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Expeditionary Learning, Constructivism,
and the Emotional Risks of Open-Ended

Inquiry

Amy L. Heath and Peter Smagorinsky

In this chapter, we examine the expericnces of Cathy (a pseudonym), an
African American student attending a public charter middle school, whose
curriculum emerged from the Expeditionary Lenrning (EL) philosophy.
This pedagogy has been adapted to public schools that hope to engage
students in activity-oriented, inquiry-based learning. EL was founded on
the concept of an expedition, commonly understood as a group journey
undertaken to explore new terntory for discovery, rescarch, conquest, or
other goals. When adapted to schools, EL tends to be oriented to learning-
directed quests and activities. The infrastructure of EL allows for construc-
tivism to flourish in a variety of ways, as we repost, but can also be thwarted
in a number of ways.

EXPEDITIONARY LEARNING
The sense of discovery engrained in the assumptions behind EL appears well
aligned with the progressive ideas of Dewey (1902). Knowledge, rather
than being fixed and established, 1s understood in this conception as a
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socially mediated construction of the learner, who seeks new understanding
through the process of inquiry and investigation in relation to undertaking
complex tasks within social boundaries, Not only is the activity constructiv-
ist in design, the conceprs that emerge are social constructions available to
the students through agency and control over their growth and learning
{Smagorinsky, 2013).

Expeditionary Learning as Comprebensive School Reform

Sociocultural perspectives on power and cultural diversity (Vossoughi &
Guudrrez, 2017) suggest the importance of examining the historical con-
text of the development of EL, which went from being a boutique program
to a funded charter school program model in spite of being at odds with the
sort of centralized, reductive reform gnpping the US since the 1980, Its
constructivist emphasts appears to be the antithesis of tederal educational
policies of US tor ncarly tour decades, with the 2000s providing a radical
turn toward standardization and unitormity in curriculum, instruction, and
assessment.

EL became incorporated into US educational practice during a period of
Comprehensive School Retorm (CSR). EL was bolstered by Title 1 and
New American Schools Corporation tunding (Farrell & Licbowitz, 1998,
pp. 14-15) beginning immediately after the founding of the US Depart
ment of Education in October 1979, CSR has been described in terms of
three cras, which focused on different aspects of schooling. The initial focus
of school reform was on fixing schools through state government interven-
tion (Murphy & Datnow, 2003). From 1980 to 1987, duning the first era,
presumably failing schools were attributed to ineffective teachers and mate-
rials, as suggested by the alarm of a “rising tide of mediocrity” that the
Reagan-cra A Natiwen ar Risk (National Commission on Excellence in
Education, 1983) warned of in precipitous terms. This reform era produced
many new textbooks and curriculum materials designed to help teachers
make greater demands on students, under the assumption that their own
low standards had produced this presumed crisis to begin with. Centrally
developed “teacher proof™ materials were included in the instructional tool
kit provided by policymakers, textbook companies, and university
researchers and  education entreprencurs to save education from the
teachers and open a new education market for corporate intervention
{Bennerr, 2013).
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The second era of CSR ran from about 1987 to 1995, A lack of test-score
improvement raised questions abour the government’s ability to change the
performance of schools. As a result, CSR philosophy underwent a shitt in
impetus from centralized experts to local initiatives. Under local control,
teachers and parents were considered capable of promoting student achieve-
ment. The focus turned from classroom instruction to the bureaucratic
structure of schools, which required a shift from mechanistic reinforcement
strategies to a professional approach to reform that treated teachers as
authorities, and from regulation and compliance monitoring to mobiliza-
tion ofinstitutional capacity. As a result, decisions were to be made in school
by the teachers, and familics were in many cases given the opportunity ro
choose their child’s school (Murphy & Datnow, 20013).

This shift toward local control, however, was undermined by its central-
ized authority and its view that only “scientific, evidence-based™ results from
the expenmental paradigm would be consulted to inform practice (see
U.S. Department of Education, 2004). In other words, local control was
complicated by federal mandates that climinated access to the complex,
detailed, situated knowledge available through open-ended qualitative stud-
1es of the sort that are compatible with investigating constructivist education
as a situated practice. Instead, the reliance on experimental research mapped
well onto the standardized testing regime preferred by policymakers and
many university rescarchers whose work became magnified by these policies.
Local control was thus only possible within federal superstructures that
limited local educators’ vision and imagination, leaving the two imperatives
fundamentaily at odds and yet simultancously demanded.

The third cra of CSR was characterized by holding schools responsible
tor student outcomes, typically through achievement test scores that
teachers often found inadequate measures because of their narrow emphasis
on tests at the expense of broader concerns with producing knowledgeable,
caring, civic-minded citizens (Kastenbaum, 2012). This discontent remains
today, as testing has increasingly discouraged schools from teaching in more
constructivist ways (Rawvitch, 2011 3).

Amidst this national obsession with standardization and centralized cur-
riculumn, instruction, and assessment, counter-movements emerged that
were more student oriented. Some were general, such as the movement
toward emphasizing learming processes during instruction (e.g., the writing
process movement and transactional reading theories in English/Language
Arts instruction). Others were specific, such as the development of EL as a
school-wide theme and the persistence of the Montessori curriculum. These
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approaches, however, were limited to spedal environments such as charter
schools and independent schools, Most public schools were required to
submit to testing regimes that have occupied instructional time, school
resources, internet bandwidth, teachers’ planning periods, students’ and
teachers” emotional capacity, and other casualties of the drive to dedicate
the school to increases in standardized rest scores.

With EL’s approach founded on a sense of mission rather than one of
mecting market demands (Farrell & Licbowitz, 1998), the approach sits
quite uncomfortably in relation to national policies, even as EL students
tend to do well on standardized twsts, What remains unclear is whether EL
itself produces this salutary effecr on policymakers” sensibilities, whether
schools adopting it recruit from families whose parents position their chil-
dren well to suceeed in school and on its testing cegimens (UMass Donahue
Institure Research and Evaluation Group, 201 1), and other factors contrib-
uting to single-score measures of complex educational processes.

The CSR initatives coincided with EL rather than generating it The
CSR infused education with funding that had previously been unavailable.
President Carter’s tounding of the Department of Education was gener-
ously funded ro jumpstart promising programs that helped schools meet its
goal of improving cducation or at least improving test scores. EL benchtred
from the availability of funding, even if it departed from the narrow,
prescriptive, reductive vision of education that the US Department of
Education has funded over time.

Expeditionary Learning and the Constructivist Tradition

EL is a national rcform movement for schools characterized by the
co-construction of community by students and faculty through “school
structures and traditions such as crew, community meenngs, exhibitions of
student work, and service learning,” 2 quote found on many EL school
websites (¢.., Manara Academy, 2017). Its pedagogy is designed to provide
engaging and purposeful work with and for authentic audiences, opportuni-
ties tor students to talk and think with teachers who listen, and a school-wide
culture of trust and collaboration (Expeditionary Leaming, 2011, p. 5).

EL ornginated in the Qurward Bound {OB) organization founded by
educator Kurt Hahn, who was born in 1886 {Neiil, 2008), within a gener-
ation of a host of progressive educators including Cecil Reddie {b. 1858),
John Dewey (b. 1859), Rudolf Steiner (b. 1861}, Mana Montesson
{b. 1870), and Virginia Estelle Randolph (b, 1874), and a decade before
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the 1896 birth of both Lev Vypotsky and Jean Piaget, architects of con-
structivist paradigms. In 1930, Kurt Hahn provided the groundwork for
OR by tounding the Gordonstoun school in Scotland, with an enrollment of
two students. In 1934, the third pupil, Prince Philip of Greece, who
ascended to the ritle of His Royal Highness the Duke of Edinburgh, signed
up as well, Gordonstoun allowed Hahn to integrate his philosophy in a
curriculum focused on athletics, outdoor survival, and classroom learning
{Outward Bound International, 20133,

Hahn relocated the school to Walces, enlisting the help of British shipping
baron Sir Lawrence Holt, who was recruited to help teach the boys skills to
survive World War 1. Together, their training program aimed to develop
the “tenacity and fortitude™ needed by sailors to “survive the rigors of war
and shipwreek” (Ourward Bound International, 2013, n.p.). This curricu-
lum embodied Hahna's belief that team-oriented character development
forged through challenging expericnces in nature was 2 top educational
priority. Hahn found that people developed “confidence, redefined their
own pereeptions of their personal possibilities, demonstrated compassion,
and developed a spint of camaraderic with their peers” when placed in
“challenging, adventurous outdoor situations” (Qutward Bound Interna-
tional, 2011 3, n.p.). This Hahn and Holt partnership blossomed into the first
official OB course in Europe in 1941.

The name Qutward Bound refers to the nautical term for leaving a safe
port tor the rigors of sailing. Although the courses that Hahn originally
created were designed to ensure the survival and rescue of sailors, subse-
quent QB programs were open to non-sailing enlistees seeking to develop as
leaders through multiday excursions into a variety of wilderness settings.
Courses included an array of activities such as mountain chmbing, kayaking,
and trekking, carrying a significant price tag, and being available for college
credit (MeQuillan et al,, 1994),

The first OB course in the US was offered in 1962. While OB continued
to offer wilderness expeniences for youth and adults focused on developing
leadership skills, OB also set up urban centers designed to recruit a more
diverse student body in the 1980s. In these centers, OB courses included
team-building events for corporations, young people, and people in various
recovery programs following alcoholism, arrest, or other socially unaceept-
able behavior that might benefit from team-centered wilderness challenges.
All courses emphasized reflection, community, success, acquisition of skills,
and engagement with the natural world, in which participants were chal-
lenged but supported on their adventures,
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OB’s influence in the classroom continued to grow through a 1998
partnership with the Harvard Graduate School of Education. OB brought
experiential leaming to Harvard, and Harvard broughr its reputation for
academic rigor to OB, In the 1990s, OB focused on becoming an educa-
tional reform model and received tunding from the New Amernican Schools
Development Corporation to put its theory into practice. Expeditionary
Learning Outward Bound (ELOB) started with ten demonstration schools
in 1993. At that time, there were 165 schools in 30 states and Washington,
DC, serving 45,000 students and employing 4000 reachers (EL Education,
2017). In these schools, the original OB notion of challenge expanded to
include the ways in which students and teachers perform and conceprualize
cducation in the classroom setting. ELOB as a reform model promoted the
belief that the core of learning and growth mnvolves the interaction available
through groups who take on challenges in new environments, providing
them with knowledge that is presumed 1o carry over to other educational
and workplace settings and their demands (Pearson, 2002). The name was
revised to Expeditionary Learning, and the EL network grew into 165 EL
schools across the nation during the time of Heath’s (2013) study.

Today, EL schools emphasize learning by doing throngh a multiyear
professional development plan with instructional materials and technical
assistance. This approach is designed to promote changes in school cufture,
teaching practices, and student achievement scores ( Pearson, 2002 ). Teach-
ing and learning mn an EL school involves work in and out of the classroom
to allow students to investigate topics of their choice and interest, to engage
with content experts, o have opportunitics to develop critical thinking
abilities, and to develop student agency, character, connection, and voice.
The Amencan Institures for Research’s (2006) review of reform models
noted that the EL model eschewed a prescribed curriculum, allowing
individual schools to create their own programs aligned with the governing

philosophy.

THEe EXPeDITIONARY LEARNING MIDDLE SCHOOL

EL design principles and benchmarks were used as guiding philosophies for
the Expeditionary Learning Middle School (ELMS), the school we fearure
from Heath’s (2013) study. These principles were taught explicitly to
students and were distributed to the students on a bookmark on the first
day of school, displayed in the hallways, and included in the school hand-
book. These principles emphasize self-discovery, the fostering of curiosity
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through the cultivation of “wonderful” ideas, students’ personal responsi-
bility for learning, the development of empathic and caring dispositions,
experiences with success and failure, opportunities for collaboration and
compctition, the promotion of diversity and inclusion, engagement with
nature, and occasions tor solitude and reflection.

Learning expeditions structure the academic year, designed to provide
extended investigations on topics of interest outside formal classrooms that
typically have value for the local community. Through these mguiries and
projects, the students provide service to the community, engage in adven-
turous thinking and acting, and have a public dimension (ELMS Pamphlet,
2010a, 2010b, 2010¢). The curriculum is interdisciplinary, involving Math,
Science, Language Arts, and Social Studies, and requires projects that
display stodent progress and knowledge (ELMS website, 2010d).

Students, administrators, and teachers in the school were a part ofa crew
comprising a small group of students (10-15) and one teacher who met
every day, every week, over the three years thar the student was enrolled at
ELMS. The crew was an essential component of the EL model and in some
ways looked similar to a reacher advisory mecting, a group counscling
session, a book club, or a homeroom. According to the American Institutes
for Rescarch’s (2006) review of middle- and high-school comprehensive
reform models, EL crews helped to produce positive relationships among
students and between students and their teachers.

The notion of “expedition™ suggests a genceral destination, the pathway
toward which may be navigated in a number of ways, including those
conceived emergently in relation to exigencies. This vovage is undertaken
in the team-centered manner that typifies sociocultural versions of construc-
rivism, which emphasize social mediation as a cnitical factor in human
development (Smagonnsky, 2011). The case study presented (Heath,
2013), Cathy's expedition, was the planning of a school Halloween
Dance rather than a wilderness voyage. As in the original conception,
however, this acnivity required the student to draw on knowledge from
prior experiences and to develop new understandings through both social
interaction and response to challenges in the social and marterial environ-
ment of the school. In wilderness expeditions, this knowledge is applied to a
task with potentially deadly consequences, making the knowledge immedi-
ate, real, and urgent. The EL environment was designed to move school
learning beyond the abstractions of classrooms and put students in the
position ot solving authentic, real-world problems within the realitics of
the school context.
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In EL, collaberative reflection is assumed ideally to emerge spontane-
ously during the Julls in challenge. This reflection in tuen allows the recon-
sideration and reconstruction of possible ways that the situation could have
been addressed and might be addressed in the future, The students them-
selves thus become critical sources of knowledge construction under mate-
rial conditions that have potentially threatening ceffects, making this
knowledge quite authentic tor those involved. This knowledge then gets
continually refined through additional experience and reflecrion, making
the students expert learners about teamwork, natural phenomena, human
interventions, and whatever academic requirements for science, mathemat-
ics, literacy, history, or other formal knowledge they might use to inform
their ongoing developments of new understandings.

Catly, the Dance Planner

Cathy, a seventh-grade African American girl, lived with her mother, father,
and younger sister in what she called an “African American suburb.” Her
parents were both college graduates; her father studied law, and her mother
worked in the medical ficld educating patients at the university hospital.
Cathy reported that she had been picked on because of her large body frame
and dark skin rone, bur she decided to be strong and stop caring about
people’s opinions. She wrote and printed the proposal, which she used as
the basis for her presentation, She said that once she decided to be herself,
other people met her on her own terms and that at the time of the dance
project, she felt that she was liked and accepted by her classmates,

She was in her second year ar ELMS and it was her second year of being
involved with the Halloween Dance, which may be considered a well-
defined yer open-ended project. Cathy felt passionately about investing
herself intensively in making the dance a success. Planning the school
dance required following several necessary general steps, including writing
a proposal and presenting it on stage to the entire school at one of the
weekly meetings, a step that had discouraged less confident students from
proposing projects. She wrote and printed the proposal, which she used as
the basis for her presentation. The proposal required Cathy to communicate
her vision in terms of scheduling, budgeting, and party planning. She
needed to anticipate the timing, communication, and coordination of mul-
tiple factors and how to execute each stage on schedule. School started in
August, and planning an October dance was a big undertaking.
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After reading and explaining her proposal 1o the school, which included
over 100 reachers and students, Cathy took questions from the audience
about her proposal. She came to the public proposal session prepared with
chart paper and a marker to capture the andience’s questions and the names
of the students who wanted to help. She worked with a teacher on questions
that were beyond her authority to decide, such as whether students from
other schools could attend, if she could enlist bands to play, and if the price
could be adjusted to encourage attendance.

Cathy used the morning crew mectings and tried to schedule other
mectings to talk with teachers and administrators abour moving the pro-
posal forward. Planning was a struggle, but she persisted for months. She
drafted a varicty of plans for the dance, created posters to promote the
event, put together committees and established rules for participation on
them, gathered more signatures from students than required, drafted a
formal proposal to school members to proceed with the dance, and con-
ceived of and anticipated an exhaustive set of possibilitics that would make
the dance a memorable expericnce.

Factors That Undermined Cathy's Experience

Faith in Cathy’s ability to engage in the full range of leadership activities to
plan and carry out the dance rested upon a set of assumptions about her
knowledge and resources. It was assumed that Cathy knew how to type and
that her family had a compurer and printer in their home so she could type
and print her proposal. Because her family did not, in spite of being college-
educated professionals, this became a multiday ordeal at school.

Although Cathy was enthusiastic thinking about balloons filled with fake
blood and the playlist for the night’s soundrtrack, it was also assumed she was
able to run committee meetings with other students during her lunch
period. Cathy made a good attempt at running the mectings, requiring
her classmates to sign in and list the items they were bringing to the dance.
Field notes of observations reveal that most of the students were playing,
talking, painting their nails, and inattentive during the mectings. After-
wards, Cathy reported being extremely disappointed that her own diligence
was not met by a similar commitment from her teammates. She felt as if she
had been “listened to but not heard” and that “someone else could do it
next time, Cathy felt that her classmates lacked sufficient commitment to
the project, leaving her to take on many demanding jobs with only token
peer contributions,
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In addition, the teachers in her school were overextended and struggled
1o follow through in supporting her leadership on the project. The school
established roles for teachers that involved guidance rather than explicit
direction. This guidance came in the torm of serting up challenges and
serving as a resource to help the students achieve a worthwhile end. Ideally,
they would be accessible to student planners throughout their project
undertakings. Yet for Cathy, faculty support was largely unavailable because
the teachers were still learning the EL philosophy and spread too thin to
give her the levels of support she needed. Given the secope of planning and
carrying out the dance, the process became overwhelming for a middle-
school girl undertaking the management of her first major social event. As a
result, Cathy had to take social and academic risks that she found emotion-
ally and motivationally threatening, ultimately becoming so prohibitively
imposing that she elected to withdraw from further leadership roles and the
school’s EL mission.

A sccond set of adules provided too much uninvited and disruprive
assistance. As the danee approached, her classmates’ parents took an interest
in the event and, apparently under the assumption that they needn’t consult
with and work under the authority of a middle-school girl, commandeered
the project with their own ideas. Recruited by a letter sent home by the
school, the student’s family members joined a volunteer organization meet-
ing after school a few weeks before the dance. A number of volunteer
opportunities were listed and Cathy said thar she was glad to see “her”
Halloween Dance included, but she was also frustrated that she could not
attend and direct the portion of the meeting where the adults would be
talking about the dance. Her mother attended the adults-only mecting to
help make Cathy’s voice heard. According to Cathy, it was at this meeting
that well-intentioned volunteers began to disregard her ideas and take
control of the planning. She felt uninvited stakeholders hijacked the project
to meet their own goals. Cathy was frustrated because, although she was the
designated leader of the dance activity, she was thwarted by unwanted
interventions, insutficient faculty involvement, and a lack of wholehearted
participation by other students whom she had recruited to assist her in
labor-intensive aspects of planning the event.

Cathy’s role as the planner of the dance was atfected by a variety of
factors. The school itself was implementing the new EL curriculum, with
teachers having to learn on the fly how to put the philosophy and its
accompanying curriculum and instruction into practice. This was less than
ideal support for Cathy’s leadership role. She had to manage committecs,
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mectings, supplies, decorations, entertainment, contests, promotions, per-
nussions, transportation, stathng, and other facets of planning the event for
over 100 students. This responsibility was well beyond her entry-level skills
and knowledge. The dance was well attended and those attending partici-
pated enthusiastically in a dance contest, a rap performance, a costume
contest, a raffle, and a buffet in an atmosphere enhanced by a smoke
machine and light cffects, Despite appearing successful in her cfforts, she
felt frustrated and discouraged by her experience to the point where she
distngaged trom further leadership in school activities.

What Worked, What Did Not

Cathy accumulated a great deal of uscful experience in the process of
planning the dance. Rather than building on this experience, however, she
subscquently withdrew trom participation as a leader of school events. She
had hoped, for instance, to open a school store, but decided that she could
not endure another round of frustrations and abandoned the idea. The
Halloween Dance had exhausted her emotional investment to the point
where she could not bring herself to rally her classmates with another
proposal,

Despite the school’s stated commitment to mutual collaborative efforts
to survive and discover one’s strengths through a challenging ordeal, the
potential of these intentions was not borne out in Cathy’s experiences. [t's
one thing to ride a raft down a st of rapids, but quite another to ride one
over Niagara Falls. Cathy simply was not prepared for the magnitude of the
job, and in executing it, she got insufficient help from teachers and students
and was subject to too many uninvited parental efforts to change the course
of her expedition. She was thus denied the opportunity to have the mea-
sured support that she needed to feel that she had been the caprain of a
journey in which all hands were on deck.

The notion of risk-taking is central to the idea of the expedition and is
central to many notions of constructivism (Hills, 2007). Engaging in open-
ended projects covering unfamiliar terrain involves taking risks. In her
planning of the dance, Cathy opened herself to what she felt were a few
too many. As the project’s official leader, she had responsibility for the
performance of the students whom she enlisted to become involved. Their
lack of dedicated engagement created tremendous anxiety for her through-
out the process. If the dance had failed, she would have been the person
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accountable. The uninspired performance of her pecrs amplified her fears of
failure right through the evening of the event.

Perhaps the dance’s ultimarte success could have tanght her that raking on
big, complex jobs is satistying, because they require the overcommg of
obstacles. Initiating and leading & project, even one that does not succeed,
can teach a student how to meet and address difficuliics. Some might regard
her project as a successful activity through which she grew into new states of
competence and achievement, gained in stature, and prepared herself for
turther leadership roles, because ultimately the dance was a success. How-
ever, she appeared to become embittered and disengaged rather than
empowered as a result of her expericnce, becanse the task overwhelmed
her and left her teeling isolated among peers and overruled by parents.

As Csikszentmihalyi (1998) might note, the “flow” of an activity—the
point at which engagement is so grear that a participant has no conception
of passing time—is available when there is a good match between ability and
challenge. Too great a challenge for one’s present abilities produces anxicty
and frustration, too little a challenge produces boredom. An appropriate
constructivist activity would produce neither extreme. Rather, the challenge
would be just within the outer limits of, or possibly shightly beyond, one’s
abilitics to help the student to stretch into new levels of competence and
confidence. Cathy’s project was admirably ambitious, yer not sufficiently
supported. Despite her hard work on this project, Cathy ultimarely reported
sceing herself as an “okay” student rather than a producer, a leader, a reader,
a writer, a visionary, a change maker.

We sce inconsistencies berween the theory and practice of the EL
observed in this school due to what might be a romanticized notion of
both the child and the educational system and their potential for collabo-
rative, civic-minded conduct. The assumprion that becoming a team or
crew member automarically confers on the students a sense of fairness and
equal opportunity may in fact reity social inequity by leaving it unmonitored
{Lewis, 1997). In Hahn’s founding conception, EL builds on the idea of
crews embarking on sea voyages to rescue lost sailors, create leaders, and
defear opposing fleets, all motivated by a missionary sense of salvation. This
noble sense of purpose, however, does not anticipate that crews composed
of children or youth may lack the maturity, group investrent, and sense of
cquity, among other factors, that affect the success of disparate people who
wark collectively toward a group goal.

We believe in the general goals of EL and offer several suggestions.
Schools should nor expect too much oo quickly. They should build project
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expectations gradually, Without sufficient support, they run the risk of
creating too much uncertainty. Teachers should provide greater guidance
to students who propose projects in terms of the scope of the work and
complexity of the tasks and do so without hijacking their expeditions. The
wrong, kind of guidance for a complex, uncerrain inquiry may leave student
project leaders in overly vulnerable places and undermine the developmen-
tal possibilitics.

It is critical to infusc the school with a sense of common purpose and
mutual accountability as well as personal responsibility. If students are
allowed to think that only the designared leader is accountable, they may
take their responsibilities lightly and shift them disproportionately to the
leader, who may not be mature or skilled enough to manage so much work
and the pressures of sole answerability for a project’s outcome. Adule
involvement is necessary to help student leaders make fellow students
accountable tor being responsible participants.

Perhaps foremaost is emphasizing what it means to take on a role in a
group activity. In naval crews, there are severe consequences for failing to
pull one’s weight and potennally homific consequences for crews whose
members perform indifferently. If students belicve that there are no conse-
quences for not carrying out their responsibilitics, then they only have the
incentive of personal satisfaction to motivate their contributions. Not all
students are driven by the intrinsic motivation to love learning—a roman-
ticized notion about children that can allow constructivist possibilitics to go
awry (Goodycar & Ellis, 2007). Teachers must devise ways to encourage
crew members to be accountable to one another and to their student
leaders. Teachers must also serve as a firewall between students tasked
with Jeading cxpeditions and parents who impose themselves in school
projects. Schools often hope to involve parents, yetr need to make sure
that this involvement is supervised, monitored, and limited so that students
who are entrusted with leadership roles are not undermined by parent
groups. We feel teachers and other adules should provide formative feed-
back, support, and guidance without taking over the students’ work.

Constructivist programs like EL have grear potenpal that can be
undermined by the assumptions that things will take care of themselves,
that aduits should stay ennrely out of the way so that kids control their own
learning (c.g., Graves, 1983), and wholly relying upon social processes not
mediated by adults. The realities of adolescent conduct point to the impor-
tance of adult gudance and monitoring when students undertake new chal
lenges involving the orchestration of diverse people toward a unified end.



280 AL HEATH AND P, SMAGORINSKY

REFERENCES

American Institutes for Research. (2006). CSRE) center weport on middle and hiah school
comprebensive veform models, Retneved January 18, 2013, from hitp:/ /wwavarorg/
sites /default iles Adownloads /crport /MSHS_2006_Report_Final_Full_Version
_10-03-06_0.pdf

Bennett, T, (2013). Teacher proof’ Why research in education docsn’t abways mean
what it clazms, and what you can do aboeur it. New York: Routledge.

Csikszentmihaivi, M. (1998). Finding flow: The psychology of engagement with every-
day lify. New York: Basic Books.

Dewey, 1. (1902). The child and the eurrecndum. Chicago: University of Chicago
Press,

EL Education. (2017). EL education. Retrieved Apnl 8, 2017, from hreps:/ /eled
UCALION, Org/

Expeditionary Learning, (2011). Care praceices, Expeditionary learning onnvard
bound [PDF]. Retrieved Apnil 19, 2011, from www.elschoals.org

Expeditionary Learning Middle School. (2010a). Adpancing student achicvement:
Now enrolfing grades 6, 7, and 8 [ Brochure]. Columbus, OH: ELMS,

Expeditionary Learning Middle School. (2010b). ELMS: Enraliment update [ Bro-
chure]. Columbus, OH: ELMS,

Expeditionary Learning Middle School. (20¥0c¢). Expeditionary learning design
prencipals [ Brochure|. Columbus, OH: ELMS.

Expeditionary Learning Middle School. (2010d). ELMS: Expeditionary Learning
Middle Schoel, Retrieved November 1, 2010, from school website.

Farrell, G., & Licbowitz, M. (1998). Expeditionary learning ortward bound in year
Jive: What the researeh shows. Cambridge, MA: ELOB.

Goodycar, P, & Ellis, R. (2007). Students’ interpretations of learning tasks: Impli-
cations for educational design. In ICT: Providing choices for learners and learn-
ing. Pracecdings ascilice, Singapore 2007, Retrieved April 12, 2017, from hep//
www.ascilite.org au /conferences/singapore07 / procs / goodycar, ot

Graves, D, H. (1983). Wivting: Teachers & chnldren at work. Portsmouth, NH:
Heinemann.

Heath, A. L. (2013). We are crew, not passergers: Middlz level students’ experiences of
the Expeditionary Learning school reform model and its velationship to Literacy,
agency, and diversity. Unpublished doctoral dissertation, The Qhio State Uni-
versity, Columbus, OH,

Hills, T. {2007). Is constructivism risky? Social anxiety, classroom participation, com
petiive game play and constructivist preferences in teacher development. Teacher
Dievelopment, 11(3), 335-352. Retrieved Apnil 11, 2017, from hop://www2.wa
rwick.ac.uk /fac,/sci/psych,/people /thills /thills /hillsteacherdevelopment2007 . pdf



EXPEDIFIONARY LEAENING, CONSTRUCTIVISM, AND THE EMOTIONAL, 281

Kastenbaum, S. (2012, May 17). The high stakes of standardized tests. CNN Schools
of Thought. Retrieved February 16, 2017, from http:/ /schoolsofthoughe. blogs.
cnn.com/2012 /05 /17 /the-high-stakes-of-standardized-tests /

Lewts, C. (1997). The social drama of literature discussions in a fifth/sixth-grade
classroom. Research in the Teaching of English, 31, 163-204.

Manara Academy. (2017). We are an Expedissonary School. Retricved April 8, 2017,
from htpe / /manaraacademy.org,/academics /el /

McQuillan, I, Kraft, R., O’Conor, A., Timmaons, M., Marion, S., & Michalec, P,
11994). An asessmenr of ontward bound USA’s urban/education initintive,
Boulder, CO: University of Colorado School of Education.

Murphy, J., & Datnow, A. (Eds.). (2003). Leadership lessons fom comprebensive
school reforms. Thousand Qaks, CA: Corwin Press.

National Commission on Excellence in Eduwcation. (1983). A wation at risk: The
anperative for educarional reform. Washington, DC: Author, Retrieved February
13, 2017, from hutps://www2.ed.gov/pubs/NatAtRisk /index. heml

Neill, J. (2008). Dr. Kurr Habn. Retrieved April 10, 2017, from heep://www.wilde
rdom.com/KurtHahn htm!

Outward Bound International. (2013). Hestory, Retrieved April 10, 2017, from
hitp://www outwardbound.net /about-us Shistory/

Pearson, S. S, (2002). Finding common ground: Service-learning and cducation
reform. A survey of 28 leading school reform models, Washington, DC: American
Youth Palicy Forum.

Ravitch, D. (2013}, Reign of crror: The bonx of the privatization movement and the
danger to America’s public schools. New York: Knopf,

Smagonnsky, . (2011). Vygersky and literacy vesearch: A methodological frantework
Boston: Sense,

Smagorinsky, . (2013). The development of social and practical concepts in learn-
g 1o teach: A synthesis and extension of Vygotsky's conception. Learning,
Culture, and Social Interpction, 2(4), 238-248. Retrieved Apnl 10, 2017, fream
http: / /www petersmagorinsky.net /About /PDF /LCST/LCSI_2013.PDF

U.S. Department of Education. (2004). Abent CSR. Washington, DC: Author.
Retrieved Apnl 10, 2017, trom hups://ed.gov/programs/compreform /2pager.
heml

UMass Donahue Institute Rescarch and Evaluation Group. (2011). Impact of the
expeditionary learning wodel on student academic performance in Rochester,
New York. Amherst, MA: Author. Retrieved February 14, 2017, from hup://
www.copperpointschools.org/wp-content /uploads / Expeditionary-Learning:-
UMDI-Rochester-Fmpact-Study.pdt

Vossoughy, 8., & Guticrrez, K. D. (2017). Critical pedagogy and sociocultural
theory. In L Esmonde & A. N. Booker (Eds.), Power and privilege in the learning
sceences (pp. 139-161). New York: Routledge,



