comprises a synthesis of work on Earth Education and
Acclimatization carried out prior to the inception of this research project (1996).
The discussion highlights those aspects of the Earth Education phenomenon that
had, up to this time, been addressed or neglected by the existing body of
knowledge, and contributes to the chosen methodology (Chapter 6) insofar as it
identifies, from the research, the principal areas of concern for Earth Education. It
begins by examining theoretical work on Earth Education, including work that
has cited Earth Education as exemplary practice, work that has attempted to

- analyse Earth Education critically, and practitioners’ autobiographical or
anecdotal accounts of experiences with Earth Education. The section concerning
empirical work (Section 2.3) includes a discussion of research into the efficacy of
Earth Education programs and activities in terms of their effect upon knowledge,
feelings and behaviour. The discussion concludes with an account of studies that

have examined the potential for Earth Education to deliver national curricula.

Chapter 1 has outlined Van Matre’s (1972, 1990) critique of environmental
education, including a summary of the differences between the aims of Earth

Education and the tendencies of environmental education. These differences
occur at various levels and include discussions of curriculum content and
structure, educational psychology and underpinning philosophy. Van Matre’s
insistence upon the distinctiveness of Earth Education has probably led to it
receiving a significant amount of attention from various authors. This work has

tended to be of one of five types, listed in Table 4.
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Table 4: Classification of Types of Work, Published and Unpublished, on
Earth Education.

1) Theoretical Analyses: General research that uses Earth Education as
Exemplary Practice an exemplar of one type of approach or
another.
Theoretical Analyses: Crtical, and frequently negative, discussion of
Critical aspects of Earth Education.

1) Practitioners’ Perspectives Auto-biographical or Anecdotal accounts of
leaders’ experiences of programs and
activities.

1i1) Empirical Reports of empirical research on programs or
activities

1v) Curriculum Examination of the coherence between Earth

Education and national curricula.

This discussion will now explore each of these five types in turn, using examples

drawn from the available literature.

2,1 THEORETICAL ANALYSES

A small amount of work that has discussed Earth Education has been published

by the process of peer-review (Gough, 1987; Greenall-Gough, 1990; Keen,
1991a; Keen, 1991b; Robottom and Hart, 1993; Job, 1996; Beder, 1997). Much

of this 1s not concerned with empirical research but makes reference to Earth
Education as exemplary practice in some aspect of education. For example,
Gough (1987, pp.49-67) suggests that Earth Education exemplifies an “ecological
paradigm for education”, one that places greater importance upon the individual’s
senses and perceptions and less emphasis upon the learning of detailed theoretical
knowledge. Gough provides support for Earth Education’s use of “Big Picture”
concepts, the avoidance of naming and labelling, and the focus on sharing and
doing rather than showing and telling. However, he also comments that most
educators, parents and employers are unlikely to accept that the existing system
of mass education is deeply flawed because of entrenched social interests and

chites (ibid.,p.56). Beder (1997) explores the hegemonic relationship between
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education and business further, referring to Earth Education as an exemplification

of an approach that has survived without pandering to corporate interests.

Gough (1987, p.59) also suggests that the Earth Education approach can be
applied to areas outside nature education, that is curriculum design and
administration, and evaluation in education. Robottom and Hart (1993, pp.22-27)
also cite Earth Education as a model of interpretivist® approaches to both practice
and research in environmental education but there is perhaps a sense that they are
concentrating on the affective aspects of Earth Education activities. Certainly
their main source of information seems to be Acclimatization (Van Matre, 1972;
1974), publications which lack the detail on learning theory given by later
examples (e.g. Van Matre, 1979; 1990).

Some of this work unfortunately presents the work of The IEE in misleading
ways. For example, Job (1996) uses “Earth Education” to include all forms of
nature education, including the work of Cornell (1979, 1989), that attempt to
address affective objectives. Job’s diagram (Figure 2) also suggests that “Control
over Leamning” in Earth Education lies mid-way between teacher -centred

approaches and pupil-centred approaches, yet there are Earth Education activities

that could be placed anywhere on this continuum’.

2 This is discussed in chapter 6.

3 This framework for analysis provided by Job, begs a multitude of deeper questions that betray
certain philosophical assumptions. Not least amongst these is the use of the category “Emphasis
on Quantification” as counterpoint to “Emphasis on Affective Learning”, Job offers no
satisafactory rationale for his deviation from the more traditional approach (Bloom et al., 1956)
of placing cognitive learning in opposition with affective learning.

D.Martin -17- Liverpool John Moores University



An Interpretive Investigation of “Earthkeepers™ at a Scottish OQutdoor Education Centre

T

p:;ielfitl:ed Discowery Feldwork
approaches Teacher Functions as
‘animateur’
Focus
generated
from field
C%NVTEHR)L expenences Enquiry Fieldwork ‘Earth
LEARNING Teacher functions as Education’
Hyrp oglesis resource provider Teacher
i orchestrates
Teacher-led Structure events
activities with
pre-determmed genemt?d
outcomes prior to field Field Excursion

experiences Teacher function as

guide and interpreter

|

| Emphasis on CURRICULUM Emphasis on

quantification FOCUS affective 1&ming+

Figure 2: Analysis Of Nature Education Using Two Continuums: Control
Over Learning (Vertical Axis) And Curriculum Focus (Horizontal Axis)
(Job, 1996)

Such misunderstandings about the work of The IEE are unfortunately
commonplace; perhaps the most frequently held belief is that Earth Education
consists of activities aimed at learning in the affective domain exclusively. For
example, MacLellan (1988) focuses on the awareness aspects of Earth Education,
whereas much of Randle’s (1992) short article is concerned with the approach to

values education.

Some authors have been critical of aspects of Earth Education, particularly the
operation of The IEE and of those elements that distinguish it from
Environmental Education. For example, Randle (1992) attempts to discuss
critically the organisational structure of The IEE. In particular he comments upon
the “...exclusivist attitudes...” (ibid., p.26) of the Institute towards outsiders and
towards others’ use of Earth Education material. These attitudes, according to
Randle (ibid.), are derived from a modus operandi that includes secrecy, elitism,
and pedagogical dogmatism. Furthermore he refers to The IEE as a religious

“...sect... [wheremn The Truth can)...only be handed down in certain ways, by
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certain anointed people, at certain appointed places” (ibid., p.26). Moreover, he
suggests that IEE members practise idolatry and self-deception. He also mentions
others’ accusations that Earth Education is “...propaganda”, yet simultaneously
refuting it, but his rebuttal is weak and tends to be overwhelmed by the tone of
his other swingeing criticisms. His caricature of The IEE caused a certain amount

of damage to the work of The IEE (Rhymer, 1999) and because these comments
were inadequately explained and developed, they were probably unhelptul to the

wider field of Environmental Education.

Robbins (1985) also took issue with Acclimatization, but her main objection was

the structure of the curriculum of Earth Education and other aspects of its
pedagogy. She concentrated (ibid., p.10) upon the rigidity and lack of flexibility
of the approach, making the point that pupils’ questions “...will be superior,
however much the pill is sweetened, to an imposed idea pressed upon children
unevenly capable of absorbing it” (ibid., p.11). Her comments are more useful
than Randle’s (1992) as they are expanded upon and present an alternative case
without recourse to pejorative language. However, her presentation of
“traditional” nature education is probably an idealised picture of what pupils leamn

from field excursions.

What is of great concern, 1s that there 1s some degree of coherence between
Randle’s (1992) and Robbins’s (1985) articles: Both refer to problems of
pedagogy and particularly, flexibility, Caddy (1993, p.53-54) provides some
support for this, reporting one outdoor centre manager’s claim that Earth
Education discriminated against the less able by its recommendation of
inappropriate activity props and the use of large blocks of written text in some
activities. Furthermore, Randle claims that he has “...almost never met [a person
who had attended an Earth Education workshop], who was not at least a little

troubled by some aspects of what he/she had encountered”, and...
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Everywhere I went I was constantly amazed to find that the same
sorts of conversations occurred. Grossly to oversimplify, outside
the initiate group there was ... dismay at the Institute’s attitudes.

(Randle, 1992, p.295).

So 1t would appear that many people, particularly educators who lack experience
and knowledge of Earth Education (Duckworth, 1986, p.22), perceive there to be
problems with Earth Education, yet it is likely that these very people would be
responsible for deciding whether pupils participate in Earth Education. Ironically,
of the various critical articles, none seem to have countered the main thrust of
Van Matre’s critique of the field of Environmental Education, specifically that it
has largely failed to achieve what it set out to. Perhaps, then, these critical
comments can be set in their proper context, that is of a schooling system that
relies heavily on didactic methods wherein certain types of knowledge have more
status than others. Consequently, attempts to maintain the status quo by
practising professionals, through the defence of traditional pedagogy, may
actually more closely resemble the responses of reactionary conservatives, for as
Gough (1987, p.57) comments...

...1t 1s difficult to imagine those of us who have been inducted into

the ‘priesthood of scholars and scientists’ willingly turning our

backs on the storehouses of theoretic knowledge with which we
are so familiar.

This suggests that reliable research into practitioners’ perspectives is an urgent
necessity for The IEE and environmental education, as Earth Education seems to

promise so much. This is discussed in the next section.

2.2 PRACTITIONERS’ PERSPECTIVES

Autobiographical accounts, supported by a great deal of anecdotal evidence,
indicate that Earth Education has much potential for enhancing nature education
(Duckworth, 1985;1986;1988; Cree and King, 1988; Dyer, 1988a; Rhymer,

1992). These are now summarised below.
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The impact of Earth Education on leaders’ emotional, perceptual and intellectual
relationship with the environment has been described by Duckworth (1985, p.3),
Bragg, (1988, p.17), Cree and King (1988, p.14), Gray (1988, p.17) and McNally
(1997), whilst its effect on pupils’ development has been widely affirmed by
Duckworth (1986, p.22), Bragg (1988, p.17) and Dyer (1988a, p.13). The term

“Pupils’ development” has variously included the learning of transferable
ecological concepts (Duckworth, 1986, p.23), enhanced motivation towards
schooling (Duckworth, 1986, p.23; Rhymer, 1992, p.30) and improved self-
esteem and confidence. Programs are also described as having an impact upon
children’s affective development, contributing to the development of
environmental attitudes (Dyer, 1988b, p.19) and contributing to a healthier
relationship with the natural world (Duckworth, 1986, p.22; Cree and King,
1988, p.15). Indeed, a significant advantage of Earth Education over
environmental education is its ability to encourage many different forms of
interaction with the natural world (Duckworth, 1985, p.7), involving perception,
observation and evaluation (Duckworth, 1986, p.25). Most authors report that
pupils enjoy the activities and programs (Duckworth, 1985, p.4; Bragg, 1988,
p.17; Cree and King, 1988, p.14; Dyer, 1988a, p.13) and that Earth Education

helps to create a unique and productive learning atmosphere (Duckworth, 1986,
p.23).

The quality of programs has been supported by claims of their extensive trialling
and testing (Duckworth, 1985, p.4, 7, 8; Duckworth, 1986, p.24; Rhymer, 1992,
p.29), and that they do, indeed, achieve what they set out to (Rhymer, 1992,
p.31). Duckworth (1985, p.6) also claimed that Earth Education programs were
favourably comparable with the highest quality program he had encountered in his
professional life as a teacher in an outdoor centre. Dyer makes the point that one

significant advantage 1s that activities appeal to wide ranges of ages and abilities
(Dyer, 1988a, p.14).
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Regarding the structural operation of The IEE Rhymer (1992, p.31) argues that
Earth Education takes a unique stance in the field of environmental education in
its disavowal of corporate sponsorship and, hence, the influence of consumerism
and cornucopianism (Irvine, 1995). Furthermore, he argues that Earth
Education’s concentration on core ecological concepts is further removed from

indoctrination or propaganda than what often passes as environmental education,

that 1s, hitter-picks and tree-planting (ibid., p.30), for example.

In summary, the autobiographical and anecdotal accounts, summarised above,

apparently embody a wide ranging justification for the use of Earth Education,
but their reliability and accuracy remains unchallenged given that they were not
subject to peer review. Furthermore, many of the accounts referred to above were
written by individuals with vested interests in Earth Education. Consequently,
convincing and robust evidence of activities’ success in enhancing children’s
learning coherent with contemporary views of cognitive development, or the
ability of programs to help leamners live more lightly on the Earth through

developing ecological feeling, remains elusive.

2.3 EMPIRICAL WORK

Social research may be considered to be the investigation of relationships, for
example, between individuals, between individuals and their institutions, or
between an individual’s conceptions and behaviour. It is possible to represent
these relationships and interactions occurring at different levels using the
analytical device presented by Strauss and Corbin (1990, p.163; 1998, pp.181-
199). This diagram has been presented in Figure 3 to show how these levels are
evident in the phenomenon of Earth Education. This enables actions and

interactions pertaining to a given phenomenon to be considered at the different

levels at which they occur.
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Figure 3: The Conditional Matrix Applied to Research in Earth Education
(Strauss and Corbin, 1990, p.163; 1998, pp.181-199)

Existing research has almost exclusively examined the relationship between the
individual and the Earth Education Curriculum by asking the question “Does
Earth Education work?”. The body of empirical work, carried out in Australia,
Canada, the United Kingdom and the United States, will now be examined in the
light of the Matrix. It begins with a discussion of research that has been
conducted at the level of the individual and includes a review of the effect of
programs on knowledge, feelings and behaviour. It then moves to a consideration
of participants’ perspectives of the programs, followed by those of teachers and
parents. Finally 1t reviews work that has examined the Earth Education

curriculum along with curriculum policy documents.
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2.3.1 THE KNOWLEDGE COMPONENT

The approaches to the assessment of learning have probably been as numerous as
the individuals conducting the research owing to differences that include methods,
intended audience, pedagogy and epistemology. For example, there 1s little
coherence 1n the approach to the notion of what constitutes “ecological learning”.
Indeed, most of the work appears to be unconscious of this question.
Nevertheless this has not meant that such work should be merely dismissed, but
rather that careful scrutiny is required in order to tease out such important
assumptions. Some more recent approaches (van Wissen, 1992; Farnbank, 1993)
have attempted to examine the quality of learning. This has been achieved
through the idea of individual “concept” development but neither have taken an
explicitly constructivist approach. Both of these qualitative studies have worked
with various methods that have included; open-ended pre- and post-program
questionnaires; interviews with pupils, parents and teachers; video recordings and
field observations. They have both used small samples and rarely use statistics

except for description. Quantitative studies (Payne, 1981; Bires et al., 1982;
Cancilla, 1983; Jack, 1991; Keen, 1991a; Keen, 1991b) have regarded ecological

learning as a process of “knowledge” acquisition or the receiving of transmitted

facts. Typical methods for these studies include pre- and post-program
questionnaires, multiple choice tests, the use of control groups, large samples and
descriptive and inferential statistics. Essentially, the main distinction to draw here
is that the former group considered that knowledge is actively generated by each

learner, whilst the latter considered that knowledge is passively received from an

authoritative source.

Qualitative research has demonstrated that ecological learning is effected by
Earthkeepers (Van Wissen, 1992), Earth Caretakers (Farnbank, 1993) and
Sunship Earth (van Wissen, 1992; Farnbank, 1993; McNally, 1997). However,
this work has yet to provide a convincing or detailed account of the long term

conceptual development as a result of a full Earth Education program. In general
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these studies have claimed that conceptual change has occurred, but have made
rather naive assumptions about participants’ prior knowledge; for example, none
have had the luxury of time in order to investigate concepts prior to participants’
program attendance. Furthermore some have been insufficiently aware of their
methodological biases and have used qualitative methods to attempt to make
“objective” statements normally confined to quantitative work, for example

regarding whether participants have reached some pre-determined level of

understanding.

Notwithstanding methodological problems there have been some indications of
conceptual development. Farnbank (1993) suggested that most children showed
some form of immediate conceptual development as a result of the Conceptual
Encounters “The Great Burger Race”, “Food Factory” and “Mr Sun’s

Restaurant”.

Quantitative work has demonstrated that statistically significant increases in
knowledge occurred as a result of Earthkeepers (Park, 1997) and Sunship Earth
(Bires et al., 1982; Cancilla, 1983; Keen, 1991a; Keen, 1991b). Park’s (1997)
short-term study was limited by its lack of a control group but it did use a suitably
large sample of 280 pupils. Bires et al. (1982), Cancilla (1983) and Keen (1991 a;
1991b) share similar approaches in that they all used some kind of control group
and attempted to prove that Sunship Earth could contribute to ecological
learning. It is perhaps hardly surprising that the results showed an increase in
knowledge for program participants. For example, Keen’s (1991a; 1991b) work
assesses ecological learning simplistically using nine multiple-choice questions
phrased with terminology that is particular to the Sunship Earth program. So one
might draw the conclusion that although these projects have reliable results, they
lack validity because of the bias inherent in the questionnaire design.
Furthermore, in all three cases the questionnaires for assessing knowledge were
aimed at factual recall rather than higher order thinking skills such as evaluation

and synthesis (Bloom et al., 1956), and so the findings of some of these studies
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are perhaps rather trivial.

Statistically insignificant but nevertheless beneficial effects on knowledge have
occurred as a result of Sunship Earth (Payne, 1981), although this study also used

low-level questions aimed at testing factual recall. This study also mntroduced
further variables by comparing Sunship Earth with another program, although 1t 1s
unclear whether this is a fair companson. Jack’s (1991) work on Earth Caretakers
discovered an overall increase in knowledge for a small sample and this increase
was greater than for the control group. However Jack’s work (ibid.) was
methodologically inadequate due to sampling issues and problems with validity

and reliability.

2.3.2 THE FEELING COMPONENT

Research on the feeling component of Earth Education constitutes the majority of
the available literature but approaches to this aspect are probably as varied as the
approaches to the evaluation of ecological learning. Work has been influenced by
researchers’ perspectives of what is meant by the “feeling component”.
Quantitative work has generally been restricted to an examination of only those
aspects of “feeling” that are measurable, in strict scientific terms. These studies
have tended to examine “feeling” through attitude measurement exclusively,
defining “attitudes” as organisations of motives, emotions, perceptions and
cognitive processes that have a bearing upon some aspect of the world of the
individual (Allport, 1935). Such studies (Payne, 1981; Bires et al., 1982;
Mulligan, 1989; Park, 1997) have typically used Likert Scales (Likert, 1932) or
Semantic Differentials (Osgood et al., 1957) to measure immediate attitude
change as a result of program participation although some have measured attitude
change over a longer time interval. However, this is only one perspective and
other views, typically using qualitative data, have taken a broader definition of
“feeling”. This has included attitudes, emotions, values, intentions, beliefs,

perceptions, senses efc. These studies have used all manner of data gathering
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techniques, including document analysis (e.g. Rowbotham, 1983), video 1mages
(e.g. Fambank, 1993), participant observation (e.g. Heath, ca.1988), interviews
(e.g. Van Wissen, 1992) and participant diaries (McNally, 1997).

Quantitative research was used by Keen (1991a;b) to investigate how attitudes
changed over a period of one year, although no quantitative work has attempted
to measure changes over longer periods than this. Statistically significant
increases in environmental attitudes for participants of Sunship Earth were
demonstrated by Bires et al. (1982) and for Earthkeepers by Park (1997).
Statistically insignificant increases were found for Sunship Earth by Mulligan
(1989). However, Keen (1991a; 1991b) and Payne (1981) found no changes in
attitude as a result of the Sunship Earth program. Many of these approaches can
be criticised for using a too narrow definition of the feelings components, and for
using simplistic questionnaires that were incapable of producing valid results. If
quantitative evidence of increases in attitude is required, particularly in the longer

term, then a priority for research is to produce an instrument that is both reliable
and valid.

Qualitative studies have used the term “attitude” in a different manner. Heath
(ca.1988) referred to “attitudes” but did not attempt to measure these, as Keen
(1991a; b) or Bires et al. (1982) had. Heath (ca.1988) observed participants
during Earthwalks and produced a rather descriptive discussion, lacking in-depth
analysis, which suggested that Earthwalks improved sensory awareness and
environmental attitudes. Whilst participant observation can be an effective way of
gathering data it is difficult for the novice researcher to overcome personal bias
and be sufficiently theoretically sensitive to what they see. Nevertheless
qualitative studies, like the work of Heath (ca.1988), demonstrate that they are
probably superior approaches for generating theory compared with a priori
hypothetico-deductive studies exemplified by Keen (1991a;b). Further evidence
of Earth Education’s effects upon emotions, feelings, attitudes and senses is given

by the following series of qualitative studies.
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Rowbotham’s work (1983) on Sunship Earth, using participant observation,
questionnaires and teacher interviews, found an increased willingness to commit
to environmentally benign behaviours amongst program participants, increased

participant motivation and performance of pupils regardless of their level of

ability, and development of children’s senses.

Greenall-Gough (1990) and Van Wissen (1992) independently discovered that
participants of Earthkeepers and Sunship Earth developed an “environmental
ethic” which persisted for at least one month after the program. Follow through

work, especially with teachers, was helpful in maintaining these attitudes.

Newman’s discussion (1987) takes a unique approach since it attempts to
examine “spiritual” experiences, although he acknowledges the difficulties that
such a label engenders. The empirical work 1s of little value because of
methodological and sampling limitations but the work is useful for its review of
literature on ecstatic experiences (Laski, 1961) and the building of personal
relationships (Maslow, 1964). It also contains some compelling interview

transcripts of the highly emotional experiences of participants of Earthwalk

activities, of which little reliable evidence is currently available.

All of these studies have approached the “feeling” aspect of Earth Education
programs in a different way and they have rarely managed to distinguish
adequately between various aspects of human experience that come under the
aegis of the affective domain. Perhaps another pressing role for research is to
explore the affective domain and identify how some of these elements might

aflect each other, their similarities and differences, and how they might be

addressed through educational activities.

D.Martin -28- Liverpool John Moores University



oTPretive astipation of “Earthkeepers” at a Scottish Outdoor Education Centre

2.3.3 BEHAVIOUR

The extent to which behaviour has been changed by a nature education program
is a difficult area to assess. It is probably even more difficult to assess the impact
of behaviour and lifestyle upon resource use. Because of these difficulties it is
perhaps not surprising that research has so far relied upon qualitative data and has
not attempted to analyse behaviour change using quantitative means. Studies have
not merely examined the environmentally benign behaviour of participants,

despite this being the main motive of Earth Education programs, but have also
examined whether pupils have continued to take part in self-directed Earth

Education activities, such as Magic Spots, after the program. Research has also
commented upon the effect of programs upon participants’ disruptive or anti-
social behaviour. Methods have generally relied on the self-reporting of behaviour
through interview (Fambank, 1993) or participant observation (Rowbotham,
1983), although this information has usefully been augmented by verification with
parents and teachers (Rowbotham, 1983; Van Wissen, 1992; Farnbank, 1993) on

occasion.

Van Wissen (1992) found that the behaviour of participants in Earthkeepers and
Sunship Earth had changed and this persisted for up to six months after the
programs’ completion. Follow through was found to be helpful in this process.
Behaviour change involved participants’ using less energy and materials in

accordance with the simple tasks suggested by the program literature.

Rowbotham (1983) commented upon the motivational effects of Sunship Earth
and reported that teachers had commented that pupils were far less disruptive
during Sunship Earth compared with other educational activities. There have been
no attempts to measure this as such but much anecdotal evidence (Duckworth,
1985; 1986, Bragg, 1988; Cree and King, 1988; Dyer, 1988a; Gray, 1988;
Randle, 1992; Rhymer, 1992) supports Rowbotham’s findings.
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2.3.4 PARTICIPANTS’ PERSPECTIVES

This section discusses the participants’ perspectives of Earth Education programs
and as such it 1s an analysis at a different level from that discussed in section 2.3.
It addresses this through work that has used participants’ and significant adults’

comments.

Several studies have sought to evaluate Earth Education by simply asking
participants closed questions. Results have suggested that participants experience

enjoyment (Jack, 1991; Caddy, 1993; Farnbank, 1993; Drysdale, 1997), enhanced
motivation (Rowbotham, 1983; Caddy, 1993) and a stimulated interest (Caddy,
1993) as a result of Earth Caretakers, Earthkeepers, Sunship Earth and

Earthwalks. Studies that have given negative results (Rowbotham, 1983;

Greenall-Gough, 1990) have exclusively been concerned with non-standard

programs or novice program deliverers.

Common sense might suggest that gathering opinions is a reasonable approach to
take when evaluating Earth Education but it is fraught with difficulties that affect
the value and status of such opinions. For example, how would decisions about
the child’s schooling be affected if a participant were to speak favourably about
an Earth Education program? As Young (1971) has argued, knowledge has
become stratified in Western Society and this has served to support the interests
of the ruling elite. Therefore it is unlikely that a child’s unfavourable comments
about high status (ibid.) curriculum areas such as mathematics or science would
carry much weight with decision-makers. Conversely, positive comments about
low-status subjects such as environmental education would be equally irrelevant
for educational reform. Western Society has not only decided what is best for the
child to learn but it has also, to a greater or lesser degree decided how, where,

when and by whom this will be done. So it would appear that the decision to
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evaluate a program by concentrating upon participants’ positive or negative

comments ignores the wider political context in which schooling occurs.

Another problem with relying solely on such opinions is that the influence of
various factors can be crucial to the quality of the data and consequent analysis.
Silverman (1985, p.165) and May (2001, pp.142-143) argue that interviews are
social constructions between the participants and cannot be considered to
represent a reality that 1s external to the interview. Therefore the context of the
interview and the meanings the participants attribute to their responses are crucial
aspects of the research process. For example, Patton (1990, pp.335-347)
discusses the advantages and disadvantages of using program staff for conducting
program evaluation interviews. In this case, the relationship between researcher
and participant would have an influence. These may comprise explicit relations *
where the researcher has mandated control over the participant’s conduct, for
example a teacher or parent, or they can be tacit, for example a respected peer or
adult who may be some form of role model. In both cases the participant has an
interest in giving a response that they think the researcher wants to hear or read.
Furthermore some of the studies used parents’ and teachers’ reports of
participants’ attitude towards the program, an approach which is not only
1_u1re1iable for the reasons mentioned above, but also because it assumes that
adults untrained in data collection will be sufficiently aware of their biases to

provide useful data.

Finally, children’s opinions are notoriously changeable (Opie and Opie, 1959);
they can be influenced by many different things. Neither is it clear what their
statements and opinions refer to; the question asked by the researcher, the
question heard by the pupil and the participant’s response may be three entirely
different things. For example, in Piaget’s (1929) seminal work he asked young

children “Can the sun feel?”. The word “feel” can be a noun, a verb or an
adjective and has numerous meanings depending upon the context. Consequently,

Piaget has been criticised for his neglect of this methodological issue (Flavell,
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1963).

Clearly then, studies that use participants’ retrospective evaluations of the

programs as a major source of data without paying attention to the context of the

mterview or exploring meanings of statements should be treated with a degree of
circumspection and the results interpreted very carefully. It would certainly be
unwise to base any formal conclusions on the evaluative comments of program

participants alone.

2.4 CURRICULUM ANALYSES

On a level of the conditional matrix (Figure 3, p. 23) further removed from the
individual than the learning of knowledge or participants’ perspectives, lies work
which has investigated general curriculum issues. Document analysis has
suggested that Earth Education programs are appropriate contexts for delivering
aspects of the curriculum in Germany (Heggemann, 1996) and England and
Wales (Rowbotham, 1983; Heath, ca.1988; Mollard, 1991). Furthermore, Earth
Education has the ability to address feelings and emotional elements of human
experience, phenomena that have been largely ignored by the curriculum in
England and Wales (Theaker, 1988; Mollard, 1991). However, Heath (ca.1988)
commented upon the difficulty of assessing the results from programs for
curriculum purposes, reflecting the growing obsession with evidence-based
practice (Sougnez, 2002) which has been partly responsible for the decline in the
numbers of those willing to be teachers in the U.K. over the last decade.

Conversely some have indicated conflicts between the school’s curriculum and
the Earth Education curriculum particularly regarding follow-through work
(Caddy, 1993) or resource issues (Rowbotham, 1983; Theaker, 1988). These
reports have indicated that this makes Earth Education unrealistic as part of a

school’s curriculum, particularly where the school is also operating within a
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compulsory National Curriculum, as in the U.K.. Consequently there have been
suggestions that the best context for program implementation is through the
informal sector (Brown, 1990; Theaker, 1988) but this clearly conflicts with
counter-recommendations that Earth Education should be available to a wider
audience (Theaker, 1988).

Some workers have examined the way Earth Education activities have been
structured. Mollard (1991) highlighted the value of taking a programmatic
approach to learning, whilst Hawkins (1984) took a wider perspective, suggesting
that the main strength of Earth Education was its eclectic pedagogical approach
as it allowed for a wide diversity of learning styles, outcomes and experiences. He
also commended the Earth Education methodology for its operation in different
learning domains (Bloom et al., 1956; Krathwohl et al., 1964). Conversely,
Caddy (1993, pp.53-54) contradicted this by reporting that some teachers
believed that the inflexible approach of Earth Education was incompatible with
diverse children’s backgrounds, experiences and learning outcomes, and
particularly with children with special needs. However, this is perhaps indicative
of an assumption here, that Earth Education aims to produce an idealised and
uniform response and does not allow for, or perhaps even discourages, diverse
learning outcomes. However, an examination of the IEE’s publications and
descriptions of programs does not entirely confirm this, although the issue is

explored in much greater detail in later chapters.

Lastly, perceptions of Earth Education that regard it as being unrealistic are not
infrequent (Caddy, 1993) but probably betray limited and narrow conceptions of
the opportunities presented by follow-through work and national or state
curricula. In England and Wales, it may also be indicative of the de-skilling and
de-professionalisation that has resulted from a whole raft of educational
innovations over a twenty year period that has created teachers who feel more
secure when they can work with closely prescribed curriculum and assessment

models (Sougnez, 2006). One pragmatic solution to this issue might be to identify
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opportunities for follow-through work coherent with the various curriculum
documents in order to promote effective and widespread use of Earth Education

programs.

Perhaps of more concern, is the failure of any researchers to even attempt to
counter Van Matre’s charge that cross curricular environmental education
“bordered on the idiotic... [and has] ...failed” (1972, p.1). One might expect
those that claim Earth Education programs to be “unrealistic” or “idealist”, to
ground their comments in a critical comparison of Earth Education with the

status quo. This has not been found to be the case. It might not be unreasonable
to suggest that this inadequate dismissal of Earth Education reflects somewhat
conservative attitudes towards schooling, particularly in light of previous
discussion of knowledge stratification (Young, 1971) and the bias in curriculum

towards a technocratic rationality (Giroux, 1981).

Hawkins concluded by suggesting that it was...

...time for some hard thinking and hard talking in schools about
the way children learn, the way they develop their environmental
- perception and as to whether or not they and society are well

served by a fragmented curriculum of invariably astonishing
irrelevance.

(1984, p.72)

For Hawkins, the curriculum is clearly failing both the long term interests of
society, and its members, and one solution might be to reform the curriculum to

include approaches exemplified by Van Matre and others.

2,5 SUMMARY

The preceding discussion began by examining published work that has referred to
Earth Education as exemplary practice of one form or another. This work has

highlighted, briefly, the value of its curriculum structure, pedagogy, and the use
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of competing methodological paradigms for early evaluation purposes. Other
comments have drawn attention to the attitudes of The IEE towards gaining
funding for program development. In one way or another Van Matre has
consistently refused to conform and his work has comprised implicit and explicit
criticisms of the status quo, in many different ways. Responses to these criticisms
have not always been favourable. For example; objections to Earth Education
have alluded to its misappropriation of political and psychological theory. Some
communities, driven by fundamentalist religious belief or corporate interests
(Johnson, 2003), have even gone as far as to make official objections to Earth
Education, alleging connections with witchcraft or extreme environmentalism.
Consequently, research could examine profitably any of these issues and 1t is
likely that a thorough analysis of Earth Education should be grounded by a
discussion of its underpinning social, psychological, philosophical or political

theory, depending upon its focus.

Some theoretical work has misrepresented Earth Education’s use of objectives
from the affective domain as being the entirety of the work of The IEE.
Therefore, it would not be unreasonable to suggest that research activity should,

at least partially, aim to produce a proper account of the cognitive, as well as the

affective aspect of activities and programs.

In direct contrast to Earth Education’s antagonists, are the comments from
practitioners. They believe that programs have positive emotional, conceptual and
behavioural effects upon both adults and participants. These effects are described
as being far more significant than the mere development of scientific concepts,
and include outcomes 1n personal and social education, citizenship and
interpersonal relations. The ability of programs to develop ecological awareness is
asserted although this is rarely reported in a convincing manner. Empirical work
has also attempted to provide evidence of the development of various aspects of
what might constitute awareness, although this research has tended,

pragmatically, to reduce the notion of awareness to a consideration of attitude
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change or the retention and recall of factual knowledge. Some studies have also
tried to measure behavioural change although empirical work has been restricted,

almost universally, to the consideration of short-term impacts rather than long-
term development. Therefore, prionties for research include explorations of

ecological awareness, cognitive development and affective development,
mvolving an exploration of what these might entail and the influence of Earth
Education upon this development. Furthermore, if the overarching claim of Earth
Education 1s that 1t influences behaviour, as part of a necessary response to the
ecological crisis, then research that explores the relationship between Earth

Education and participants’ behaviour is probably crucial for environmental

education.

However, the question of whether Earth Education can provide an appropriate
response to the ecological crisis, has almost universally been reduced to efforts to
verify, in a technical sense, the quality of programs. That is, the success of
programs at initiating behavioural change. Yet MacLeod (1997, pp.51-66), in his
examination of the work of The IEE, used a critical perspective (Fien, 1993) to
uncover some of Van Matre’s assumptions. These comprised the assumptions
underpinning Earth Education’s presentation of the ecological crisis, Van Matre’s

(1990) critique of environmental education, the notion of curriculum design and

implementation in Earth Education, and the concept of nature presented by
activities and programs. There is much potential for the further application of
critical perspectives to the development of these ideas thereby enabling

exploration of the outer rings of the Conditional Matrix.

Earth Education programs and activities have not received an equal amount of
attention. Most studies have been directed at examinations of the Sunship Earth
program or at Earth Education in general. Other published programs such as
Sunship III, Earth Caretakers, Earthkeepers and the ACC programs have been
largely 1gnored. Likewise, individual activities, such as Conceptual Encounters,

Magic Spots or Earthwalks, have also been considered only partially by studies
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that have attempted to examine their contribution to the Earth Education
approach in general. Therefore priorities for future work include thorough
examinations of Earthkeepers, Sunship III and ACC programs where possible, or

more focused examinations of Earth Education Vehicles such as Magic Spots,

Conceptual Encounters or Earthwalks.

Much of the work discussed above has not been subject to peer review and hence

the quality is variable. Often the work has been performed by undergraduate
students, rarely conscious of important theoretical issues. One of these 1ssues

concerns different research methods that are dependent upon various
paradigmatic assumptions, which will be discussed at length in chapter 6. One of
the major requirements for future research is that it should address
methodological issues by taking account of philosophies of knowledge
(epistemology) and reality (ontology). Through reflection on major
methodological questions such as “What counts as knowledge?” or “To what
extent are methods drawn from the physical sciences suitable for analysing
problems that occur in the social world?”, we can begin to expose some of our
assumptions about the process of research. Only by answering such questions can
we construct methods coherent with these ideological assumptions, and

undertake research that is robust, trustworthy and contributes to the debate in a

useful manner.

This chapter has re-examined the existing work on Earth Education which has, in
general, been concerned with a limited analysis of interactions or phenomena at
the centre of the matrix in Figure 3. Whilst the effect of the program on learners
is an important task, it has yet to be completed 1n a useful and compelling manner
and deeper analyses at the centre of the matrix are required. Furthermore,
analyses at other levels of the matrix are needed, using methodologies drawn

from appropriate paradigms of inquiry. This chapter has also suggested various

focuses for future research. Perhaps, given the various and frequently conflicting,

public and professional perceptions of some aspects of Earth Education around
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the world, such work is an urgent necessity for The IEE and stakeholders in

environmental education.
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3 PRELIMINARY RESEARCH

Chapter 2 has discussed previous work on Earth Education and whilst 1t 1s clear
that there is a growing body of research, which includes several original and
noteworthy studies, this work has, until recently, been performed in isolated
pockets. Consequently, many authors have tended merely to repeat others’
efforts, insofar as they examined programs that had been evaluated before, or

used the same focus or similar methods. Furthermore, many researchers repeated

the errors of earlier studies, often making similar methodological assumptions. It
was, therefore, of central importance to conduct a study that broadened and
deepened knowledge of the effects of Earth Education by considering some broad

aims. These are summarised in Table 5.

Table 5: Broad Aims of Research in Earth Education

This research project aims...

e to avoid replication,

e to concentrate on a narrower range of Earth Education practice,
e to examine mud- and long-term outcomes,

o to develop the use of appropriate methods,

e to enhance coherence, consistency and validity by addressing methodological
1Ssues.

The first two of these aims will be discussed in the remains of this chapter while

the remaining three will be discussed in Chapter 6.

3.1 IDENTIFYING A FOCUS

This project was conceived 1n late 1993 with much of the background work being
conducted between 1993 and 1996. Of the 19 research projects on Earth

Education produced prior to this period, most were concerned with producing an

evaluation of the Sunship Earth program (Payne, 1981; Bires et al, 1982;
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Cancilla, 1983; Rowbotham, 1983; Anthony and Gofl, 1984; Mulligan, 1989;
Keen, 1991a;b; Van Wissen, 1992) or Earth Education in general (Anthony and
Goff, 1984; Hawkins, 1984; Heath, ca.1988; Theaker, 1988; Brown, 1990;
Mollard, 1991; Caddy, 1993). Three studies had examined Earth Caretakers
(Jack, 1991; Henny, 1992; Farnbank, 1993) but only one had engaged with
Acclimatization (Newman, 1987) and one with Earthkeepers (van Wissen, 1992).
It can be seen that evaluative projects had been heavily biased towards the

approach of Earth Education in general, or towards the better established
program, Sunship Earth.

Much of the research conceming the Earth Education approach in general 1s
flawed due to two linked assumptions. Firstly, that it is possible to evaluate the
whole of Earth Education by a generalisation of the results from an examination
of one activity, such as Magic Spots. Sometimes this is apparently justified
because the activity chosen for analysis is one that seems most distinct from other
types of fieldwork genres (for example, see Job, 1996) or appears to characterise
the Earth Education ‘methodology’. However, previous discussion (Section 2.1)
has indicated that Earth Education activities potentially involve a range of
objectives in different learning domains, with different curriculum focuses, and
with different roles for the teacher. Therefore researchers’ choices of activities
‘representative’ of Earth Education are perhaps more revealing of their personal

bias than forming appropriate accounts of the Earth Education phenomenon as a

whole.

Secondly, 1t 1s flawed because of the assumption that it is possible to evaluate the
whole of Earth Education by extrapolating, either literally or metaphorically,
results from an analysis of one program. This is further clarified by reference to
different types of curriculum, operating at different levels. Eisner (1979, pp.87-
107) referred to these as the explicit, the implicit and the null curriculum. The
explicit curriculum comprises the stated content; the implicit curriculum includes

the modes of delivery and the messages conveyed by the organisation of the
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curriculum, and the null curriculum comprises what is not included. Bowles and
Gintis’s political analysis (1976) suggests that the hidden curriculum, which
consists of Eisner’s (1979) implicit and null curriculum, is a more powerful force,
and has more impact on pupils, than the formal curriculum, whilst functioning to
reproduce power relations in society. Clearly The IEE has a great deal of
influence on the explicit curriculum and the null curriculum, or the formal
curriculum, but apparently has much less influence upon the implicit curriculum,
or the hidden curriculum; the latter will be an aspect of the context in which the
program is delivered. The formal curriculum of Earth Education, comprising
program publications, differs from program to program in many ways, including
the age ranges catered for, the concepts addressed, and the duration of the
learning activities. The hidden curriculum, or null curriculum, varies with
location, and is determined by many different factors such as the nature of pre-
and post-program work and the centre’s organisation. Whilst Van Matre has
attempted to reveal and guide aspects of the hidden curriculum by formalising
some of these influences upon participants’ values and perceptions, it is highly
unlikely that this has been exhaustive or complete. Influences exist, then, on
different levels and affect the way programs are delivered, and consequently, their
outcomes. Therefore any single program, or even all Earth Education programs,
can not be considered to be representative of everything that is Earth Education.
A comprehensive evaluation of the phenomenon of Earth Education is probably

not possible with an examination of any of these programs alone.

Notwithstanding the apparent failings of general evaluative projects, they should
not be dismissed out of hand, as they may well contain useful analyses of some
aspects of Earth Education. For example, Newman’s (1987) examination of
Earthwalks using Laski’s (1961) typology of ecstatic experiences, is useful
because of its attempt to link intense, and perhaps sometimes even ecstatic,
experiences reported by some participants, to their participation in Earth
Education. As such it represents one of the few studies where empirical work has

been grounded in appropriate theoretical frameworks.
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The survey of literature had demonstrated a paucity of explanatory theory, or
even useful results, concerning program outcomes. Clearly, many researchers had
attempted to provide summative evaluations (Patton, 1990, pp.150-159) yet had
been unable to provide convincing evidence of the programs’, or Earth
Education’s, effects. Results that were available were heavily reliant upon

unsystematically recorded anecdotes, assumptions and data of questionable value.
Exceptions to this included work on Sunship Earth including a Ph.D. thesis
(Keen, 1991a) and several Master’s theses (Cancilla, 1983; Mulligan, 1989;
Payne, 1981; Van Wissen, 1992). Jack’s (1991) and Henny’s (1992) Master’s
theses on Earth Caretakers, and Van Wissen’s (1992) partial treatment of
Earthkeepers, were also worthy of note. However, these studies had generally
used quantitative methods, indicating the potential contribution that other
approaches could make to the literature. It was decided that qualitative data or a
report in the qualitative style would be most useful for achieving the general aims

set out in Table S and should be incorporated into this evaluation wherever

possible.

Furthermore there was also an absence of comprehensive studies on
Earthkeepers, few on Earth Caretakers and none had yet considered Sunship III,
which was in the final stages of piloting and publishing at this time*. So whilst an

overall summative evaluation of Earth Education was regarded as the collective
goal, it was probably rather ambitious to expect to be able to complete this in a
robust manner with one study. Indeed, Strauss and Corbin (1990, p.37) concur by
stating that “...it 1s impossible for any investigator to cover all aspects of a
problem”, and Patton (1990, p.162-168) comments, there are no “...perfect
research designs” and there are always trade-offs to be made in framing the
research question. What is therefore required is some means of reducing the
problem to that which is manageable. Indeed, this is one of the issues that much
of the previous work (discussed in chapter 2) did not take into account and
consequently this work tends to be overambitious. Patton (1990, p.163)

continues by suggesting that the researcher begins with an extensive list of
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potential questions and moves to a position with a much shorter list of focused
questions which are both realistically possible and significantly important. Since
this chapter has proposed some broad aims (Table 5) regarding the Earth
Education phenomenon, it would seem logical to now turn to pragmatics and

explain the rationale behind the choice of focus.

3.1.1 SITE AND PROGRAM SELECTION ISSUES

Pragmatically, the first step was to discover which programs were available as
objects of study. In order to facilitate access to program participants only those
programs operating in the U.K. were considered. This was particularly pertinent

because previous research had demonstrated that coherent qualitative methods

had been rather neglected and therefore would probably have a significant role to
play in gathering data. The use of U.K.-based Earth Education was especially
relevant for logistics. Furthermore, various forms of qualitative enquiry (e.g.
Moustakas, 1975) call for a position of ‘indwelling’, where a sense of
connectedness develops between researcher and research participants in their
mutual efforts to elucidate the nature, meaning, and essence of a significant

human experience (Patton, 1990). This connectedness would probably be more

intense with personal contact between researcher and researched.

The first decisions regarding the choice of focus were derived from the
researcher’s involvement with The IEE , firstly as an active member by taking
part in training workshops, attending speeches and being involved in Earth
Education activities and programs with child and adult learners. Secondly, as an
associate staff member of The IEE and this facilitated the gathering of data from

various informal interviews and participant observations of associate staff

meetings.

* Finally published in 1997.
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Preliminary inquiries to The IEE in 1993 revealed that Earth Education programs
were running at numerous sites throughout the U.K. These were Earth

Caretakers, Earthkeepers, Sunship Earth and Sunship III. However, The IEE
suggested that some of these sites would have been inappropriate for an

evaluative research project because they lacked accredited status, or program
quality had deteriorated since achieving accredited status. The notion of
‘accredited’ status, and how it contributed to the choice of a program site, 1s

discussed below.

3.1.1.1 *“Accredited Status” and Program Integrity

From the outset, discussions with The IEE were centred upon program choice
and they were particularly concerned that research should evaluate ‘accredited’,
model programs. The IEE considered that such research had the advantage of
having the best chance at revealing the potential benefits of the Earth Education
methodology, and hence would be more likely to be supportive of their work.
Perhaps, more significantly, it would probably be used as a justification for The
IEE’s attitude towards maintaining program and activity integrity, perceived by
some (e.g. Randle, 1992) as bellicose. For The IEE then, along with many
authors of previous studies, gaining affirmation of the quality of the Earth
Education experience was one of the primary aims of research activity. However,
the notion of program integrity raised another series of interwoven and extremely

important issues concerned with the context of program delivery,

Earth Education has received little, if any, support from government,
corporations or commercial sponsors’; programs have always been created by a
network of volunteers distributed around the world. Without governmental

support, either regionally or nationally, there are fewer mechanisms by which The

3 Van Matre (1990, pp.34-40) explained this position in some length elsewhere and Beder
(1997) provides further support. The IEE subsists almost entirely on income derived from

selling materials such as books and program resources, membership contributions, and training
sessions (IEE, 2002).
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IEE can control the way in which programs are used and few sanctions can be
realistically imposed upon those ‘misusing’ programs. This is in spite of attempts
at ‘quality control’ by The IEE , who have copyrighted materials, provided
extensive program notes and guidance, and provided training workshops. Whilst

the scenario of every program being accredited was considered desirable by The
IEE, this was probably an unrealistic expectation as programs are not delivered in
an ideological vacuum, but rather in a context which reflects a multitude of
different, and sometimes contradictory, ideologies. Thus, the aims of The IEE are
mediated and reinterpreted by program deliverers. Therefore the evaluation of a
program, in which activities were revised, adapted, or entirely omitted, could be
just as useful to The IEE and the wider sphere of environmental education, as one
that examined an accredited or ‘ideal’ program, although the focus of such

evaluations and the concepts produced would probably be very different.

Nevertheless, in the interests of maximum relevance and utility for The IEE and

the sphere of environmental education, the evaluation of an accredited program

was considered to be most appropriate.

3.1.1.2 Program Choice

Further investigation showed that there were only two available sites in the U.K.
where accredited programs were running and these sites were visited in 1994 and
in 1995. The accredited programs comprised Sunship Earth in the Wyre Forest
and Earthkeepers near Reading. Sunship III was also running at the Wyre Forest
site, but 1t was intermittent, was a relatively new program, and had few
participants. Sunship Earth, a week-long program for 10 to 12 year old children,
ran once a year for an extra curricular “nature group” in a centre based in the
Wyre Forest. In this case the “nature group” comprised children between the
ages of 10 and 13 drawn from various primary and secondary schools near
Birmingham. The other program being delivered frequently and consistently was

Earthkeepers, a three day program for 10-12 year old children, which ran
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throughout the school year in a centre near Reading for junior school groups
from the London borough of Brent.

The Wyre Forest Sunship Earth program presented problems as access to the
children on a long term basis would have been difficult as they would have been
attending various schools making the logistics of gathering some forms of
qualitative data difficult. Other factors, such as school ethos, curriculum and ease
of access may also have been variable and it would have been problematic to
gather sufficient high-quality information for all of these schools. Furthermore,
the group of children attending the program was thought by IEE stakeholders to
be atypical in that they were not a representative sample. The typical group that
attended Earth Education programs usually consisted of one age group from a
junior school and any findings from the Wyre Forest program could have been
regarded as being too specific to represent an evaluation of Earth Education
programs as a whole. Furthermore, a relatively small group of pupils participated
annually (30 or fewer) indicating that quantitative results would have to be

gathered over a number of years for statistically reliable findings, The main

underlying issue here was, therefore, the extent of generalisability of results.

However, some of the problems of using the Wyre Forest program could have
been resolved partially by shifting the goal of research to the development of
understanding and explanatory theory, as opposed to prediction and control.
Chapter 2 has indicated that a major weakness in previous work has been that the
research designs were almost exclusively founded upon the hypothetico-deductive
method with little attention given to exploring the question of what appropriate
hypotheses might be. Compared with a ‘typical’ visiting school group, the Wyre
Forest sample would probably have been more variable with respect to age, social
circumstances, racial background or educational ability and choosing a widely
varying sample 1s one way in which inductive approaches can be significantly
enhanced (Patton, 1990, p.182; Strauss and Corbin, 1990, pp.75-95). The

opportunities presented by this context, for developing an inductive approach,
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were mediated by the problem of access and ultimately it was decided that
without significant researcher-subject contact, the gathering of data in enough

depth would have been impracticable.

Lastly, Sunship Earth had already been subject to a lengthy analysis (Keen,
1991a/b). Since one major research aim was to broaden the scope of evaluative
information on Earth Education programs, another research project on Sunship

Earth was not considered to be a priority, given the paucity of work on other

programs such as Earthkeepers or Sunship III.

The Reading program, although initially thought to be exemplary because of its
accredited status, was apparently not running according to program guidehnes

because it contained some omissions and alterations, and did not have enough
access to wilderness or uncultivated areas. Consequently The IEE had expressed
grave reservations regarding the use of this particular centre for evaluative
research (Van Matre, 1995). The locations of the children were also less
accessible than the Birmingham group, both in distance and distribution as they
were from London and were due to disperse to different secondary schools.
There was also some concern that these groups would represent a skewed sample
of the population because of their cultural and social characteristics. For example
the visiting groups of children were racially and culturally diverse, approximately
60% of all children were non-white, and there were 132 first languages in the
borough. Furthermore, apart from the large proportion of children who had
English as a second language, many spoke no English. Some children were
refugees from global war zones, and were described as bearing the emotional
scars of turbulent biographies. For example, two children were described as
‘elective mutes’ and one child’s behaviour was thought to have been the result of
his experience as a ‘boy soldier’ (Gray, 2004). Whilst it would be easy to dismiss
some of these claims as mere speculation or assumption, they were made by
teachers with nearly thirty years of experience. At the very least, they reflect the

challenging and varied contexts within which formal schooling occurs. Therefore,
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the use of such a sample would have been of immense interest and relevance to
issues such as inclusion and differentiation, which continue to be close to the

centre of much educational reform. Nevertheless, the issue of program quality

was regarded as of most importance and this site was rejected as a potential

object of this evaluation.

It appeared that neither of the two accredited programs would be suitable objects
for this research as they were regarded by important stakeholders as too
idiosyncratic, or they were inaccessible given the resources available. The
problem of finding an appropriate site and program did not appear to have a

solution until late 1995 when Scottish Natural Heritage approved a funding
application by Ardroy Outdoor Centre, based in Lochgoilhead on the west coast
of Scotland, for setting up and evaluating Earth Education. The program chosen
for this project was Earthkeepers. In 1996, £14,000 was made available for a
research project, of which approximately £7,000 was available for staffing costs.
This had the advantage that time would be available for the researcher to become
immersed in the natural setting, and for collecting and analyzing data. All pupils
attended schools in Fife, a relatively compact area of Scotland bounded by the
Tay and Forth estuaries, and therefore access to pupils on a short and long term
basis would probably be more straightforward. The program was being setupin
its entirety with the aim of achieving accredited status. Therefore there was some
degree of quality control which ensured greater commitment to the outcomes by
The IEE. The venue for the program was the west coast of Scotland which was
perhaps more conducive to the program aims since the activities had the potential
of being conducted in wilderness or semi-wilderness areas. Yet the area’s
wilderness properties were compromised to an extent by military, agricultural and

recreational interests (See Figure 4).
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Figure 4: A Nuclear Submarine Surfaces in Loch Goll

[n a location such as the U.K. it 1s probably unrealistic to expect exclusivity of

access to wilderness areas for conducting such activities.

3.1.2 EARTHKEEPERS; FOUR KEYS FOR HELPING YOUNG PEOPLE
LIVE IN HARMONY WITH THE EARTH.

Earthkeepers, an Earth Education program for children aged 10-12 years, 1s

aimed at turning out youngsters...

...who possess some basic ecological understandings and good
feelings about the earth and its life, and will undertake not only to
live more lightly themselves, but to share their insights and
behaviours with others.

(Van Matre and Johnson, 1987, p.11)

An “Earthkeeper” 1s described as someone who has various characteristics or
attributes. These have been detailed in Table 6. The attributes describe the
outcomes that might be expected from learners although they are idealised

statements and are undifferentiated for different levels of response. As such they
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comprise a statement of program aims, although they are not necessarily regarded

as solely behavioural objectives.

Table 6: Characteristics of Earthkeepers (Van Matre and Johnson, 1987,
p.11)

An “Earthkeeper”...

...understands how energy and materials tie all life together K activities®

...experiences good feelings when they’re in touch with E activities®
nature
...undertakes personal lifestyle changes in order to begin Y activities®

living more in harmony with the natural world

...helps others increase their understanding of, feeling for, S activities®
and harmony with the earth and its life

® The significance of K, E, Y and S activities are explained below

The program provides experiences that address each of these elements in this
order. It involves three days in a residential outdoor centre, although some
Earthkeepers programs are run on a non-resident basts, followed by work at
school. There should also be some preliminary work in the classroom before the
program (ibid., 1987).

Upon arrival the students take part in a highly structured experience over three
days which involves 17 activities directly related to the program and there is the
possibility that these activities could be added to by a maximum of a further nine.
In theory the program could involve between 18 and 26 hours of activities. A

program schedule example i1s shown in Table 3.
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Table 5: Sample Earthkeepers Schedule (Van Matre and Johnson, 1987,

p.20)
11.30 Arrive 8.00-9.00  Breakfast 7.30-8.30  Breakfast
noon- e Lunch 9.00-10.30 e Conceptual 8.30-9.45 e Seasons
1.00 Encounter:
Connection
Inspection
1.00-1.30 e Opening 10.30- e Conceptual 045-11.15 o "Y"and"S"
Ceremony- noon Encounter: Tasks
E.M.'s Lab Time Capsules e Magic Spots
e Pledging
1.30-2.45 e Conceptual noon-1.00 e Lunch 11.15- o C(Closing
Encounter: 11.30 Ceremony-
Munchline e EMslLab
Monitors
245-4.00 e Conceptual 1.00-2.15 e EM.!sDiary |noon-1.00 e Lunch
Encounter:
Great Spec-
tackle
4.00-445 e Magic Spots |2.15-3.30 e Earthwalk 2.00 ¢ Depart
4.45-6.00 e Free Time 3.30-4.00 e Magic Spots
6.00-7.00 e Supper 4.00-6.00 e Free Time
7.00-8.00 o "K" box/Mural]6.00-7.00 e Supper
8.00-9.00 e Evening 7.00-8.00 e "E" box/Mural
Activities
8.00-9.00 e Earthkeepers
pame show

The Earthkeepers program is described by Van Matre (1990) as a "two and a half

day experience for preparing to use less energy and materials". 1t attempts to

achieve this by using three types of activities for addressing three forms of

learning; concepts, feelings and emotions, and behaviour. These activities have

been placed into each category in Table 7.
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Concept-building
K- Knowledge

Processing Component
Behaviour

Y- Yourself

S- Sharin

"Closing Ceremony"

Feeling Component
Feelings and Emotions

E-Experience

"Munchline Monitors"
(Food Chains)

"Magic Spots”
(Solitude and Reflection)
"Pledging"

(Recording of promises to
alter environmental "bad"

habits)

"Great Spec-tackle”
(Soil, Air and Water Cycles)

"E.M.'s Diary"
(Discovery and Adventure)

"Earthwalk"
(Observation)

“Connection Inspection”

(Interrelationships) "Y and S Tasks"

(Continuation of individual
and independent natural
world based-discovery and
learning, and the sharing of
this with another person)

"Seasons"
(Immersion)

"Time Capsules”

(Change)

"Earthkeepers Game Show"

Learners are awarded a small brass key when the tasks for each objective have
been completed. Each key has a letter embossed on its surface to indicate the
component it relates to (K, E, Y or S). The key is used during ceremonies to

open a padlocked box to discover one of four ‘secrets’ at the end of each group

of activities.

3.1.3 EARTHKEEPERS AT ARDROY

Earthkeepers was a relatively new program to Ardroy Outdoor Education Centre
although the head of centre had maintained an interest in the work of The IEE for
some years. Earthkeepers had been run at the centre early in 1995, and despite
being partially set up and conducted by a member of the Ranger Service
experienced in the implementation of Earth Education programs, it was by no

means an accredited program.

The program was then run again in February 1996, where the program was
observed with a visiting group of pupils from Fife. The researcher, along with

advice from the U.K. branch of The IEE, assisted the centre in producing a

program as close to the requirements of The IEE as possible. Activities had been
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developed from the descriptions contained in the program and activity literature,
and these were steadily piloted and improved in order to get them to correspond

as closely as possible with the publications. Revisions were made to the centre’s
delivery of the program, an associate staff member visited the centre to observe

the Earthkeepers program, and accredited status was granted as a result.

To summarise, the Earthkeepers program at Ardroy outdoor centre was regarded
as being the most suitable of all programs being implemented at the time. Firstly,
the program had been accredited by The IEE. The lack of resident staff
experienced in delivering Earthkeepers was addressed by The IEE, the outdoor
centre and the Ranger Service, by conducting staff training. This was carried out
by consultants from The IEE who provided model demonstrations of the
activities. Further consultation was provided by the researcher who had a close

professional relationship with the program director and the program was

continually reviewed up to and during the schools’ visits, with written and verbal
feedback.

Secondly, access to the pupils for data gathering was facilitated by external
funding that enabled the researcher to spend protracted periods of time in the
research setting, being Fife and Argyll. Furthermore, the research program was

supported by senior managers from the centre and the education authority.

Third, because of the concerns of The IEE that the sample group should be ‘fairly
typical’, the Ardroy program was suitable because it operated in a semi-formal
schooling context. That 1s, it involved school groups visiting their local authority
centre during the normal course of the curriculum. Furthermore, the program was
relatively short compared with other Earth Education activities. Therefore the
opportumty existed for pupils not only to engage with an Earth Education

program, but also to engage with a program of adventurous outdoor pursuits

intended to have an impact upon their personal and social development. The IEE

regarded this as being a typical context for the delivery of Earth Education and
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therefore the value and applicability of the results to similar contexts could be

more easily appreciated.

Lastly, the environs of Ardroy outdoor centre, situated on the shore of Loch Gotl,

provided a range of contrasting semi-wilderness environments that were readily
accessible from the centre. The use of wilderness was an important concern of

The IEE and this location contributed to the program’s accreditation.

3.2 SUMMARY

This chapter has discussed the issues that determined the selection of an

appropriate site. This choice was also influenced by the nature of the centre’s

program and, in practice, the choice of site and program were made

simultaneously.

One key 1ssue for this evaluation identified by the discussion was that qualitative
data had not played a significant part in previous work. Qualitative data is time
consuming and expensive to collect and so the choice of program and site was -
influenced by the quality of researcher access. Quantitative research is an efficient
means of gathering large quantities of data but it generally requires large numbers
of participants in order to make useful generalisations from a small sample to a
large population. Because of the relatively small number of program participants
in the U.K., and the lack of sites running good quality programs, the potential for
gathering rehiable results was not strong. Furthermore, some previous work had
assumed that all Earth Education experiences were essentially the same, and many
researchers had attempted an overall analysis of Earth Education based upon one
program or vehicle, or had not examined the contribution of the centre’s context
to the effects of the program. Furthermore, findings were often of limited use as
they did not communicate the depth of experiences that programs were,
according to practitioners’ anecdotes, able to provide. Therefore a qualitative

evaluation was considered most likely to be able to make a significant
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contribution to the literature.

Earthkeepers had received little empirical evaluation at this time, was a relatively

new program, and involved less commitment from schools as it was shorter than
Sunship Earth. The outdoor centre in Scotland, though physically remote from
the researcher, was a good candidate for a research project as it had received a
substantial grant for setting up and evaluating Earthkeepers and therefore
significant resources were available for program development and evaluation.
One key 1ssue for The IEE was that research should be focused initially on
providing supporting evidence for the value of good quality or ‘accredited’ Earth
Education activities in typical delivery contexts. The resources provided for the
Scottish Earthkeepers program were more likely to support program quality, and
hence more likely to enhance the value of findings to The IEE and other
stakeholders. In addition to this, the Scottish program was used by visiting
primary schools as part of their overall provision, and this was considered to be
the typical context of program delivery. Consequently, an evaluation of the
Scottish Earthkeepers program was tentatively confirmed as the focus of this

research.

Earthkeepers had already been delivered by the outdoor centre on a few
occasions although the resources allowed the development of this program so
that it met the requirements of The IEE. The centre achieved accredited status by
undertaking staff training and commissioning or making equipment that had been
specified by the program literature. This was augmented by a number of
consultations with the IEE’s representatives, the local Ranger Service and the
researcher. The well-established relationship between the researcher and some of
centre stafl was another factor that was considered likely to facilitate data

gathering,

At this stage, the existing research had been explored, a site and program had

been chosen, and the style of the research appropriate to this context was
tentatively identified as being qualitative. However, before any final decisions

could be made about the most appropriate methodology and method, an analysis
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of the program’s curriculum was required. This is reported in the next two

chapters.
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4 THE CONCEPTUALAPPROACH OF EARTH
EDUCATION

This chapter, in nine main sections, examines the approach to cognitive learning
in Earth Education. Cognitive learning has been addressed, generally, through the
development of concepts and the chapter examines how this approach has
evolved from the first Acclimatization programs (ACC), to the more recent
publications such as Earthkeepers.

Section 4.1 and 4.2 provide an overall account that illustrate how leaming theory
became more clearly articulated, from ACC to Earth Education, with more
explicit references to educational and developmental psychology. They also note
how the number of concepts was reduced from around 70 to seven, and finally
four ‘key’ concepts. Thus, the later curriculum was much more prescriptive and

specific than the early ACC programs.

The change from ACC to Earth Education, section 4.3, marked a number of
major developments in Van Matre’s work, not least of which was the
categorisation of activities into different groups (vehicles), intended for different
outcomes. This scction also examines how leaming theory was addressed in the
first Earth Education program, Sunship Earth. This remains, arguably, the longest
and most complex Earth Education program, comprising a five-day centre
experience, with a number of different vehicles. The ways in which these activities
could achieve their stated outcomes, is analysed in great detail and thus the

activities’ descriptions are compared against their objectives.

Section 4.4 continuces this detailed deconstruction, but it is applied to the
Earthkecpers program. Thus the conceptual activities are compared against their

‘design criteria’® and the level of consistency is examined.
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The analysis in section 4.5 considers the ‘methodology’ of Earth Education and
how this is evident in the activities. However, the question arises regarding
whether this ‘methodology’ comprises a coherent philosophy. Theoretical aspects
of this, including the curmiculum structure and its justification, are discussed here.
Van Matre’s rationale for his work is underpinned by a critique of pedagogy and
schooling. A central idea that emerges from this analysis is the emphasis placed
upon the value and importance of leaming through experience, through the

presentation of structured ‘concrete’ experiences.

The chapter continues, in section 4.6, with a detailed discussion of cognitive
development in Earthkeepers. The analysis identifies links between this
mcthodology and major psychological theorists, noting major contributions from
Skinner, Bruner and Piaget. Section 4.7 highlights some tensions between
diffcrent aspects of Earth Education revealed by the theoretical analysis although
the implications of these for program outcomes are discussed with reference to
empirical data in chapter 8. Section 4.8 examines Earth Education in the light of

Constructivism, a more contemporary description of leamning.

4.1 INTRODUCTION

The difference, in ideological and pedagogical terms, between Earth Education

and other forms of environmental education has been argued for many times by
Van Matre (1979; 1990), by Van Matre and Johnson (1987; 1997) and by Van

Matre et al. (1987). Not only has the ideological position been clearly stated on
several occasions, but the underpinning leamning theory has also received a

significant trecatment.

The approach to leaming taken by modemn Earth Education programs, such as
Earthkeepers and Sunship 111, has been evolving since the first Acclimatization
(ACC) program was published in 1972, the first of Van Matre’s programs. By the
mid 1980s these had evolved into Earth Education programs such as
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Earthkeepers and Sunship Earth. Although not published until 1972, work had
been progressing on the pedagogical approach of the program since the early
1960s (Van Matre, 1990, p.52).

Acclimatization was mntended to be a sensory and conceptual approach to nature
education which would convey “...a sense of the inter-relatedness of life, a respect
for the wholeness of the environment...” (Van Matre, 1972, p.3). Although the

rationale for this first program lacks the structure and clarity of later publications

(Van Matre, 1979; 1987; 1990; and Van Matre and Johnson, 1997), its general
aim was to produce a camper who...

“..should come to ‘feel’ his environment. To draw it close to him.
To love it. To understand it -- not for its labels and fables and

fcars -- but as an intrinsic part of himself (...) If we take care of

our natural heritage now, then we'll have an American heritage
later™

(Van Matre, 1972, p.5).

The rationale focuses on affective and cognitive learning, combined with
references to behavioural outcomes. This was much more clearly stated towards

the end of the same publication by the statement...

We believe that a person must “feel” something about his
environment before he will truly undertake to live in harmony with
it. From our viewpoint, sceing a forest as a community is
important only if it leads to an environmental commutment. That is,
if it produces an ‘altemative consciousness’. Everything is a
choice. Lifestyles will change only as conceptual structure is
‘mated’ to feelings. ... Thus, in order to re-adjust one’s focus or
‘frames’ and enhance the potential for ‘fecling’, we immerse; to
convey understanding, we conceptualize. Together, the process of
Acclimatization emerges.

(Van Matre, 1972, p.121)

Thus knowledge and understanding were important only insofar as they lead to a
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change in consciousness and ultimately, behaviour®. The early programs
concentrated on conceptual leaming and developing feelings but they also
attempted to examine the role of human beings in the creation of the ecological
crisis by exposing children to “pollutant, or destruction-impact experiences” (Van
Matre, 1972, p.15) such as deforestation. One of these experiences was included
in each day of the program but they are not comprehensively described in the

literature. Only later (see Van Matre, 1979) did specific activities emerge that
would deal exclusively with children’s lifestyles.

Along with this shift in emphasis were several other changes in the way programs
were designed. The program descriptions became much more specific about their
aims, objectives, underlying philosophy and educational psychology (pedagogy).
They also specified more clearly the preparatory work and follow-up work which
could be done by visiting groups of children. This specification was a response to
Van Matre’s realisation that Acclimatization’s meaning had become somewhat
confused. To some it had become a generic term for sensory awareness activities
(Van Matre, 1990, p.83), while others borrowed the term to describe their own
activitics which bore little or no resemblance to the work of Van Matre (Van
Matre, 1990, pp.85-86). Van Matre (1990, p.83) suggests that these problems

were exacerbated by the historical use of the term Acclimatization in some parts

of the world.

However, not only was the specification an attempt at quality control but also,
Van Matre saw a need to provide guidelines by which others could write thetr
own programs which would share the philosophy of The IEE. These guidelines
needed <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>