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Background 

Some 15 years ago I worked for the Swedish nature and culture tour operator TEMA with 

guiding in Europe, Africa and Nepal. Among many beautiful destination with fantastic 

natural and cultural experience, I noticed that the Nepal experience was something special 

transforming my guests in a special way. During a rest in the small village of Gandrung with 

a spectacular view of the mountain slopes under Annapurna South, my guests started to 

reflect on the “Nepali experience”, expressing how fantastic and reviving this travel 

experience was. When they heard that I was going to work at the teacher’s education 

program, they suggested that that I should bring my students to Nepal as it would be a great 

and important educational experience and learning opportunity. 

 

Back at the teachers education program at Luleå University of technology, impressed by the 

transformations among my Nepal tourists and their recommendation, I immediately started 

the long process of preparing a teachers education course to bring students to Nepal. As the 

students had to finance their trip to Nepal, we had to innovatively solve this problem. I 

therefore called the course “Project Nepal” and two years prior to the expedition to Nepal I 

encouraged the students to form an entrepreneurial student association, also called Project 

Nepal, to raise the money for their travel expenses. In this way I accidently introduced 

entrepreneurship at the teacher’s education program as a secondary learning outcome of the 

Project Nepal course.  

 

In 1999 I took the first of several student groups to Nepal to spend one week in Katmandu 

visiting and taking part in lecturing in Nepali schools. This was then followed by a two 

weeks trekking expedition in the Annapurna area. My intended learning outcomes (ILO) 

were clear for me, although I was then not aware of the theory of ILO´s (Biggs & Tann 

2009).  My aims was to give the student’s first hand experiences to learn about a developing 

country and its challenges and environmental problems in situ, to learn about a completely 

different school system and teaching methodology compared to the Swedish, to learn about a 

peaceful religious and cultural mixture in an overpopulated country, to learn about global 

ecology and geology exemplified by the meeting of different ecosystems in Nepal (northern 

desert, alpine, temperate and tropical) and the geology of the Himalayas. I also had the ILO´s 

of students learning group dynamics and personal development during the trekking 

experience. The overall ILO was to let the students make three transformative voyages. The 

first voyage was the geographical and cultural voyage to a new exotic destination. The 

second voyage was a historical voyage traveling back in time to a basically self sustainable 
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agricultural society when trekking through the mountain villages of Nepal, giving 

perspective to our western modern society. The third voyage was an inner personal and 

emotional voyage discovering new sides of the student’s personality, values and ethics, when 

representing the western hegemonian culture in meeting the Nepali people and culture.  

 

Although these intended learning outcomes of the course were clear for me, and that it was a 

kind of outcome-based education (Biggs & Tann 2009) based on students active participation 

and responsibility of the learning process, it was a very untraditional course in the academic 

educations system. I therefore had problems with designing an alignment between the 

intended learning outcomes, the formal teaching/learning activities (TLAs) and the 

assessment tasks (AT) in an academic context. I had to be creative to fulfill the “academic 

systems” requirements of associating the course to a subject, despite its holistic and 

interdisciplinary aim, and to have clear evaluable assignments to grade in the end of the 

course. The simple solution was that each student could choose an empirical and/or 

theoretical assignment during the trekking based on their interest. These assignments could 

be to study the flora, birdlife, religion, sustainability, or even “photography in mountain 

areas”, and where given academic credits in their subject of choice. These assignments 

became an ad hoc constructions of TLA´s to fit the academic educational system. 

 

Having no clear pedagogic theory about transformative learning through firsthand 

experiences, I relied on my experiences and observations from my tourist trekking tours, 

with hope that also my students would undergo similar transformations in values, worldview 

and behavior. I had no specific teaching/learning activities to align with the ILO´s. I thought 

that just bring them there and immersing them into the Nepali experience would be enough 

to transform their values and worldview in a positive way that could improve their future 

school teaching praxis and aims. Evaluating these Nepali coursers (Gelter & Forsman 2006) 

also indicated the importance of this Nepali experience in the student’s development and 

education as school teachers and educators. 

 

But during my first “Project Nepal” trekking expedition in 1999 a student asked me; “Why 

are you with us here on this trip? You don´t give us any lectures as our teacher A does?” 

What are you doing here? At first I got surprised and offended by this question, feeling 

myself as a bad teacher not learning my students anything being more a trekking guide and 

expedition leader rather than a teacher. My way was in strong contrast to my college teacher 

I brought on the expedition, who was lecturing about the geology and geography of the 

Himalayas as often he got the opportunity. His teaching was traditional outdoor education 

based on outdoor lectures that students easy could experience, evaluate and value, while my 

teaching aims and teaching practice were more subtle and less obvious. Suddenly I realized 

that here met two teaching philosophies on which the students reacted by recognizing and 

appreciation the traditional lecturing, while being unfamiliar and uncomfortable to my 

experiential learning methodology of immersing the students into the experience without any 

lecturing.  My teacher role was reduced to answering questions and lead evening reflections 

as a form of debriefing of the day’s experiences. I also preferred to invite my trekking guides 

to inform and tell the students about their culture and way of living instead me lecturing 

about the Nepali culture. Thus my frontstage performance as a teacher was limited and 

therefore questioned by some of the students.  
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In contrast, as a tour leader I was glad for the questions as my backstage work as a tour- and 

expedition leader was not obvious at frontstage for the students, who smoothly could 

experience the trekking expedition. But at the same time the question made me realize that 

such backstage invisible work and problem solving that was natural in a tourism context, 

was not as natural in and educational context. As one of the ILO´s was entrepreneurship, this 

exclusion of the students from the expedition management was clearly contra productive. 

 

I had no good pedagogical answer to the question What are you doing here? I had no 

theoretical foundation in pedagogics to explain my intuitive methodology of experiential and 

transformative learning. This question has since then followed me in my learning and 

reflection upon my teaching praxis. Since then I have gradually been introduced and aware 

of teaching concepts and theories such as experiential learning, problem-based learning, 

learning-by-doing, entrepreneurial approach and their application to outdoor education and 

educational expeditions. This paper is a theoretical armchair research on educational 

expedition pedagogics based on an aim to understand my teaching praxis for transformative 

learning trough firsthand involvement in the learning experiences. The aim is to give a 

theoretical answer to the students question in Nepal. 

 

My first steps towards a philosophy on teaching and Learning 

I consider myself as an autodidactic teacher as I have no formal teacher’s education besides 

some shorter courses in problem-oriented education, university pedagogics, outdoor 

education, etc. I have been teaching for over 25 years at university level both in natural 

sciences and in humanities/social sciences. In addition of formal guide education and guide 

experiences, I also have instruction experience from the Swedish outdoor organization 

“Friluftsfrämjandet” as a ski- and telemark instructor, kayak and climbing instructor, etc. 

Thus my educational philosophy expressed in the “Project Nepal” course is influenced from 

both formal and informal educational settings.  

 

As a teacher in biological sciences (genetics, ecology) at Uppsala University I was early 

inspired by the pedagogics of Carl Linnaeus. During Linnaeus times the Grand Tour, the 

apodemic (methodological) journey, peregrinari, was an important educational ritual to 

become a distinguished and enlightened gentleman of the upper classes with good habitus 

(appearance) and manners (Jacobsson 2005). The apodemic travel driven by curiositas was 

regarded as a noble and differentiated activity from the futile vagabondish vagaria, the 

random travel of vagrants (Eliasson 2005). It was regarded that travel (Swedish farandet, 

German fahren) generates an enormous amount of observations and experiences (Swedish 

er-farenhet, German erfahrung) that when followed by reflection transformed into generic 

knowledge and education. Linnaeus had the epistemological philosophy that knowledge is 

democratically in its nature, it is found everywhere and accessible for everyone. As it was 

recognized that the memory was unreliable, it was recommended to use travel diaries to take 

notes of all the experiences and observations in a chronological order as they appear, 

resulting in a travel journal that could transfer the travel experiences to others. This travel 

methodology has since then been adapted by most explorers and expeditions. 
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Linnaeus stated that to have seen and experienced many things on a voyage was a condition 

to develop good judgment, and to obtain this experience (erfahrung) was an important part 

of the medical and naturalistic education to be able to make correct diagnoses or 

classifications. In his initiation lecture as professor in medicine and natural history in 

Uppsala 1741, Linnaeus stressed the empiristic epistemological message that experiences are 

the finest of teachers, an instance of the common sense that must prevail over speculation 

(Eliasson 2005). The importance of explorative travel for Linnaeus was manifested by him 

sending out his “disciplinars” around the world to collect natural and cultural specimens 

(Svanberg 2006) and his own several explorative tours around Sweden. His Iter Lapponicum 

1732 expedition to Swedish Lapland introduced a new way of describing nature (Jacobsson 

2005), observing with humbleness and respect even the tiniest and insignificant features of 

the surrounding; “Omnia mirari etiam tritisima” “You should be astonished by everything, 

even the most ordinary”.  It is regarded that Linnaeus discovered the Swedish nature and 

landscape and shaped the Swedish romantic feeling for nature based on his new way of 

poetic and scientific detailed descriptions and classification of nature, resulting in his 

Systema naturae 1735. This “Linnean tradition” is manifested in many ways in the Swedish 

national romantic relation to nature and in the Swedish school tradition of excursions, school 

gardens and herbarium collections as well as a basis of the foundation of the Swedish 

tourism organization in 1885 with the aim to “discover the Swedish Landscape” (Frängsmyr 

2005). 
Implication 1: 

Linnaeus taught me that travel and expeditions is a great way of learning and obtaining 

experiences to build a foundation to generic education and good judgments.  

 

Besides inspiring me to explorative learning voyages, resulting in my job as tour leader and 

expedition organizer, Linnaeus teaching pedagogic also strongly influenced me. During his 

visit to Paris in 1730 Linnaeus learned about “herborisations”, the simple but strictly 

organized methodology of excursions that were popular in Europe in the 1700th century. He 

transformed them to exciting events of excursions around Uppsala, Herbationes Upsalensis, 

that attracted not only other discipliners from Uppsala University, but students from the 

whole country and abroad. 

 

According to Manktelow (2006) Linnaeus excursion methodology was well organized and 

innovative, where he started by explaining was to come and how everything was to be done.  

He gave certain eminent students special tasks such as one taking notes of everything that 

was done and said, another carrying the collection container, another the bag nets for 

collecting insect and one shooter to carrying the gun to collect birds.  He also dedicated a 

“fiscal”, the group monitor who went last in line with strict orders that no one had to lag 

behind. He marched with his students through the gates of Uppsala until he found an 

interesting meadow, where he spread out his students to look for and discover plants and 

animals. After a while they gathered around Linnaeus who told the naturalistic stories about 

every plant and animal that was found. He lectured trough storytelling about economia 

divina, the divine economy of nature and the intention of the creator with all details.  

 

What made Linnaeus successful in his teaching was his enthusiasm and love for both nature 

and the teaching, making him a great pedagog. He was deeply fascinated by natures all small 
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miracles and manage to transfer this with such emotions that his students eyes were filled 

with tears. Linnaeus love for nature was based on his strong conviction that nature was the 

book of life where the creator appears for humans. He though that knowledge could only be 

mediated by awaking a will to learn among his students, done by passing on his own joy of 

discovering nature. His philosophy was that students must see and experience firsthand by 

bringing them to nature or to his botanical garden. His greatest pedagogic deed was to let the 

students discover nature by themselves, by letting the group disperse freely for exploration 

and discoveries, and then gather them to see what was found. This created a joy of 

discovering and learning that in many instances is lots in today’s education. Today’s 

excursions and fields pedagogics among educators and guides is in many cases to lead the 

way in front of the group and to point out interesting plants and animals for a passive 

audience (Manktelow 2006), a methodology that sometimes misleading is called “Linnaean 

excursions”.  
Implication 2: 

Linnaeus taught me the importance of the love, humbleness and respect for your subject to 

transfer an learning interest, as well respect for the learning capabilities of students by 

letting them by themselves discover and experience reality – the basis for experiential 

learning. 

 

The educational philosophy of Friluftsliv and outdoor life 

Besides teaching biology in the Linnaean spirit at Uppsala University, I practiced Friluftsliv 

since childhood, but it was not until I came into contact with research on friluftsliv I became 

aware of its pedagogical values (Gelter 2000, 2007, 2010) and influence on my teaching 

practice. The essence of friluftsliv has been widely debated, and I have previously (Gelter, 

2000, 2010) argued for two conceptualizations of friluftsliv, first as an older, original 

“genuine friluftsliv”, and a more recently developed superficial way of post-modern 

friluftsliv. The original word friluftsliv was first used to describe a thought, an idea about life 

by the Norwegian Poet Ibsen, and in 1921 the Norwegian explorer Nansen talked about 

friluftsliv as a philosophy and as an alternative for youth to avoid “tourism,” – the superficial 

acquaintance with nature (Gelter 2000). Nansen spoke about the ability to co-operate with 

nature’s powers and the joy of being in nature. He believed that free nature was our true 

home and that friluftsliv was our way back home. In this perspective, genuine friluftsliv is a 

way of interconnecting with nature where strong emotional and spiritual experiences from 

the immersion in natural settings result in a personal connectedness to the more-than-human 

world. Despite similarities in the ILO´s of genuine friluftsliv and environmental education, 

i.e. restoring human interconnectedness with an engagement for nature, Genuine friluftsliv 

does not use any curriculum or educational institution as an educational aid, except contact 

with nature itself by being out in the open (free) air. In contrast, many educational programs 

in friluftsliv have developed curricula for mastering methods and techniques associated with 

post-modern friluftsliv, but more rarely for the values and philosophy of Genuine friluftsliv. 

The overall goal for both environmental education and friluftsliv would be a healthy soul in a 

healthy body in a healthy society in a healthy world, where respect and responsibility would 

be the new foundation of human interactions (Selby1996, Gelter 2000). I have argued 

(Gelter, 2000) that friluftsliv is not outdoor education, as outdoor education has specific 

learning goals described as a place (natural environment), a subject (ecological processes) 

and a reason (resource stewardship) (Priest, 1990). Friluftsliv it is not about teaching and 
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lecturing or being on excursions (Gelter, 2000), but involves a form of education, learning 

the ways of yourself and your place in the more-than-human world. Learning trough 

friluftsliv is learning about life and oneself in a greater context, and generic education 

towards “sophia”, wisdom similar with the goals of the apodemic journeys in Linnaeus days. 

Genuine friluftsliv is experienced being on extended travels in the outdoors, such as on 

educational expeditions, may it be weeks of canoeing on Wind River in Yukon or trekking in 

the Himalayas, where time schedules and agendas evaporate for a more basic survival-

oriented here-and-now existence, creating an extended flow experience  (Csikszentimihalyi  

1991), a holistic sensation when we act with total involvement arising from a balance of ability 

and responsibility, control and uncertainty, skill and challenge.  

Implication 3: 

From Genuine Friluftsliv I learned that strong emotional and spiritual experiences from 

immersion in the natural setting and co-operation with the forces of nature can create a flow 

experience of personal connectedness to and engagement for the more-than-human world. 

 

Such emotional and spiritual experiences of nature contact are supported by both psychology 

and philosophy. Maslow (1962, 1968, 1971, 1983) introduced the peak experience, an unique 

human state of the mind where in some brief moments one feels the highest levels of happiness, 

harmony, and possibility - temporary moments of self-actualization. These experiences range in 

degree from intensifications of everyday pleasure, to apparently “supernatural” episodes of 

enhanced consciousness which feel qualitatively distinct from, and superior to, normal every-day 

experience. The peak experience makes the person feel good, relaxes the mind, recharges the 

body, shifts modes, releases emotions, sparks creativity, creates ego-transcending and even 

changed attitudes; giving a sense of purpose to the individual. The peak experiences may be 

primarily emotional, as in an unusually touching experience of connectedness to another person 

or to the world; they may be brought on by intellectual understanding and deep insight; or they 

may be what you might call a spiritual experience, of being close to something holy or sacred. 

More likely, they contain a combination of these. I have regarded the strong emotions of 

interconnectedness with nature as peak experience in Maslow’s conceptualization. 

 

Such spiritual feeling of connectedness to the more-then-human world is probably the deep 

experience that the philosopher Arne Næss described in his philosophy of Deep Ecology 

(Sessions, 1995, Harding 2010). Næss, himself a Norwegian mountaineer and outdoor person, 

proposed that a deep experience is often what gets a person started along a path towards 

ecological wisdom. As ecological science cannot answer ethical questions about how we should 

live we need ecological wisdom to guide society. Deep experiences of nature may lead to deep 

questions resulting in a deep commitment for nature (Harding 1997, 2010).  This interconnected 

path of deep experience, deep questioning and deep commitment constitutes Næss Ecosophy T 

(for Tvergastein, place for his mountain cabin), an evolving but consistent philosophy of being, 

thinking and acting in the world that embodies such ecological wisdom. When such deep 

experience occurs, we feel a strong sense of wide identification with what we are sensing. 

This identification involves a heightened sense of empathy and an expansion of our concern 

with non-human life. From this realization of our connectedness and dependence arises 

according to Naess, a natural inclination to protect non-human life, a process he calls self-

realization. It involves the development of a wide identification in which the sense of self is 

no longer limited by the personal ego, but instead encompasses greater wholeness. This 

expanded sense of self Næss calls the ecological self. Since all beings strive in their own 
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ways for self-realization, we recognize that all are endowed with intrinsic value, irrespective 

of any economic or other utilitarian value they might have for human ends (Næss 1989). This 

ecosophical view revealed by deep experiences often leads to deep questioning, to “questioning 

everything” with the “why” and taking nothing for granted. 

 

Such questionings elaborate a coherent framework for elucidating fundamental beliefs, to 

increase peoples “self-realization” extending the self to embracing all life form on the planet to a 

larger comprehensive self. Such Deep questions should lead to an awareness of the need for deep 

changes in society and thus translating these beliefs into decisions, lifestyle choices and action 

(Session 1995). The emphasis on action is important and distinguishes deep ecology from 

other ecophilosophies. These actions are based on deep commitment, which is the result of 

combining deep experience with deep questioning emerging from the new developed world 

view giving rise to energy and commitment. According to ecosophy, such actions are 

peaceful and democratic and will lead towards ecological sustainability (Harding 2010). 
 

The similarities between Næss´ deep experience, Maslow´s peak experience and my 

emotional experiences in genuine friluftsliv (Gelter 2000, 2007) has often struck me as being of 

similar qualities and nature, probably with a common foundation in a primitive human interact 

with the natural environment. Most outdoor people can relate to these experiences, and I 

frequently get emotional and spiritual touched with eyes filled with tears by my immersional 

experiences in landscape such as the Himalayans and Austrian mountains, the wilderness of 

Northern Scandinavia or North America or in the polar experiences. 

Implication 4: 

Extended tours in nature such as educational expeditions may lead to deep experiences of 

interconnectedness with the landscape, leading to deep questions and deep commitment in the 

spirit of Næss Ecosophy .We therefore in extended nature tours can reach our ILO´s without 

traditional lecturing and traditional outdoor curricula. 
 

As understanding complexity and interconnectedness with more-than-the-human world was one 

of my ILO´s for Project Nepal and subsequent outdoor education, I was intrigued to listen to 

Peter Higgins during a conference on “Other Ways of Learning” (Higgins 2000) addressing the 

encounter with complexity in education. As understanding the complex world we are living in 

requires awareness of relationships, connections and consequences, this is a challenge for all 

educational systems and especially the school curriculums. Higgins like most outdoor educators 

emphasized the direct experience in the outdoor as one way to achieve these learning outcomes. 

Higgins divide the concept of complexity into the four complexities of social, cultural, scientific 

and environmental as part of our everyday life. In traditional educational systems the complexity 

of our life and the world is broken down to “manageable chunks”, pieces of information and 

knowledge arranged in subjects to be learned in a linear and fragmented way, leaving it to the 

students to build the chunks into a relevant worldview (Smyth 1995). Dividing the world into 

subjects, with implicit values of  importance according to the prevailing political and societal 

values, to be covered by curriculum’s, we automatically obtain “explicit”, implicit” and “null” 

curricula (Eisner 1985) with gives students messages about what is important or not. Implicit and 

null curriculum may exclude important issues that are difficult to handle within the limitations of 

a subject, such as interconnectedness, sustainability, health etc. These and other limitations of the 

traditional positivistic disciplinary structuring of education have been criticized by many 

(Higgins 2000). Higgins cites Brennan (1994, p 10) asking “how can we overcome shallowness 

in education, and alert the learner to the fact that we are complex beings who live in complex 



8 

 

relations with each other and our physical surroundings?” Higgins suggests that outdoor 

education would be a preferred methodology to overcome the limitations of traditional education 

with its subjectification of the complex world, as through outdoor experiences complexity can be 

addressed in a self-directed learning and critical reflection. Higgins (1996a, b) suggests to 

address this through a pathway in outdoor education from complexity, connectedness, 

consequences to citizenship and care, an educational model of the 5C (figure 1). This 5C model 

has since then been a foundation in my teaching both outdoors and indoors. 

Implication 5: 

By holistically addressing the complexity and interconnectedness in the world through Higgins 

5C model in outdoor education, by firsthand experience of social, cultural and environmental 

complexity, reduces the limitations of subjectified lecturing and learning. 

 
 

Figure 1: The 5C model suggested by Higgins (1996a,b, 2000) to avoid the limitation of a subjectified 
and fragmented learning.  

 

Educational inspiration from pedagogics and teachers education 

Teaching biology, outdoor education and ecosophy at the teacher’s education program, I 

became introduced into theories of pedagogics and didactics. I learned that the pedagogic 

discourse in the Swedish school system and its national curriculum (Skolverket 2006) used 

the 4F conceptualization of knowledge’s as;  

 Fakta (facts) 

 Förståelse (understanding, comprehension) – acquired trough studies – 

communicative knowledge 

 Förtrogenhet (familiarity) – acquired trough experience  - silent knowledge 

 Färdighet (skills, proficiency) – acquired trough training – bodily knowledge 

These were in some cases expressed as catalogue (facts), analogue (understandable) and 

dialogue (in use) knowledge, or in Platon´s vocabulary as Praxis (action), Techne (practical 

knowledge, skills), Episteme (true knowledge, science), Theora (theory) and  Doxa (having 

opinion, personal statement). In contrast, Biggs and Tang (2009) only use two kinds of 

knowledge in their discussion of higher education, declarative and functional knowledge. 

Declarative is about  knowing things, knowing what, a public knowledge, subject to rules of 

evidence that makes it verifiable, replicable and logically consistent. It’s what teachers 

“declare” in lectures. Functional knowledge lies within the experience of the learner, who 
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can put declarative knowledge to work by solving problems, designing things, planning 

actions or performing something. Functional knowledge requires a solid foundation of 

declarative knowledge. 

 

What I was lacking from this pedagogical discourse was Aristotle’s phronesis – practical 

wisdom acquired through long lasting practical experience, or wisdom acquired by 

combining knowledge and values such as Næss concept of self-realization by deep questioning 

using the “why” to questioning everything. It seems that education often halts with techne, 

theora and episteme.  From Ecosophy and friluftsliv I learned that in addition to traditional 

knowledge, kunnskap, we should also talk about kännskap the Swedish word for a more intimate 

way of knowing that requires time, experience, and generational wisdom (Hullmes 2009). This 

kännskap of the landscap is a central part of genuine friluftsliv where “kännskap ger vännskap 

med Landskap” meaning that this deepened way of knowing gives friendship and 

interconnectedness with the landscape, nature and our earth (Hullmes 2009). The word 

“kännskap” is unused in the school pedagogic discourse and thus part of the schools null 

curriculum.  

 “The term kjennskap refers to the kind of wisdom gained to tumbling and fumbling… the 

result of tumbling and fumbling is that you acquire more and more kjennskap and are 

developing the ability called “serendipity”. Kjennskap is a way to recognize, come close to, 

get use to, look and listen, touch and tast – using all your senses, Kjennskap is a way to 

understand life, and that wisdom can only be obtained by “being in reality”. … Kjennskap 
teaches us to take care not only for ourselves, but also even more importantly, for nature” 

(Jensen 2007, pp 103-103).  

This Swedish/Norwegian word kännskap/kjennskap thus catches Arne Næss concept of self-

realization and the learning outcome of genuine friluftsliv 

Implication 6: 

Educational expeditions with extended time for genuine friluftsliv not only generates 

knowledge, “kunskap” in the form of “förståelse”, “förtrogenhet”, “färdighet”, but more 

important, “kännskap”, where “ kännskap ger vännskap med landskap” – a ecological 

wisdom. 

 

Biggs and Tang (2009) suggested an interesting theory about teaching and learning in their 

concept of “constructive alignment” of Intended Learning Outcomes with teaching/learning 

activities within higher education, which directly applied to my educational expedition praxis 

in Nepal. They identify three theories of teaching and learning: At level 1 the focus is on 

what the student is, and the differences among students (good/bad students). Level-1 

teacher´s see the student’s responsibility as knowing the content, and different in learning are 

due to differences between students ability, motivation, their background, ethnicity and so 

on. Education becomes a selective activity to sort students.  The curriculum is central and 

has to be “covered” independent of the students understanding of the content. Level-1 

teaching is a quantitative way of thinking about learning – a “blame-the-student” theory of 

teaching that is unreflective about teacher praxis. 

 

Level-2 teacher´s focuses on what the teacher does. Focus is still on transmission of 

knowledge, but now transmitting concepts and understandings, not just information. 

Learning is seen as a function of what the teacher is doing, resulting in plenty of variation in 

teaching techniques: It’s a focus on management of learning, a blame-on-the-teacher theory. 
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Level-3 teacher´s focuses on what the student does and how that relates to teaching, a 

student-centered model of teaching. Here the focus is on what kind of teaching/learning 

activities are required to achieve stipulated levels of understanding, and these levels of 

understanding have to be defined as outcome statements, what students have to do to reach 

the levels specified. From this theory I suddenly realized that my teaching colleague during 

my first trekking expedition in Nepal, giving lecture at every possible moment was a level-1 

teaching, while my focus on introducing the students to firsthand experiences to fulfill my 

intended learning outcomes, focusing on what the students do to learn these ILO´s was a 

level-3 teaching. 

 

According to phenomenography teaching is a matter of changing the learner´s perspective, 

the way the learner sees the world and on how learners represent knowledge (Marton & 

Booth 1997), while constructivism states that learners construct knowledge with their own 

activities, building on what they already know, where teaching is not a matter of transmitting 

but of engaging students in active learning, building their knowledge in terms of what they 

already understand.  By letting the students take responsible for their own learning and 

changing their perspectives by introducing them to real life problems during the trekking 

expedition I was hoping that their motivation for learning shifted from traditional extrinsic 

motivation (material rewards) and socials motivation (please others such as teachers) to 

achievement motivation (enhance ego) and intrinsic motivation (for the intellectual 

pleasure). Biggs and Tang (2009) propose that problem-based learning is a key to motivation 

– where real-life problems become the context in which students learn. Being on an 

educational expedition where the students are engaged in the planning and carrying trough 

the expedition is a high form of problem-based learning. This is also the core of an 

entrepreneurial approach to education. In my opinion entrepreneurship stands for proactively  

and risk taking, seeing opportunities where there are problems, a strong will to change things 

by “creative deconstruct” to create new structures, and being a “doer” going from thinking to 

action and realizing ideas. This entrepreneurial  problem-based learning where the teacher 

moves from level 1 & 2 to level 3 teaching, and quit “curling” with students and giving them 

real responsibility for their learning, is supported by Douglas McGregor (1960) a 

management psychologist, that suggested two organizational climates in regard to human 

trustworthiness. Management by Theory X assumes that workers/students cannot be trusted, 

while those operating by Theory Y assume that they can and that you get better results when 

you do. Theory Y assumes that students do their best work when given freedom and space to 

use their own judgment and creativity. Theory X operates on low trust, producing low-risk 

but low-value outcomes. Theory Y operates on high trust, producing high-value outcomes 

but with the risk that some outcomes may be the result of cheating. I have drifted from a 

Theory X teaching towards a theory Y teaching in most educational circumstances such as 

organizing field trips, expeditions etc as well as in case studies and in-service practice. 
Implication 7: 

Educational expeditions are perfect for introducing a problem-based learning situation and 

focusing on student learning activities, applying level 3 teaching and Theory Y where the 

students in an entrepreneurial spirit have to solve problems in real-life contexts.   
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Discussions and conclusions 

I have so far been discussing educational expedition pedagogics from an experiential 

learning perspective without touching is traditional theoretical framework (Kolb 1984, Moon 

2004, Beard & Wilsson 2006, Silberman 2007). Experiential learning has a long history in 

pedagogics, as Linnaeus shows us, and Patric Geddes at the end of the 19
th

 century 

suggesting that  “education should be more about the three H´s (Hand, Heart and Head) than 

the three R´s (Reading, wRiting and aRithmetic) (Boardman 1978), which has been adopted 

in Tilden´s nature and culture interpretation with its explicit learning (head), emotional (heart) 

and behavioral (hand) objectives (Tilden 1957, Beck & Cable 1998, Brochu & Merriman 2002, 

Knudson et al. 2003). Selby (1996) stressed the “walk your talk” by introducing the concept  
“the medium is the message”, which has shifted my teaching and learning focus from 

learning “about” the environment (nature/culture), to learning “in”, “with”, “from”, 

“through” and “for” the environment, as implemented in Project Nepal 

“Virtually all sound learning, …. Gives the student a different view of the world, together 

with the power to change some aspects of it.” (Biggs & Tang 2009, p 53).  

 

By taking my students on a trek in Annapurna, canoeing on Wind River, trekking on Lofoten 

or an expedition to the Antarctica Peninsular, I intend to give them “kännskap” and 

“förtrogenhet” with the more-then-human-world and a basis for understanding the 

interconnectedness and complexity of our planet. Doing this I don’t need to lecture or follow 

any curriculum, but rather in the spirit of Genuine friluftsliv and the apodemic Grand Tour 

contribute to the transformation of values and behaviors by just observing and experiencing 

followed by reflection during the voyage. Such educational expeditions in the Linnaean spirit 

are important contributions to a holistic education and wisdom. By my seven implications on 

teaching, I hope I have found a foundation to give an answer to the students question. 
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Silent reflection activity 

Sit down by yourself 10 min 

Writh down wouyr though experiences, etc. Write a conceptual map/mindmap of your 

experiences. 

 


