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ABSTRACT 

The experiences of four teenage participants on twp similar, but separate five-day 

adventure trips was· investigated through participant observation and semi-structured 

interviewing. Initial reflections from the participants indicated that these programs w.ere 

effective m producing positive ·constructs of themselves, others, and :their environment. 

The pur:pose of this study was to investigate the participants' perspective of these new 

constructs, as well as theirlong-term impacts (1 1/.i and 2 ½ years later). 

The t1arrative case study research pro.cess produced. the following self-perc~ption 

themes: novelty, escape, challenge., environment, activities, .social interactions, and adult 

interactions. The parti.cipants' collectiv.e responses suggest that these seven themes are. 

related to the overall experie.nce ofthe adventure. Emerging from the relationship 

between the·se seven themes, :are three dotninanf components: the personal, social. and 

contextual. The participants suggest that it is the interconnectedness between the 

components that has made their expederrce memorable. 

The .results of the study point to the need to continue to utilize experiential 

education within the physical education frame.work. 
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What r hear I forget; what I see I remember; what I do 1 understand. 

Chinese Proverb: 



Experiential educatipn in a physical edu_cation adventure. prograJ)l: 

Exploring the long-term effects 

INTRODUCTION 

I 

Within the first sev_eral weeks-of teaching physical education l arrived at the 

realization .that not all of the kids that I was teaching were like me. In fact, the 

percentage of.students like me was so smart thar I was. beginning to· wonder whe,re 

everybody was. In retrospect, my naivete astou1ids nie. I truly believed that afl kids 

loved phy$ical education. At the ti.me I cot,1ldn 't b.egin to fathom ~ow someon~ cotJld n.ot 

share in my-passi.on for phys.ical ac1iv.ity. 

As an athlete and a coach; I have had many experiences that l now believe have 

helped shape my lack. of µnderstan'ding. Both as a player: and as a coach, sport has been 

something that has a.I ways come natural to me, Growimg up, I happily participated, and 

perhaps even -thrived on the. opportunity to cqmpete in a myriad of different sporting_ 

arenas. For me, competition and winning just -seemed logical. 1 never had any reason to 

question it. There was never a .time that l was not acc~pted as one of the grnup; never a 

ti.me that I was chosen last or ridiGuled becal,I.S~ I drqpped the bajL Sport was e~y <Wd it 

was fun, Why wouldn't I want to participate?· 

As I began to rd1ect op011 my' te:aching practice I started to notice Just how many 

students were not willing participants. Many of my students, did not appear to share my 

same love of play and activity. For .me,. sport and activity are th~ basi's of everything mat 

I do; they're essential. Perhaps, this is be_tause of the experiences that l have had, or 

more importantly, tba( I hiwen't h~d. f urthe.r reflectioflS on rny pas_sions, strengths_; 
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failures and achievements have-led me to question just what kind o:f experiences students 

were having in PE. 

Fo.r the last s·everal year:s this question has guided much of what I do in physical 

education. I have been very active in issues relating. to curriculum, program changes, 

teaching and coaching. I do so because I care a.bout them pas~ionately, and also becaus·e 

I did not want to let my practice petrify witb the tradition.al I teachings of PE. My goal 

w:as, and still is, to gain insighl into wa:ys i.n which PE can be experienced and enjoyed by 

all , thus increasing the desjre to continue a healthy life.style long after stuclents have 'left 

school. 

Over the last seV'eral years, I have worked diligently towards broad'eni'ng the 

scope of physic.al education within our school. To.d_a,y, thanks to the help of my 

colleague~, many trials and failures, 'experhnents. and experiences, our scope is much 

broader, our Settings .are much more dive.rse, ·and our potential to heJp students co.n·s.truct 

knowledge i:s even greater. With the ~4.d_ition of exp_erientiaJ education to my PE 

philosophy, students today actively participate in activities. sueh as cycli'ng, hiking, 

walking, e.tc; which are believed to be those activities that will .be continued long after the 

individual has left school. Furthermore, programs su.ch as outdoor education trips, 

recreation trips, and extensive cycling trips have belp·ect reach many individuals who 
. . 

were not participating "in the• traditional program. 

Toda)', f believe that the addition of experie_ntial educatton to my existing 

program ·has helped many indi"v'iduals to stretch holistically: in their entirety as thinking, 

feeling, physicaJ, ·emotional, spiritual, social beings. My basis for such a belief .comes 

1 "For many students, traditional approacbes to games teaching [which has-dominated our PE curriculum 
for years] have not stimulated interest or improved a_bility to play . .. but have often convinced children 
that they lack the skills necessary to play .. . "(Griffin, Mhphell, and Oslin, [997, p. ix). 
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from my experiences with them throughout the years, but more specifically from the 

inclusi:on or ,adventure education and the use of five-day cycling trips through the Rocky 

Mquntains, 

Based upon my initiaI observations and discus.sions, the Slade·nts appeano: come 

away from these cycling trips the better for it. I have heard time and time again from 

students that they have •improved seff~confid:ence', • increased _self-knowledge', ·rm 

stronger than I thought [ was',. 'ff I can do that then l can do anything~. Repeat_edly, 

anecdotal testimonies like these that I have heard over the last several years tell me thm 

these stude_nts were successfui in con:str.ucting new kn_owleqge ab.out themselves; 

knowledge that provides them with an awareness ofa snccessful physical experience. 

Over the-years, I have no doubt that cycling adventure.s really do work. Fo.r years· 

the evidence discussed in outdoor education wouid suppQrt suc.1:1 ~ claim, Neill and 

Richards' (1998) review of three separate meta-analyses indicate quite dearly that, yes, 

outdoor education does work. Overwhelmingly, students who _})artici_IJate in adventure 

programs are better ofrthan th9'Se who do not. AJtlroU,gh I dO' not he$itat~ in concurring 

with this statement, I am ·still left pondering se~eral questions: Do the positive. e(fects­

gained from such adventures last? What are the. actua_l eir~c;ts?· Do students experience 

additional .growth on returning ro their home environments? lfso, how 1oQg do these 

effe.cts last afte.r the initial discovery? How ru:e the effects· being used? Do these 

adventure trips help to inform physically sensitive lifestyles? My desire to answer such 

questions h_as left tne' where I am today, sea.robing for- answers.-

2 A-dve_n'ture Education is the _intentional usi_ of challenge or advent_ure c0m(fo1Jel_l_ts: to serve -an ed.ucatfonal. 
purpose. 
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What's the Question? 

Physical educari0n is value laden, beginning with the premise that people need to 

develop an awareness of its importance that :then transfers• into action. The need for 

action -and involvement rath·er than merely awareness becomes more important as our fast 

food, fast-paced society continues to evolve. As participatio..n in daily physical education 

continues to d_echne (Wuest and Bucher, l 999), the urgency to develop progran1s that 

involve more students increases. Ad.venPJfe ed_ucation, a main pr.oponen( of experienrial 

education,. by the very nature ofits, programming often overtly pro.d1,,1ce_s action for its 

participants. Recently, as DeLay (199.6~) notes, the profusion of adventure education 

suggests that there is a perceived benefit to thjs type of programming. Be.cause 

participants are involved in a myriad of potentiaHy different activities, progranime_ts have 

come to expect that participation on a wilderness trip inclines the part.id pant towatds the 

development of a 'different self. Ewert'(l989, p . . 49) lists a nUI)1ber ofbenefit,s of 

.outdoor adventure pursuits, which woold also apply to adventure education. De.Lay 

(1996a) notes .significant memories from his first experience; likewise I will always 

remember my first adventure trip. It was a short.backpacking tdp through the snow just 

outside ofRo_cky Mountain Hous·e, The memories are vi'vid and its beneftts are slill with 

me today. My recall of that trip, as well as others, ofien results in feelings of well-being. 

·self-confidence, and self-actualization (Maslow, 1962). Now, a:s a_ teacher, I want to 

know if the i•nclusion of experiential education and its• use of adventure trips within my 

pro_grams have had long-ter:m ·benefits. for my stud~_nt_s. The basic purpose of this project 

is to discover and expl<fre the long-term effects of exp_erientiaJ education in a 

physical education adventure prog_ram. 



CHAPTER TWO 
REVIEW Of LITERATURE: THE BROADENING Of 

PHYSICAL EDUCATION 
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The scope and focus ofphysical education and sport have changed tremendously 

during the past four decades. During this time, many leaders in th~ field have .articulated 

the goals .and objectives of physical education and sport. When we trace the historical 

development of the. goals and objective-s of the field. we see a shift from emphasizing 

education of the physical to a focus on education through th.e physical; that is·, the focus 

bas shifted from exercising the body to enhancing the devel0pment of the whole person 

(Wuest and Bu·cher, 1999). In the twentieth century, the developmental modeJ, education 

through the physical, has emerged as. the dominant focus. 

The contemporary developmental model of physical education is trem:endously . . 

diverse~ranging from the traditional games teaching approach to wilderness adventures. 

Experiential education has, in large. pl:)rt, been a major contributor tp the expansion of 

today' s physical education programs. The problem, however. is within suc,b diversity· 

conceptions of ' PE' and ' physical educational experiences ' will clearly suggest different 

noti0ns to different peopfe.. In this chapter l will briefly look at some of experiential 

educa_tion' s traditional values. I will also investigate some of .the .literature surrounding 

adventure education ·which may help to inform the connection with physic.ally sensitive 

lifestyle individuals may hope to develop .on an adventure trip. Finally, the chapter will 

close with an investigation into pedagogical issues .in the· field of adventure and 

experiential education. 



Tradition Continues 

Just as Dewey's ideas influenced the broadening of ed,ucation whh physical 

education, so. too have those same ideas influenced phy,si'c_al education with the 

broadening _of experiential education, According to DeLay (1996a), there are two 

foundational beliefs of experiential education: I) that learning is npt limited to the 

classroom, and 2) that helping s.tudents make meaning is what learning is all about. 

_Experiential education is based on the assumption that people learn from experienc.e. 

While this may seem self evident, Delay (1996b) reminds us that not all experience is 

educative. 
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The delivery of content ·or curriculum 1n experiential education has, unfortunately, 

eontinued to follow much of what has dogged physical ~ducatipn for quite some time. 

Acco..rding to Goodson (1990) and DeLay ( 1996b) the prevailing ideology among many 

curriculum thinkers, planners, and researchers is •~curriculum as prescription."· Educators 

using such a behaviorist fram:ework_pr~plan a curriculum by breaking a content :area into 

assumed component parts (skills) and then sequencing these pro-ts into a hierarchy 

ranging from simple to complex (Fosnot, l 996). Bloom's.(1976) mastery learning model 

is a case in point. This model assum_es that whole_s can be broken i:nto parts~ that ski! Is 

c.an be broken into sub skills_. Learners are -diagnosed in terms of deficiencies, cal led 

needs:, then taught until mastery is achieved at each level. Thus, this rather narrow view 

suggests that the teacher is the keeper of aH knowledge, the teachit:lg process as on_e of 

transmitting knowledge from teacher to learner-, and learners, as· absorbing wha:t the 

teacher has to offer. The teacher talks, the students repeat the teacher talk, thus, the 

s·tudent learns (Allison & Barrett, 2000). Although few schools today use the mastery-



learning model rigidly,. fosnot ( 1996) points out that much of the prevalent traditional 

practice still jn place stems from this behaviorist psy9hology, 

DeLay (1996b) suggests. that most experiential educators would roundly deny a 

behaviorist orientatiqn. Yet, as he continues, elements. of this stance may be ~vident in 

the way many programs are organized or how program leaders describe the 'expected 

program outcomes. Furthermore, th.e same.critieis•ms. can also -apply to the research in 

experiential education. I concur with DeLay (.l 996a) when he states that much of the 

published research in ·envir:onmenlal -and adventtn·e edt1cation Ls of limited usefulnes·s for 

many o.f the same reasons discussed above: programs broken down into chunks to be 

given to pq.5sive .recipieoJs. Fitz,sirnm.on_s· (l 997) states that much oft:he ' outdoor·' 

research. dming the I 980's tp: the pres<tnthas been Sptw_ulative at best, or purely 
. -
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quantitative. This .oversimplification of the study ofhuman behavior does not corre:spond 

to my basic assumptions of the nature of human beings and the way we know and learn. 

If we believe that learners passi:vely r~ceive information then priority i•n instruction ,md 

research should be given to knowledge transmission, If, on the other hand1 we believe as I 

do that learners actively construct knowledge ln their attempts to. make sense of their 

world, then learning and research should emphasize the development-ot meaning and 

understanding. Constructivist learning theory may provide a more grounded 

epistemological frame.work for studying the. processes qf experiential education :(De La}'; 

1996b). 

Constructivism 

In the history ofepistemology, the trend has be.en to move from a static, passive 

view of knowledge towards a more adaptive and active view (Heylighem, l 993). For 
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John Dewey education depende.d .on action. Knowledge and ideas ©t:ne.rged only fr0m a 

situatio11 in which learners had to draw ther:n oµt of primary experiences that had meaning 

and importance (o them (Dewey, 1966). These situations. had to occur in a social context, 

such as a physical education chrss, wh.ere students joined in manipulating activi ties. and 

thus created a corn.munity of learners-who built their kriowledge together. Furthermore. 

Dewey believed in the unity of the mind and the body. Educational activities were. 

viewed as contributing to the ,development of the total person. The tenets of pro.gressive 

education lent support to :the foclusion of physical education to the curriculum. This 

philosophy of education through the physical was to become. o·ne of the most important 

intluence,s on twentieth century physical eclucation (Wuest & Bucher, 1999)·. 

Piaget's constructivism is based on his view of the psychological dev.elopn1ent of 

children. Although Piaget's early work was in the freld of biology, most of his life was 

.devoted to -studying the genesis of cognitive structures.. In 1970, Piaget wrote, "The 

subject .exists because, to put it briefly, the being of structures consists in their coming. to 

be that is, tbeir being ' under construction.' .. . There is no structure apart frotn 

.c·on.straction" (p, 140). According to Piaget, this notion had important implications for 

teachers. Piaget (1973) called for teach.er:s to understa11d the steps in the development of 

t_he child's mind_. The fundamental basis ofl'eaming, he believed, was discovery: "To 

understand is to discover or reconstruct by rediscovery, and such conditions must be 

complied with if in the future individuals are to be formed who are capable of production 

and creativity and not simply repetition."'-' He continued to note that to reach an 

unders.tanding of basic phenomena, children have to go through stages in which they 

accept ideas they may late.r see as not truthful. In autonomous activity, chi_ldren must 



d·iscover relationships and •icteas iri classroom situations th.at involve activities oJ interest 

to them. Under>5tanding i's built up step by step through active involvem·ent, 

9 

Through the contributions .of Dewey and Piaget, various forms of constructivism 

have emerged. Ernest (1995) po'ints out "there are as many varieties ofconsh:uctivism as 

there are researchers" (p. 459.}. Nonetheless, tbe two forms that have emerged of most 

interest to experiential educators in recent. yeru:s are that of radical and social 

constructivism (DeLay, J 996a). Psychologist Ernst Von Glasersfeld, whose thinking has 

been profoundly influenced by the theories of Piaget, is typically associated •with radical 

cbnstructivism. Von GJasersfeld '( l984) defines radical constructivism according to the 

conceptions of knowledge, He suggests· that knowledge is not. a precrse representation of 

th_e world-. Instead, knowledge is a.construction erecte·d to ·' fit' with a person's 

experience oJ the world. Two people will understand their experience of an event, .and 

the event itself, 'in different ways. D.eLay (1996b) offers a simple example; one person 

may understand dusk as the absence of light. ~other as an increase in darkness. 

Therefore, as Von Glasersfeld continues, the cognizing subject actively constructs his or 

her own knowledge. Simply stated, cognition is adaptive and allows one to organize the 

exper:ientlaJ world, not to discover an .objective reality. 

In contra·st to Von Glasersfeld's position., social constructivism has emerged as a 

more. acceptable fonn of the philo.sopby. Many authors that identify with social 

constructivism trace their ideas back to Vygotsky, a pioneering theorist in psych.ology 

who focused on the roles that society playe.d in the. development of an individual. ln h,s 

work; "Mind in the Society", Vygots;ky's three principal assumptions were: l) Making 

Meaning; the community places a central role, 2) Tools for Cognitive Development; the 
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type and quality of these-tools determme the pattern and rate of development, '8.Ild 3) The 

Zone of Proximal Developm~nt (for a detailed description see Fosnot, l 996, p. 18). Cobb 

(1994) underlines Vygotsky' s work when he ex<l,Illine_s whether the ' mind~ js located in 

the.head or in social action, and argues that both perspectives should be used in concert, 

as they are each as useful as the other. What is seen from one perspective as reasoning of 

a·collection of individu_als mutually adapting to ea:ch other's actions can be seen in 

another as the norm_s and practices of a comnJfmity. Heylighen ( 1993) agrees as he sees 

social constructivism as a cqnsensus-betwe.en different ·subjects a_s-the ultimate cri-terion 

to judge knowledge. 'Truth' or 'reality ' will be accorded only to those constructions on 

-which most people of a social gro~p agree" (p. 2). ln summary, tbe social constructivists 

position holds that learning and development is a social and collaborative activity tha1 

cannot be 'taught' to anyqne. It i:s up t<i the studen_t to construct his or her .own 

understanding in his or her 0wn mind. 

Cons.tructivism, as a the·ory of learning or knowing seems-to have considerable 

practicality. De-Lay (19,96a) suggests that undet:standing now people devdop their 

specific conceptualizations would logically have,important ramific;1tiorts to educators. 

Educa_tors could return teaching to, as S.chwab (1973) suggests, an art form, a form tbat. 

considers multi-senso_ry participation, discovery, experiencing, and. effective modeling, 

Learners could begin to solve problems holistically in an attempt to better understand the 

world in which they live. 

Constructivism or Obstructivism? 

Although constructivism has gamed support as an educational approach, I am not 

na'tve enough not-to suggest that some criticisms do ex.ist with the constructivist 
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approach. One critique of constructJ°vism is that it is overly permissive,. This critique 

suggests that constructivist teachers often abandon their curriculums to pursue tbe whims· 

of their stqdents. lf~ for exaniplei most of the students. in a grade nin~ PE/health class 

wished to discuss the relationship between physic~ exercise and muscle movement rather 

than pursue the planned 'lesson, so be it. ln classrooms and gyms today, critics are 

particularly concerned that teachers jettison basic information. to permit stµdents to think 

in overly broad terms (Holloway, 1999). 

Another critique of constructivist approaches to education is that ft lacks rigor. 

Th,e conce_m here suggests that teachers cast aside the information, facts, and basic skill_s 

embedded. in the curriculum and necessary to pass high-stakes tests in the pursuit of more 

capricious .ideas. Brooks and Brooks (1993), who openly' advocate the-constructivist 

approach, warn us that although deep understanding, not imitative behavior, is the goal of 

constructivism, the downside is that capturing anothyr per,son's :understanding'is 

problemattc .. They also cite critics who contend that the constructivist approach 

stirnulate·s learning only around concepts in which the students have a prior interest 

Ravn (1991), who has openly criticized constructivist writing as relativist, suggests that 

edupators often make no attempt to draw a line in the spectrum of.acceptable 

constructions. Who.se p.erspective is right? Everyone' s? The t~~chers? The ·students? 

Dick (1992), an instructional designer, shares the same con~ern about 

oonstructivism. He befieves that no ultimate, shared reality exists between the student 

arrd the teacher; rather,. that reality is the outcome of constructiv~ processes~ ,According 

to Holloway (1999), when two people carry on a discussion, person Bis always 
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concerned ·about whether person A ''really" understands the point being made. They can 

never be ce.rtairi that thein:mderstandings are identical. 

Although cognizant of1ts potential criticis:r.ns, DeL~y ( 1996b) as stated 

previously, b~liev~s that constructivism, as a theory of learning or knowin& seems. to 

nave considerable· pr:acticality· for the experiential educator. Bmoks and Brooks ( 1993) 

tend to agree as they suggest that such Qrit;icisms as mentioned above are misdirected and 

that approp.date intervention can overcome. these possible problems; DeLay"s solution is 

to tolerate ide1Js and roles in proportion to their cfo:seness to an optimal condition. Rava 

(l 991) suggests that the optimal condition is when "people feel part of the. larger w_bole 

as well as encouraged to accept others pursuing their own paths 1n experiencing this 

larger wholeness" (p. 103). The ' 'good-life,' (good-education) is "unity-in-diversity." 

Experiential Education 

The notion of experiential education, or learning by doing has a long history; its 

roots can be traced back to education' s progressive movement. John Dewey (1916), the 

progressive movemenfs most vocal spoke-sperson,. explained his views. on experience and 

thinJdng in his book Democracy and Education. Within his work, bewey advocated the 

learner's centrality in educational effort; that learners are motivated to learn and learn 

more and better when their experience and individuality are recognized as valid 

educational events (Kn.a.pp, 1992). Today, this is still the core of experiential education 

(DeLay, 1996a). 

It was not until th~ 1_970's that ex.periential education emerged as a recogni.z~d 

field of education, and in 1977 the Association for Experiential Education (AEE) was 

established. Since such time, p'rofessionals in the field h~ye offered a progress ion of 



definitions for experiential e.du¢ation. The 1994 AEE definition expanded the 

understanding: 'Experiential education is a process through which a learner constructs 

knowledge, skill, and value. from direct experiences" (AEE, 2002, p.5) . 
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The AEE definition embraces constructivists learning theory as well as the 

traditional practice of le.a.ming by doing. ltin ( 1999) adds that experiential education 

requires ''the learner to take initiative, make dec.isions, anf.i be ~coUQ.table for the results" 

(p. 93). Taken together, as Adkins and Simmons suggest (2002), these definitfons 

propose that experiential .education is a process or method that can be us·ed to teach, 

John 'Dewey.(l916) and. Carol Joplin (1981) warn us however, that experienc.e 

alone is insuffic'ient to be called experiential edue.ation; it is the reflection process that 

turns experience into experiential education. According io· Knapp ( 1992), in reflection, 

the learner is either becom·mg aware, transformin_g, analy21in.g, re.capturing, reliving, 

exploring, or I inking the parts of an experience. The goals, pro9ucts, or ends of reflection 

are: new understandings or appreciations; commitments; the-learning of meaningful and 

conceptually coherent information; .or actio.n. Fundamentatly, it is helping people learn 

how to learn. The aim of reflection, more simply put, is to promote mean_jtJgful 

experience. This• i'S what Dewey wanted for education; meaningful experiences so that 

students could better predict future r:esu:lts, consequently gaining more control ov~r their 

own. liv,es. He wanted students "to make a backward and forward connection between 

what to do to things and what we enjoy or suffer from things in consequence'' ( 1916 . ·p. 

164). He encouraged students to learn by linking their minds .di'rectly with physicaL 

activities. 
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·· Se5 what is this thing called experiential education, and how does a "teacher use 

experience to promote educational outcomes (DeLay, l 996a)? An immediate note of 

caution ·comes to mind. DeLay (l 996a) warns us by sµggesti.ng tha.t experiential 

education is not a series of activities done .10 a learner. Nor should simulations. and 

games succeed experience of 'the real thing.' Leaming is a process. Teachers must 

recognize they do not have ultimate control p.ver the outcome. The learner ls actively 

enga_ged in.hi_s. or he.r knowledge c.onstruction. Students will not and cannot be merely 

told what to do. Subject spedalists, have tried it. Their attempts and failures we know 

first hand. Students are not assembly line workers and "".ill. not b~have this way becan.se 

we. so desire. There is no prescription and it is time, as DeLay suggests, that we start 

giving lip the illusion of control so that we may better help learners und~rstand the best 

present theories in a subject, and develop the flexibility of higher ·ordei: thinking and 

knowledge construction. 

Knapp (1992, p.36~3.8) provides an excellent summary of several models. DeLay 

( 1996a) suggests that all the models share a fundamental form tha:t takes. after Che 

"What⇒So What⇒Now What?'' eycleartic.ulattd by Kolb (1-976).. Included in each 

model are both a:n experience or action stage and a retkction (debriefing or processing) 

stage. The c.ycles begin with involvement in the world (experiencing). The second step, 

publ(shing, is a sharing ofobservations, feelings, or other reactions (reflection). The 

third step~ processing, is .a systematic examination of pattei:ns· and dynamics that emerge 

from the publication step. The nex.t step, generalizing, takes the meanings that .emerge 

from the previous step and relates ·them to real life (the ~'so what?" of learning). In the 

final step·, applying, these implications and principies are put to use to actual situations; 
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the le.am.er states how he or she will us~ the new learning behavior. As the, learner applies 

the new knowledge, the cycle begins again as a new e~perience (Knapp, 1992, p.3 7). 

A final note: Joplin· (1981) concladed that expe.riential educators have two 

responsibilities in their program design. One, _provide a GhalTeng.ing e~perience for the 

learner and two, faoi1itate reflection on that experience. Knapp (1992) adds that teachers 

who aocept any of the common experiential learning models must consider how to 

incorporate the reflection phase into their instruction and constantly strive to improve 

their skills in this area. 

Adventure Education 

The quest for adventure has always played an important role in people's 

exploration of and relationship with the earth. While often described to as a S'earch for 

land or wealth,. adventure was ofte_n the cov~rt reason for·exploring faraway lands. For, 

while adventuring is often a peri1ous task, who can deny the magical 'pull' of the 

midnight watch, the next 'lead,' or the rapids around.thy bend (Ewert, 1989, p.19)?· 

Slowly, as all the unexplored regjons of the search were explore.cl the. reason for 

adventuring shifted frorn a necessary by-product of searching for scientific knowledge to 

reasons related to an i:ndividual's own personal desires. Ewert (1989) no_'tes that the latter 

part of the 1800s and ear-ly 190,Qs br0ught ?bout an ioereasiil,g array of events, which 

addressed this n_ew awareness of the environment, the. wilderness,. and the emerging 

" need" for adventure (p. 26). From this "need;', the profusion of adventure programming 

began. Over the years, its challenge activitfos have ~e·en used for a wide diversity of 

goals and populations. 
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Adventure education djffers from outdoor recreation and even outdo.or adventure 

pursuits. Adventure education is the 'intentional use: of challenge or adventure 

compol)ents to serve, an educational purpose. The field. falls s-olidly within the. domain of 

experierttial educati0.n (DeLay, 1.996a). In practice, adventure pro~ams exist on a 

continuum blending recreation and personal development. 

The decjsion to include an adventure program under the experiential umbrella at 

0ur school is based upon this philosophy. Our aim is to try to provide students. with the 

opportunity to experience a variety of different outdoor pursuits, a different venue in 

wh1ch to participate~ and tb.e opp.ortunity for rersonal challenge, In our practice, through 

careful planning, our hope is that e.ach student takes with them a memoxable, albeit 

perhaps different expertence from each adventure. 

So what are the effects of adventure education? Are people .different after 

pru:ricipati:ng in challenging adventure activities? Such que·siions have .attracted liveiy 

discussion ever since modern fonns of outdoor education started appearin_g over 50 years 

ago. In 1957, Morse wrote. one of the first ~'sci:entiflc" cJ.rticles on the. therapeutic values 

of outdoor camping. His. points conc.eming the advantages of outdoor programs include 

·control without institutionalization, real. living .situatiol).S, motor outlets for Gatharsis, 

creative learning, and adventures without anlisocial behavior (Morse, l 957). 

Ac·cording .to Ewert ( 1989), the 1960s ·marked the beginning of the sodal benefits 

phase of outdoor adventure. recreation. The works by Kelly and Baer (196:8, 19(59., l 971), 

considered a foundational work fo th~ field, provided some initial and relatively 

conclusive evidence that adventure-based activities can produce socially desirable 
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benefits such as reduce.d recidivism3
• The 1960s al-so marked the. beginning of a long 1ine 

ofresearch (Adams, 1·970; Wetmore, 1972; Robbins, 1976;_ Stogner., 1978; ·and _Black, 

1983) on the benefits to the individual. The most prn.valent claims are in the areas of 

improved self-concept, s.elf-actualizati.on (Young and Crandall, 1984 ), modifications of 

levels of fear (Ewert, 1986),. and seJf-efficacy (Mc.Gowan, 1.986). Moses and Peterson 

( 19'70) provided additional support for the positive effects of oµtdoor adventure 

recreation with demonstrated improvements in academic perfonnance,. 

Ewert (1989)"notes. that a third area of research could be defined as the wi lde-01ess 

experience. Efforts in this area have iovol.ved investfgating topics such as motivations 

(Kaplan, 1984; _Ewert, 1985), expected benefits (Driver and Brown, 1987), and levels of 

satisfaction (Manning, 1986). Inherent in many of these studies i's-the underlr ing 

dimension of participation in some form of outdoor adventur~ with the participants 

corning away from the experi·ence the better for it. 

lntertwined within all frrree research areas (social benefits, individual benefits, 

and wilderness experience.) according to Ewert ( 1989) is the theme that outdoor 

ad venture mar serve-as a type of therapeutic intervention. Over the last several years­

there has been a substantial research effort made in an attempt to link outdoor adventure 

as a form of therapy with goals such as improved self-concept, improved soc.ial attitudes 

and behaviors, improved p~ysical h~a.lJ.h~ and reduced emotional p.rob.lerns (B.arous and 

Bergeson, 1972 · Wright, 1982; Smith, 1982, 1985 ;. Robb and Ewert, 1987}. 

While Fitzsi•mmons (1997) has no problem with this nomenclature, he i_s 

concerned that many of the claims over the las.t decade appear to be based on short-te:rn1 

3· Recjdivis·m - according to Webster's. fntema_tional Dictionary it is referred to as a tendency to relapse into 
a previous condition or mode ofl;>ehaviour often associated with crime. 



academic point scoring research. He .adds, that much of the field as a whole 1s struggling 

to find itselfand has begun to exhibit symptoms of 'methodological pre-p·ubescence' , 

Symptoms, he suggests, include making grandiose claims without the benefit of 

exp.erience. Confirmation of his misgivings• seem to be confirmed by Barret an.d 

Greenaway's ( 1995) extensive review of the lit_erature which revealed a potted history in 

regards to the actuality of the findings and rigor of the research methodoiogy .. 

Fitzsimmons ( 1997) also mentions that during the. 1980's there was discontentment from_ 

researchers in the field'that much of the 'outdoor' research rs speculative or purely 

quantitative. (Warner, 1982; Easley. 1986). It would appear that over a tlecade later very 

little has changed methodologically and that, as v.erified by McKenna (1995) and Barret 

and Greenaway (1995), Warner's c.onclusions are still relevant (Fitzsimmons, 1997). 

DeLay (1996a) sug~ests that most of.the research has been of th.e pretest/posttest 

variety measuring ·snort-term changes. The little research that investigates longer term 

effects are considerably more mixed fo demonstrating the staying•power of various 

benefits (Ewert, 1989). In addition, DeLay adds, thes,e de•signs focused on the group as a. 

statistical unit without appreciation for individual variability or programmatic elements 

and inform practitioners ·only marginally, 

Summary 

The vari~ty in the methods and outc.ome.s oftbe research has ma.de the task .of 

reviewing the outcome literature rather formidable. At this stage of the research proc,ess, 

I agree with Neill and Richards (199.8) that th.ere have been several notable reviews 

(Barrett & Green~way, 1995; Devlin, Corbett & Peebles,. 1995; Ewert, 1983; Godfrey, 



1974; Reddrop, 1997; Richards, 19'77; Shore, 1977) however, they have all faced 

difficulties in presenting a systematic o\lervi·ew of the outcome l'iterature. 
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According tb Ewert (1989), th~ ge.neral view of research conducted in the field of 

outdoor pursuits, has b.een,re:served~ due primarily t0 the over-reliance on. self-sel.eeted 

samples and measures using a self-report format. Despite these reservations,, E.wett adds 

that there have been literally hundreds of stud·ie.s which have reported positive benefits 

from participation in outdoor pursuits (Ewert lists these studies in Table 7 2 , p. l 07). 

Although l support the findings of today.'s current research, as a physicaf educator 

with over a decade of experience teaching_ in the field, I c:oncur with Delay (1996a) that 

much of the published research is disappointing and of lim1ted usefulness. For me, as 

with DeLay, the problems boils down to fundarn~ntal -assumptions about the nature of 

human bei"ngs and the way w.e lean;i. and know. Most'of today's research attempts ro bind 

ho:listically chalfenging experiences into statistically significant and predictive-results and 

thus, 'loses much of its practi'cality for the field instructor (DeLay, 1996b ). Ewert ( 1989) 

also notes the over rehance on paper and pencil measures of attitudes and recommends 

research move beyond description into ex_p]anation. "Given the substantial atJJ.Ount of 

rese~rch already done . ... there can be. little -doubt that participation .. . rnay ·prov'ide a 

variety of benefits for the individu,al and group . .. Documenting these outcomes often 

does little in e~plaining how and why they have oc.e,urred," and in what form, if any, that 

they may stay with the individual (p. 111 ). 

Now What~ The Ouesfrons of the .Study 

My review of the literature shows a limited amount of research. pn the subjective 

experience of adventure trip participants. Furthermore, I co,nqur with DeLay (l 9'96a) that 
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there is even less research on how the participants use their experience when they return 

to everyday fife. Most of the research in adventure education has been detenninrstic., 

focused on how the. expe.rienee affects short-term ehange in the individual. o ·iven the 

understanding that constru~tivist Iearrung the.ory proposes the leamers are the actor.s in 

the knowkdge-making process; experiential programs,, like an adventure trip, . . should 

produce valuable experiences of long-term magnitude. 

Ackn-owledging that something is happening insidepart1qipants from partidpation . - . 

in adventure pursuits., we can,now be.gin to define the research project. Aftenny initial 

research, what has. become. mo~t apparent is just how l'ittle •attention has been gi,ven to the 

perspectives of the particjpants. What has tb~ ex,perien.ce me.ant to them? Ha.s the 

experience had a lasting 'impression? If so1 how? 

The basic. purpose ofthis: proJect isto explore the long'."'term effects on 

partJdpants (rom an adventure trip~ Jb_e proj e.ct will apdress the following questions: 

1. What .are the Iong-term effects on students. who have participated in an 

adventure trip? 

2. How do differer;it types of'student_s who have partk.ipated fu ;m 

adventure trip report their und..erstandings of the effect .of this trip? 
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fo order to investigate the questions outline.d at the end of the previous chapter, a 

.qualitative methodology under a constructivist paradigm was selected to :be the best 

suited approach. The goal ofc.onstruct_iv1st .research is to reach a deeper understanding_ of 

the detai.ls of particular experience,. rather than a broader and more general o.verview of a 

subje.ct. 

Social Science 

The m.ethodology of the constn;1cti'vist is very· different from the conve·ntional 

inquirer. According to Fitzsimmons (1997), it is iterative, interactive hermeneutic and, 

at times1 intuitive and certainly open. fts purpo,se is to reach .a d_eeper understanding of 

the details of particular experience; rather than a broad and more general overview. 'The. 

m'etfiods chosen can give voice to thte complexity and power of e~_perien~e in the natural 

world" (DeLay, 1996a, p.39). 

To the ex·periential educator, efforts to set rigorous .and statistic.ally significant 

research designs around a holistic experience, simply places the experienc.e into concrete~ 

but isolated, dimensions. Studies that vie\3/ experiential progrl:!IDS like a 'medical 

treatment' simply ignore the le.arner•s role and make him or her a: passive recipient of 

program deHv ery (DeLay, 1996a). Acc.ording to some exper:ienti_aJ educaJors (Knapp, 

1992; DeLay, 1996a; Fitzsimmons, 1997) what is needed is more of a naturalistic 

approaGh tbat seeks to understand phenomena in context-specific settings. Strauss and 

Corbin (1990) c.laim that qwalitative methods can be used to· better u_rrderstano any 

phenomenon abou·r which little is yet known. They can also be used ta gain. new 

perspectives on things about which mu·ch is already known, or to gain more in-depth 
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information that may be diffi~ult to convey q:uantitatively. Thus, Strauss and Corbin 

continue,. qualitative methods are appropriate in situati'oi1s where one needs to first 

identify th~ variables that might later be tested quantitatively, or where. the tesearcherf as 

in my case,. has detennined that quantitative mea;sure cannot adequately describe or 

interpret a situation such as· an 'adventure trip.' 

Case Study 

The particular design of a qualitative study depends :on the ptrrpos.e of the inquiry, 

what information will be most useful, and what information wilJ have the most 

.credibiHty. Based upon ottr understanding of constructivism and experiential edu,cation, 

ca.s.e studies, a predominant form of qualitative research, provide a viable design for 

·several reasons. Case studies typically examine the interplay of all variables in order to 

provide as complete an understanding of an event or situation as po,ssible. (Merriam, 

1991 ). Unlike quantitative methods of re~earoh, like tbe ·survey, which focus on the 

questions of who, what, where, how much, and how many1 and archival .analysis, which 

often situates the participant in some historical context, case studies are the preferred 

strategy when how or why qoestions are asked. Lik~wis.e,. as Merriam (1991) suggests, 

they are the preferred methpd when tire researcher has little control over the events, and 

when there is a contemporary focus within a real life context. Lastly, unlike mo.re 

specifically dii;ected ·experiments, case studies require a problem that seeks a holistic 

understanding of the .event or situation in question, as its overall goal is to offer new 

variables and questions for further research. 

Case study research, for this project, seem~d .appropriate as I hoped to reach a 
' . 

deeper understanding of the details of adventur:e experiences, rather than a broader and 
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more general overview of the subje•ct. As researcher>. I wish to study a nwnber of 

individuals that participated on several different trips in an attempt to understand how 

and why their constructions came to be held and if they are still being held today after a 

consid~rable amount of time has passed. From these cases, I will compare the svbtle 

differences and underly1ng themes that may emerge. The proposed research ·question is 

holistic and seeking, and th~refore case study methods would best sUit these nee.ds as they 

seek to. make sense out of the participant's experiences whilst on their wilderness tri_ps 

(Covey, 2002). 

Narrative inquiry 

According to Hopp·er (2002), the qualitative research design must be fluid and 

emergent, b'ut must als_o allow room for o.ther disciplinary orientations. Hopper (2002) 

a:dds- that within any experience of cas~ studies, a researcher will always encounter 

nacratives. For Clandinin and Connelly (2000), ~'life as we come to it and as it comes to 

others-is fifled with narrative fragments, enac.te.d jn storied moments of iime and space, 

and reflected upon: and understood in terms of narrative unities and discontin•uities" (p. 

17). For so~ial scientists, consequently- constructivists and experiential educators, 

experience is a key term. Clandin1n and Connel.ly add that narrative is the best way of 

representfng and understanding exp_erience. Experience is what narrative inquirers study, 

and they study h narratively because na:rrati ve thinking· is a key form of experience and a 

key way of writing and thinking about it. 

For centuries, human beings have been learning fr.om experience, and recounting­

that experience through story. As Clandinin and Connelly (2000) suggest, .people lead 

storied hve.s and tell stories about those. lives. Och berg (1994) supports this as he adds 
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that meaning is attributed to our lives .through stories. Seeing_ our lives from the. narrative 

perspective provides a means fot rendering otherwise chaotic, shapeless events into a 

coherent whole filled with meaning (Cassidy, 2001). Narrative .is a heuristic device, a 

metaphor useful for understanding experience. 

Clandinin and Connelly (2000) suggest that the brain organizes itself in a storied 

fommt. Narrative he.lps us to interpret the world whfle also providing a 1mit of meaning 

that stores and permits rett:.ieval of experiences within that world (Cassidy, 2001 ). ln. 

doing so, the narrative perspective can help the researcher ·and the participant enhance· the 

process of understanding and construction. Clandinfo anq Co1J.11elly {2000) also suggest 

that narrative helps to illustrate why the experience must be proc.essed from personally 

meaningful c:ontext and emotio_n to. integrate into participants' life stories. Lastly, as 

Cassidy (2001) adds, nan:ativ~ ~lso :belps participants to weave their own lite story in, 

and back out of, the adventure experience .. 

Overview of Methods 

This study involves two phases. In the first phase, ~s a participant-observer­

leaoer I accompanied two disti1tctly different adventure trip•s. for grade• 9 students aged 13 

to 14 years as part of their grade 9 leadership c.lass. The second portion of the study was 

to interv'iew the participants 1 ½ and 2 ½ years. re_spectively af,for their trip. 

The Leadei:ship class being offer~d at Rocky Mountain Junior High falls directly 

under the umbrel1a oJ experiential education. The philosopl1y behind the program is to 

immerse .the ·students in activities and rdlection within theu: cl:ass, sc_hool, and 

community in order to furthei-: develop the understanding of effective leadership. As. a 

culminating activity) an opportunity to pe.rhaps further synthesize the year's activities, 
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five-day adventure programs w~r~ organized. On both occasions being reviewed for this 

study, 24 students, age.d. thirteen to fourteen years old, participated on the trips. Just as 

the students chose to sign up for the. class as an option1 the students. chose to participate 

and paid a.minimal amount for their trip (each of the two trips was approximately 

$350.00 all inclusive). 

These trips were selected for several reasons. First, the five-day length was long 

enough to allow for a challenging experience to o·ccur. Also, the le.ngth of the trip 

provided the opportunity for sjgnificant social ioteractfons. Second, I was able to meet 

with the lead guide beforehand ,and play a significant rofe in program development. 

Third, with prior experience on similar trips that we were. now offering th.e students f 

was aware of the potential chail½rrge.s that some s.tudents. might face . Fourth, the 

participants on the trips ·originated from their respective. leadership classes, thus the 

opportunity to meet in order to plan and prepare for their trips wa,s available beforehand. 

Fifth, as nientioned prev'iousJy, the stt,ldents had chosen to participate in their trip. They 

had not he~n. forced O'r requfred, Finally, as this was a school-based program, I assumed 

that the t~achers, guide staff, and students had an irrter:es.t :in the educ.ati_onal char:acter of 

the trip. 

The secqnd s:ectlo:n of the study followed up sele.cted participants with interviews 

l ½ arrd 2 ½ years respectively after their trip. Initially , .each participant retumed home 

from their adventure with positive (illecdotal testimonies as outlined briefly in the 

introdoctipn. The puqJose of the interviews 1 ½ and 2 ½ years after their 'trip was. to 

explore the long-te:nn effects of such adventures. Moreover, to perh.aps turth~r explore 

their continui•ng constructions of themselves, their env_iton.ment, and their participation in 
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outdoor a~tivities in the time. since. their trip. The focus of the interviews conducted was 

to reflect on their trip as. well as the present reality of the participants' live:s. 

Methods 

Merriam ( 1998) suggests that data are, no.thing. more th~ ordinary bits and pieces 

of infom1ation found in the envifonment. They c~ be concrete and me.asurable, as in 

class attendanee, or invisible and diffi~ult to measure, as in feelings< Whether or not a bit 

of information becomes data in a research study depends solely on the interest and 

persp.ective of the investigator. Merriam ( 1998) warns the researcher, however, that data 

are not simply 'out there' w~ting collection, For a start, they have to be noticed by the 

researcher, and treated as data for the purposes of his or her research. The dat~ collection 

techniques u:sed, as. well as the specific infonnafron considered to be "data" rn a study, 

.are determined by the researcher' s theoretical orientation, by the problem and plilrp0Se of 

the study, and by the sample s·elected (Merriam, 1998). 

Through exploration of tne case study, the-researcher will be able to collect data. 

un the informants' language, discover information abnut domains,. aird how they identify. 

the basic units of the informants' cultural knowledge (Covey, 2002). The .re.searcher 

discovers how the informants have organized their knowledge and discov·ers what the 

infonnant means by the various terms used in their native language. For the purpo.se of 

this case study, ·as researcher, I was able. to do so through the method·s of participant 

ob.servation and interviewing. 

Participant Observation 

The assumption of field .research is that the researcher can share in the S:ubject's 

world .. An observatio•nal me.th.od places more emphasis on context and results in inferr.ed 
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interpretations of the ,student's .knowledge in action (Robertson, 1994). DeLay (1996a) 

notes that if curriculum studies are to be of use, they must begin with observation, theory 

growing from an understanding of curricuhtrn that is actually produced. My stance 

during the participants' trips was as an active participant, thus sharing an experience. 

Through active: participation, additional questions related to. the experience were expected 

to arise. 

Participant observation is particularly adept at underst~dl.Ilg the e ffect of 

personal mteractfon within a social milieu (DeLay) 1996a). Researchers investigating 

wilderness·adventures in the past have used it repeatedly. As detailed by Ewert (1 9.89) it 

is a method appropriate in uncovering the character of what i& often ~ very unboun·ded 

experience for participants .. 

My role on these trips was primarily to be a leader.. n re original intent was to 

take students on the~e adventure trips .as th,eir lead teacher, which was how my role was 

described to them. However, shortly into the beginning of the first trip being reviewed.., I 

became more ofa res.earcher than I had expected. My students, whom I had been 

teaching all year, were behaving and reEJcting to. their adventu_re in ways that 1 had not 

anticipated. It was from that point on that I became part observer (photographer and note 

taker-in journal form) and participant ( constantly asking students questions as I worked 

along side of them). 

Merriam (2001) states that what is written down or mechanica lly recorded from. ·a 

period of observation become.s the raw data from which a ccise-study' s findings· 

eventually emerge,. She asks, how~ve_r, how much can be r_ecorded durit1:g an 

observation? The answer depends on th€ t'esearcher's role and the extent to which he or 
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she is a participant in the activity. Because of the unsuspecting role as researcher at the 

time, and my recognition of the. lfmitations. of my memory, I endeavored to make data 

c.oHection as simple as possible. As an active p•articipant within the group., the 

practicality oft:aking,photographs and keeping a personal journal seemed much more 

logical and viable fonns of documenting the acfions and event s of the participants. Car.e 

was taken, however, tor.epresent the participants in their own words: and actions. 

lruervi.ewi'ng 

Patton (19'90) suggests that we interview people to f"m.d out from them tho.se 

.things we cannot direotly observe . .. We cannot observe feelings, thoughts, and 

intentions. We cannot observe how people have organized the world and the meanings 

~hey attach to what g_o·es on in the world. Merriam (1998) notes that it is also necessary 

tointervi_ew when we are interested in past events that '£).re. impossible to replicate ,suoh as 

a specjfic ' adventure experience . .' 

As an active participant o·n the adventure trips little time was left to conduct 

formal i'nterviews. Instead, informal foterviewirJg occurred with regularity. Accordi1ig to 

Spradley (1980, p. 123) " Informal interviewing occurs whenever you ask someone-a 

question during the c.ourse of participant observation." Through the on-going discussions 

followed by continuing ana~ysis, themes began to eme.rge. that coutd later be. foll awed up 

with the-particip~ts. Initially, my intent was to formally interview the partic.ipants upon 

retuming home., l1owev.er, after several group debriefing periods, what beg.an to emerge 

was much of the same: anecdotaJ testimony as I had read previously from tbe current 

research. Although_ I was ecstatic to hear and read their exclamations, I began to wonder· 

how they might feel about their achiev.ements and failures at a later date. :similarly, their 
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experience was mirrored by another group of participants a year later. Once ·<1-gain, I was 

left to wonder how they might construct their experiences 'in the time to come. 

Unlike, the other types ·of qualitative res_earch,. Merri(j.]Il (2001) suggests that two 

le:vels of sampling are usually ne.cessary in qualitative case studies, First, you must select 

.. the case" to be s.tudied. Then, unl.ess· you plan to interview, observe, or analyze all the 

people, activities, or docum.en.ts within the case, you will need to do some sampling 

within the case. Meniam (200.1) adds further that wjthin every case there exist numerous 

sites· that coul.d be visited,. events or activities that could. be observed, people who could 

be inte.rviewed, documents that could be read. A sample within the case needs to. he 

selected either before the data collection begfos or while the data are being gathered a:s in 

the case of this research. 

As mentioned previously 1n this ehapter, analysis of data \3/as on ongoing p.rocess. 

This continued analysis helped ta select "the case" to be studied (Henderson, 1991 ) . As 

Stake ( 1995) points out~ sometimes sele.cting a case turns out "to ·be.no 'Ghoice' at all . . . 

The case, is given" (p.3). Emei;-ging from the participants as well as from the research that 

l had completed was the :notion of exploring the long..:term effects of these adventure 

trips. Moreover, what began to emerge more clearly was the notion of how differ:e.ot 

tYPeS of students who have participated in an adventure trip report their .understandings of 

the long..:term effects. Thus the decision to select a purposeful sample evolved. 

I spoke with each of the four sel.ected partic.ipants l ½ and 2 ½ years after their 

respective trip. The group coQ.Sisted of two males and two fem~les (1 of each gender 

being categorized as ~ble to meet .the .challenges of their respected trip based upon past 

experiences or abl.e to meet the challenges of their respected trip de.spite personal 
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physical challenges based upon past experience.s) wbom I believe-cl would be 

representative of others, but that will b.e up to the reader or those :who respond to this 

research to determine. These young people were: all people that I knew already as I was 

an observing participant and their teacher, as stated previously on the adveotu_re trips that 

they participated in. Patto·n (1990) argues that "the logic and power of pltrpo.sefuJ 

sampling lies in selec.tin_g information~.rich cases for study in depth. Information-rich 

cases are those from which one can learn a great. deal about issues of central importance 

to 'the researc.h" (p. 169). My desire to seJect these four partidpants ~~s purposeful -as 

they all had stories that needed to be shared. The anonymity of the participants and the 

school was guard~d by p·se.udo n·ames and all infonnation was treated with complete 

confidentiality, 

Two formal interviews were conducted over a five-month period. Although I 

asked specific questions about their experiences, this was not the focus of the interviews. 

Instead, my a:i"m with the questions that were asked, as well as, the probes tlmtwere-used 

was to allow for free or spontan,eous conversation to occur. Clandinin (2002) suggested 

:thal greater equality among participants might occur if a Jess structured conversation, 

rather t.han an interview, was. used. Greater insights· and more useful information were 

likely to result. Conversations were desjgned (basic open ended questions about their 

experience) to help these young people bring to the surface stories that .reflected their 

experiences of their adventµre trip. Two conversations were conducted because I 

believed that their storie.s· would flow more naturally as they became more comfortable 

with the interview format. As their storie.s continued to emerge during the tw0. 

interviews, I .sought ways to bring them together in an attempt to highlight their 
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expenence. From the two conversations I decided to create narrat_ives based on the 

stories and voice ohhe participants. A third interview was used to help check and verify 

that the voice of the. narratives was their's· and not mirte. Also, the third interview was 

used to ask one last ·ti'me what their trip means to each of them now, '.From this last 

interview a final narrative was created •. checked, and then presented. 

Just as with DeLay's (1996a) research, the interviews became part of the trip 

experi~nce. Even after cons:idetable time had passed sinc.e their trips, the participants 

commented that knowing the interview was coming up they thought about the trip or 

th.at the interview questions go.t them to reflect more deeply on the experience. Since 

these additional reflections were their own thoughts this is folly appropriate as a means of 

data coJle.ctio°" Not only did the interviews provide richer-datq but also it extended the 

educational value ·of the trip for these youth and made it more meaningful, as per good 

experiential learning theory (DeLay, 199'.6a). 

All of the interviews were conducted in the homes, of the participants. Some 

questioi1S: and probes were prepared ahead of time, however the concentration of the 

in'terviews took the form of con·versatio~, allowing for stories to etnerge. Some 

particjp_ants felt more QomfortabJe than others at first, however during lhe 1,ast m:ee.ti.ng aJ[ 

participants felt comfortable enough to allow for their stories to be told. All interviews 

were audio taped using a micro cassette cecorder. Verbatim transcripts were prepared 

and given to each participant prior tp the next meeting. AU participants rep.orted reading 

a least some of the.ir ·previo•uS: interview with a couple ofth'em reporting that it was rather 

''intriguing';, to see -what they had said on paper. Within each s1+ccess,ive interview 

emerging th~mes were .checked, discussed,-and clarified. 
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Analysis of Data 

As stated ·previously throughout this-cha:pier1 analysis. of data was -an ongoing 

proo.ess. What began with participation led to observation and eventually to the selection 

of the particular case study. A case study desi:gn was employed in order to gain an in~ 

depth understanding of the ·situation -and meaning for all those involved. M~rriam (2001) 

advocate& a case study de.sign if the interest is· in the pro~ess rather than outcomes, in 

context rather than a specific variable, in discovery rather than Gonfinnation. Insights 

assembJe·d from cas¢ studies can directly influence policy, practice, and future researeh. 

The use of a ·case study :design was also viable because it can and does 

accommodate a variety of disciplinary perspectives. Narrative foquiQ' was also 

employed because i~ is narrative .that allowed me, as re.searcher to learn: to learn about the 

experiences that each participant had and shared (Clandinin &, Connelly, 200.0). Through 

the narratives of the participants I was able to comm\JlDlcaJe with them thrm1gh thetr 

stories epabli.ng me to disc.over rnore about who th.ese young people re~l ly are and the 

tong'."lerm effects of their adventure experiences. 

Efforts to itnprove the c:re.dibility of the data included writing on-going note:s as 

soon as possible~ condµcting a series of interviews, which included notable discussions 

with participants-on the emerging themes·, ,as_ well as the decision: to include the use of.a 

computer·.assi'sted qualitative data analysis program. According to Richards & Richards 

:( l 991) using s0ftware in the data analysis process has been thought by many to add rigor 

to qualitative research. All notes and interviews were the.n transpribed and t,ransferred 

into the NUD* IST Nvivo softw.a:re program. ,Following the guidance· of Bazeley and 

Richards (2000) data was entered, coded in. nodes: { cate&,6ries) .and mapped1 searched, 
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modeled, synthesized and analyzed .. The-software program allowed for a 1$"ge sum of 

data to b~ integrated and offered evidence of recurring patterns of experience and insight 

from the participants. It is important to note, as Merciarn (1998) sugge.sts, that software 

programs offer real advantages 1n terms of speed and support. for the. research pmcess, but 

they may also shape it in unanticipated ways. I attempted to b~ cognizant of this 

throughout the entire analysis process. 

"Regardless. of the type of research one is doing, reliability' and validity are 

concerns that can be approached th.rough careful attention to a. study-'s conceptualization 

.and the way in which the data were c.ollected, analyzed, and interpreted, and the way in 

which the findings are presented" (Merriam, 2000, p. 199). Henderson ( 199 I) asserts jt is 

the researcher's responsibility to cormnunicate the ·cre.dibility .of the data. '' A study is 

credible if the reader gets involve.cl in the descri"ption, understands how the researcher 

came to the conclusions, and sees the explicitness of important interpretations" 

(Henderson, 1991, p.41 ). Lincoln and Gnba (1985) add that in this type of re:search it is 

important to understand the ·perspectives of those involved in the phenomenon of interest, 

to uncover the. complexity of human behavior in a contextual frcW1.ework, an_d to present a 

holistfo inte!J)retation of what is happening. Connelly and Clandinin ( 19.90) suggest that 

¢is genre ofresearch "re.lies on criteria other than validity, reliability, and 

generalizabilty" (p. 7) and that these criteria are "under development in the· research 

community'' (p. 7). They- add, "each inqeirer must search for, and defend, t.be criteria that 

best apply fo his or her work;'' (p. 7) they go on to p.ropose "apparency, verisimilitude, 

and transferability as p0ssible criteria'' (p. 7). Merriam (2000, p. 204) proposes six basic 

strategies:to enhance internal validity: °l) triangulation, 2) member checks, 3) long-tenn 



Cib.servation, 4) peer examination. ,5) participatory and collaborative modes ofresean~h, 

and 6) researcher' s bi~es. Although this research followed .these strategies to a large 

extent, I tended to seek validity in what Wolcott (1994, p. 364) defines as ·'something 

else.'' For Wolcott the ~'something .efse" i:s· understanding; an understandin_g of th€ 

questions1 the particjpants, the trips_, and an understanding of a sense of having been 

there. 
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Writing the data i·s not just a means of commuriicating the conclusions to another, 

it is part of the process of analysis itself (Clandinin and Connel~y, 2000). As I began to 

write this paper, I wanted, on the one hand, to create a text that represented the complex 

narratives· of the experiences of the-partiGipants. However, feeling the tension of saying 

something generalizable, I wanted, on the other hand, to wri'te a research text that created 

the.mes that- cut across the four narratives of experience (Cfandinin and Connelly, 20.00). 

As the writing continued, I attempted to se_ek a balance between both the desire to honor 

the experiences of the participants and th.e desire. to describe the emerging themes. As 

such, the writing of thjs text is an interpretation of the experiences of the participants, it 

can be considere_d~ as Denzin (1978, p. 54) describes, an " imaginative creation." As a trip 

participant, albeit in a different role ano with dramatically different pr~vious ~xperience, I 

hope that this text_ conveys J.he sense, of the trips and resonates with the participants' 

experience;s'(OeLay, 1996-a). 



CHAPTER FOUR 
THE TRIPS 

This chapter will provide a context for the description of the participants' 

experiences of their adventure. trip-s. The. chapter begfos with a brief synopsis. of Uie 

program being offored within the Leader~hip class at Rocky Mountain Junior High. It is 

followed by a detailed ace.aunt of the trips that_ the students. participated in to help the 

reader develop an underst~ding of the activities,. to evoke ij sense of having been tb~re. 

Lastly, the chapter will conclude with a brief description of the participants, as "".ell as 

their initial testimonies-upon returning home from. their adventure. 

The Purpose for the Trips 

As staled previously, the Leadership class being offered at Rocky Mountain 

Junior High falls directly under the umbrella ofexperiential education, The odginal 

philo·sophy behind the program was to add a specific. lead~rship component to the 

existing PE p.IJogram with hopes of developing leaders that could encourage others to 

participate in a .sncialiy, physically active lifestyle. lts aim was to irnmers.e 'students in 

activiti'es and reflection within their class, s.chool, and ·community in otder to further 

develop the understanding ofeffective leadership. As a culminating activity, ·an . 

. opportunity to perhaps. further synthesize the year's activities, five-day adventure 

programs were organized. My intent behind the program was· to try to provide students 

with the opportunity to experience a variety of different outdoor pursuits, a different 

venue in which to participate, and the opportunity for personal challenge. Through 

careful planning, my hope was that each student would take with thern a me.mor-able 

albeit perhaps unique experience from each adventure. 
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ln practice, adventure programs exist on a continuum, blending· recreation and 

personal development. It is this philosophy within the Leadership class to whiqh I 

attempted to adhere tht:oughout the same two years that the trips took. place. My goal 

afong this continuum was to try arid locate the appropriate balanc·e between personal 

development and recreation that wa.s _suitable for the students·, Understanding that 

activities which are described as too easy by students would lead to boredom, as well as 

understanding that activitie.s that are described as too difficult would lead to frustratibn, 

the proc.ess to find the right adventure wa,-s on-going. This process began early in the 

sc.ho-ol year by providing :students with opportnnities such as organizing and run,n1ug 

interactive sport camps for younger aged childre_n, a survivor challenge s_erres4. youth 

toastmasters, and numerous other activities thaf I hoped would challenge the· stude.ots· 

educationally and acti:vely. Not surprisingly, the trips were organized aroond this 

framework that was established throughout the year, Fti.rthennore, I believed that any 

trip that was to be planned should naturally he active, perhaps different than what was 

being currently offered in ·school programs (an emphasis on lifes.tyle .sports was desired), 

and cha.llenging enough so that the opportunity to perhaps stretch students holistical.~y 

might occur. 

Throughout the planning stages of the trips, several of the trip leaders had the 

opportunity to express th.eir op.inions, desires, and/or suggestio•ns to me. Lanc.e, the 

school counselor and ·one of the participant leaders, summed up the-opinions of th.e 

leader' s group by sugge·sting this. purpose for the trip. 

4 The survivor challenge serie"s is an adapted version of the popular CBS teJevisioil progcan, in which 
gro-ups partidpate in a series of athlet_Lcally challenging activities\ however, at no time is anyblie voted off. 
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"The Leader.ship class is about the examination of selfthroug,h individual and 

group challe.nge activities. A better understanding of self is one of the firs:t 'steps 

to becoming an effective .leader. An adventure trip-i·s this not the best way to 

involve the students in something new, ~xciting., and challenging." (Pre-trip 

meeting notes, September, 1999.) 

Getting_ Ready 

Once the form.at of the trips was decided, I began to use class time ( appro_ximately 

6 weeks of classes wjtb classes being offered 3 days out of every .6) in ~ attempt to try 

and prepare the students for What was. to come. Under-st.anding that-very few -students ·on 

either trip had ever spent any signifipant time in the mountains and understanding how 

difncult.i.t can be physically to deal with that environment~ I outlined a possible training 

schedule that the -students could follow. The program, which they could have started 

immediately after receiving h, did not need any spedalized equipment as the main focus 

was on walking, running, and cycling, all activities prominent ·in their upcoming t_np. 

Several short day trips_ with these.activities were also planned nnd used in order to begin 

an Uilderstanding of what was to come. 

In addition to the physical component, I also spent a significant amount of time on 

goal setting in an attempt to personalize. their exp.erienqe pdor to going. Along with 

teaching several different goal ,setting techniques,_ I also took the opportunity to talk about 

the notion of refleGtion as I made the participants aware. of the fact that at the end of each 

day there would be group reflection time, as well as individµa_l reflection time. 



Lastly, I also took the opportunity to share with them some of the many 

experiences that l have faced throughout my adventures; both as a_ teacher and as a 

participant. This seemed to spawn a multitude of quesfions ranging from what they may 

expect to what to bring. Without hesitationl took the time. to answer all ofthei:r inquiries 

as clearly as I could witb hopes oftry_ing to b,nng some under;standing of wb:at we were 

about to do. 

The Trips' Itineraries 

Although the 'two trips that are soon. to be described were different in .term of 

activities, both of them still adhered to the pi::inciples· of adventure· education. Overall_ 

both trips provided a very gnod experience for the participants. Upon returnfo,g home, 

most students referred to the trips with very po.sitiv!! ane~dotal te-stimonies, 

For the reader's later reforral Figure l shows a co.lle.ction of trip photographs. 

TRIP ONE-May 2000 

Physical Objective-To cycle between Jasper and Lake Louise-230 km 

Day On·e-The trip began by boarding a heavily pclcked school bus at 2:00 in the 

·afternoon just after the end of our .annual May track meet:. The five~hour drive from 

Edmonton to Jasper had us arriving at The Jasper International Hos.tel (Figure· 1.1) short! y 

after seven. ·Exhausted yet excite.d, the studtmts (24 of them) q•uickly exjted the. bus to go· 

cµ1d cfairn one of the 30 bunk beds of a ·possible -80 (Figure 1.2) that were available to us 

for the· evening. Taking advantage of the luxudes tha1 this hostel provided, the students 

decide;d upon warm ,showers_ followed by wami soup before. gathering for our community 

meeting. Sitting around the. brilliant fire, we-discussed the· next d~y; s plan. Sensing a bit 

of apprehension from the group Mike, our ,lead gµ_ide, offered some inspirational words 



and a few bizarre stories. s ·ome of the participants stuck around for the tales, while a 

large portion of the group were more interested in sitting inside the common area 

listening to the adventures of two German hikers that were sh.aring.our ·qu;:,trters. with us 

for the evening. 
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Day Two-After a restless sleep in• a very-noisy dormitory, the groU:p emerged to 

make breakfast. While most .groups relied on cereals, either warm or cold, some. groups 

found the energy and desire to cook themselves steak and eggs:. At 9':0D am we departed 

from the hostel and met at the b~se of its road for a riding clinic. Surp•risingly very few 

of the students actu·ally understood the workings oftheir bike although .mqst of them had 

claimed to have had riding experience. Most of the day consisted .of riding wi_th frequent 

stops. to hydrate, eat,. and take in some .of the nat4ra1 beauty (Figure 1 J and 1 :4 ). Two of 

the stops that were said to be the most memorable were the Athabasca Falls .and the 

Sunwapta Falls. By mid-day, a large number of studen.ts. were beginning to show serious 

signs of fatigue. After nine-hou_rs p( riding and 86 kilometers later, the group aroived at 

Beauty Creek Bostel (Figure 15). Although this particular hostel did not share the same 

luxuries a.s the previous one, the students appeared more ple-ased to see 'it. After a quick 

dinner was prepared without the ai.d of electricity~ and a brief meeting around another 

dazzling fire, t_he exhausted gro:up retired for the night. 

Day Three- Day three began with a challenging 3-kilom~ter climb LIP lo the 

Sunwapra Pass (Figure 1.6 and L7). Atthe top, the group took the opportunity to res.t, 

whine and comp.lain about how difficult that section was to c,omplete. Just ai;o.und the 

comer, a mere three and a half hours later, the-students arrived at the Cofomb.ia kefields 

in the midst of snow and sleet. Here they would stop fox lµnch_ ~d-discuss in amazement 
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their ascent df the Icefields (Figure 1.8). Several participants described having lunch 

beside. the glacier at 2000 feet as a "cool thing,'' The. afternoon cQnt_inued with a 12-

kilometer hydroplaning d_escent of the pass that led us directly into the Rampart Creek 

Hostel. Arriving here somewhat earlier than expected, the students found some time on 

their hands to dry out their gear, bath in the frigid creek, sit in the o·ld sty"te sauna, or Just 

hang out around the fire (Figure L9). After our community meeting to disc.uss the day ' s 

events was ovei:, some students found enough energy to play Frisbee, while most decided 

to sit and .chatbefore retiring for the evening. 

Day Four-This day's rid.iqg began earlier than the two previou·s days because of 

the remaining distance and our hostel check in time at L&ke Louise. The mood that 

began the day was much m_ore ·subdued than previous days. Complaints of sore 1noscles 

and aching Joints were common as the group ass~mb1ed for breakfast. The morning 

found us riding on a gradual asce:ut to th.e. top of the Ice.fields highest point-The· Bow 

Pass_. By mid-day we had arrived at the Bow where we to.ok the opportunity to bask in 

the sunshine .. and have lunch (Figure 1.10). After hours of climbing, it was finally nice to 

haye the opportunity to sit down in the snow that lined the side of the highway and refuel. 

The afternoon gave way to a rapid descent of the pass, past Peyto Lake an.d the Cr.owfoot 

Glader. As breath taking as they were, the group found more· enjoyment in continuing 

their high speed cruising that lead us direetly into Lake Louise. Onee at the hostel, each 

member to arriV'e was greeted with warm wishes and hugs from their classmates. The 

entire group rernaine.d 0utside until all members had arrived safely. After a brief 

congratulatory speech from their leade_rs .and a brief discussion about the day".s highs and 
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lows, the-group was sent off to prepare their meals and to. hav.e some well earned •'down 

time.'' 

Day Five-After some much deserved rest in what turned out to be a five -star 

hostel, the group_ had a leisurely breakfast.- Mid-morning found the group on the road 

again, however, this. time ·on foot. We walked from the. town site up to Lake Louise 

(Figure 1.11) a distance of approximately 6 kilometer.s. Onc.e there, the group had a 

chance. to take photographs of all nature'.s splendor, mingle amongst the tourists, and visit 

The Chateau. Goodies found ips_ide of the hotel were purchased at an alarming rate as 

though they had not seen sweets before. Before bo.arding the btrs, which bad met us at 

the lake to go home, the students had_ the opp.orttmity to share with their classmat~s their 

highlights of the trip. The bus ride home was amazingly quiet, unusual for a gr011p this 

age.- Back i:n Sherwood Park, parents were waiting int.he parking Jot. All ·of the gear was 

quickly unloaded and the group disbanded . 

. TRJP TWO-MAY 200 I 

Physical Objective-To utilize a series of different phys'ical activities, cycling, 

mountain biking, and hiking/scrambling to cover a dis.tance of approximately 150 

kilometers in three days. Trip two was planned differently than tnp one s imply 

.because of the unavailability ofaccommodatio_ns that were utilized the previous 

year. 

Day One-At 3:30 in the .a~emoon immediately following our annual track meet, 

we loaded the bus and headed west towards Jasper. Francois, the bus driver, did an 

amazing job packing the bus solidly with enough gear to cross tire Himalayas. After-a 

brief rest stop in Edson, we-continued driving far another two hours until :finally :reaching 
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the hostel. Buzzing with excitement, all. 24 students rushed towards the front of the bus 

only to be told to sit back down. Unfortunately for everyone, a large black bear (Figure· 

1.12) and her two cubs had decided to meander about the parking lot and the adjacent 

meadow. After holding out evening'·s community meeting (to discuss the following 

day's plan) on the bus and aJso ensuring that the bear was now gone, we dismissed the 

~tudents who then hurried inside the hostel to c.laim their bunk. Everyone quickly settled 

into our new home, some showering and some snacking, before· the ) l :00 pm curfew. 

Day Two-Unfortunately this moming, the majority of the group woke up lo 

s.omeone else s alarm. Tbeir attempt to try and go back to sleep. was unsuccessful and a:t 

6:00' am ·the group decided to rise and be_gin preparing breakfast. The adult leaders on the 

trip commented that it had b.een the first time that they had seen ·<I group of teenager.s 

mi I li!lg about a kitchen so earl-y in the morning. After a long bre·a:kfast ·period, the group 

boarded the bus and drove to Maligne Canyon. The ride there was filled with both 

excitement and anxiety; they were about to embark on an 86~kilorneter rode ride thro_ugh 

the Rocky Mountains. By mid,..rnoming everyone had been assigned a bike, gone through 

a safety orientatio.n., and had started the ride on Maligne Lake Road (Fi&µre 1.13). As 

with any cycling adventure the stu4ents· found the initial portion ·of the ride difflc.ult and 

unfamiliar as-they began their gradual ascent through the canyon. After several brief rest 

stops, the group decided that a picnic adjacent to Medicine-Lake would be the best spot to 

eat, rest, and to take .in some ofthe ""'a,we-inspiring_beauty" (Figure L.14). Although the 

weather on this day was mostly overcast, our time spent at the Lake was under a sunburst, 

which gave way to some amazing views. of the surrounding mountains, Sh6rtly after 3:.00 

pm ·the group arrived at Maligne Lake and while the adult leaders and a few foterested 
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.students sat down to· take in its beauty, the majority of the students found their corp.fort 

inside the quaint gift shop, which.happened to be selHngjunk food. Anticipating the ride. 

back through the canyon to be much quicker because of the gradual descent and also the 

prevailing winds at our backs, we allowed the students a much longer break than 

originally plannea. Shortly into ou_r ride baek, however, the direction of the wind 

suddenly changed a.ild was now blowing briskly against us ( very unusual for the wind to 

be btowing in. this direction). Its -strength quickly frustrated many of the sludents. 

Persevering thr.ough the hardships ofthe afternoon, the gro.up arrived -safely back at the 

hostel at approx•imately 8:00 pm. Supper, showers, and a quick meeting .ensued before 

hanging out around the fire for the remainder of the ·evening. 

Day Three-6:00 am and that alarm went off again. Outside rajn was falling and 

the temperature was much coaler than expected. Today the group was facing a 40-

kilom.eter mountain bike ride that included iogging roads,.r-ang.er roa:ds as well as trail 

switchbacks. After a briefrefresher course on mountain bike techniques, the group 

.decj_ded to take a couple ot' group photos before heading out on their •'quest"-to get to 

Celestine Lake. Most of the morning (ound the group riding on logging roads, which 

were~ unfortunately for us, rece_ntly groomed with fres.h gravel.. Our ascent to the Lake 

continued, as did the rising temperature. The mom.ing coolness gave way to the piercing 

sµn requiring us to make frequent sto_psfor water. During one of the later stops, Mike~ 

.our lead guide, warned the group about a very slick bridge that was just around the comer 

(Figure 1.15). He strongly suggested either walking their bike. across or if they were to 

ride, to do so slowly and cautiousJy. S~veral students decided to not heed this advice and. 

quickly found themselves skidding across the bridge face down. Forced into a fin~t aid 
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situation to" c.are for minor cuts and bruises, the group decided that it would be a good 

time to stop for lunon. The afternoon continued with the group riding hard towards their 

g0.al of reaching -the lake. At appro~imately4:J0that afternoon, the time in which we 

assumed that we would ·be-heading back, the leaders decided to have the _group tum 

around, as we. were still an hour from our original destination. Frequent stops -due to the 

weather, accidents, and dehydration left th:e group well behind schedule. Fearing for th:e 

safety .of the group, we turned m:ound much to the dismay of the-students. Lat~r .that 

evening during our community meeting, many of the students could not understand why 

we did not continue tow~ds the lake. After several attempts in trying to explain the 

decision to hiad back, the students. agreed to disagree with the leaders. Some ofthe 

~tµdents suggeste.d that if you didn~t make it to the lake then you weren't si.l.co.e-s.sfol in 

whf!t you set out to do. 

Day Four-fortunatdy this morning that alarm that had been haunting the group 

the two subsequent mornings did not go off and as a result the group ba:d a much 

deserved rest after two difficult days ofriding. After a long breakfast. t!:r_e group began to 

pack up as we were moying to anothe,r hostel after the, day ' s activity .. Today, we were to 

climb the Sulfur Skyline--a moderate climb wi.th a distance of approximately 30-

kilometers. The mood this morning. was still rather solemn from the d.ay before and the 

rain outside was not helping to· improve the overall attitude 0f the group. Donned in rain 

gear.we began our ascent of the skyline by mid-morning. Other climbers were on the 

trail , including several individuals. that the grou:p had met at the hostel. This meeting, as 

well as the 'Banana Crew' .(several stoderits dressed in theii: Ytllow rain gear) seemed to 

have a positive effect on the group. Shortly after lunch" the-students reached the alpine 
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zone (above the tree line), which was reported as being '"really cool" (Figure 1.16, 1.17, 

and 1.18-).. Soon after, we reached the top. Once there, students were given tl;le 

opportunity to look around, take photographs, and discuss what they had just 

accomplished. Most of the Gomments-relayed to. tbe group leaders can best be summed 

up by the word "Wow." Our descent down the. mountain w-as energetic and vibran.t. Sore 

achmg ·m.uscles- and feet were quickly forgotten as the students rusrred down to the Mielte 

Hot Springs. After several hours in the pool, we boarded the bus and he·aded towards the 

Athabasca Hostel (Figure 1. I 9). Arriving at .the hQste'I , the students were delighted by the 

fact that we had the. acc.ommodations to ourselves for the evening, our O\\:fl cabins. "How· 

co.o1 is that!" they commented. Our day ended wrth a brief.meeting and a few scary 

stories told around the fire_. 

Day Five-Seeing-that this was our last morning together,. everyone took the 

opportunity to cook and share a spectacular breakfast. After an efficient cleanup of our 

own stuff as well as that left be.hind by others, the group walked a short distance to the 

.Athabas.ca Falls. Once. there, groups were assigned with each one of them having to' erec,t 

an i.nukshuk. that represented the individuals within the group ·as well &s their feelings 

towards the trip (Figure 1.20). Each group had the opportunity to relay their mess.age to 

every-one. Photographs and well wishes followed as we.said goodbye to ·ourguides·and 

boarded the bus for Sherwood Park. A rather subdued bus ride home ended at 

approximately 5 :00 pm as we arrived back at the school. Greeted wannly by their 

parepts, the gro.up quickly gathered their things and h.eaded on their way. . . 
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Figure 1. Trip photographs 

F·igure 1.1: Jasper Inte.rnational Hostel.. 

Figme 1.2. Jasper hosteJ accommodations. 
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Figure 1.3. Roadside pit stop. 

Figurel.4. Taking time. to look around. 
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Figure 1.5. Beauty Creek Hostel. 

Sunwapta Pass. 
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Figure 1.7. Reaching the-top. 

Figure l.8. Columbia Ice Fields. 
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Figure 1.9. Drying out at Rampart Creek.-

Figure 1.10. Hanging out. 
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Figure 1.1 L Lake Louise. 

Figure 1.12. The-wildlife. 
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Figure 1.13. Maligne Lake road. 

Figure 1.14. Medicine Lake. 
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Figure L 15. Crossing the bridge. 

_Figure L 16. Alpine zone. 
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Figure. 1. I 7_. Above 'the trees. 

Figure 1. ·1 8. At the p.oint. 
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Figure 1.19. Athabasca Hostel. 

Figure 1.20. In-ukshuks. 
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The Participants 

Overall, my impression of the participants, as both an. experienc.ed teacher and as 

a trip participant, was that they were two 'ordinary' grQups of.grade nine ·students. Each 

group of 24, age 14-15 years (1 ·1 boys and 13. girls. Qn trip 1, 10 girls and 12 boys on trip 

two) had their share. of 'jocks',. 'honor kids'. and 'artsies15
• Each participant had hi_s or 

her own interests, clifficulties and ways of dealing with people~ life, and tr~p 

circumstances. Each one of them came with a variety of prior experiences, expect,ahon_s 

and motivations. Each group had such diversity, yet each group also shared some distinct 

simi laritie.s. 

A bri~fdescription ofthe participants s:eJected for this study follows. As -stated 

previously,_ the participants selected to participate within this• study- consisted of two 

males .and two females. From trip 1, one female classified as able to meet trip challenges 

and one male classified as able ro meet trip challenges despite persQnal physical 

challenges based upon past experienc.es were used, From trip 2, one male classified as 

able to me.et trip challenges an.d one fem ale dassified as able to. meet trip challenges 

despite perso_nal physical challenges based upon past experiences were used. ln both 

cases, the-participants were, selected because I believed that th~y would. be repres.entatiVe 

of others. Eaoh description contains s~_veral parts induding my 'imp"re.ssion of the 

_participants based upon my observations -and interactions with them at -school, on their 

trip, an_d also .their initLal testimonies from post-trip reflection notes that they completed 

in class after their .adventure. 

For the reader' s later referral, Figure 2 lists photographs of the participants. 

5 l use thes~ particular slang terms because they are the· names of gro,ups given to me most frequently fro:m 
the participants themselves. 
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Figure 2. Photographs of participants. 

Figure 2.1. Meg. 

Figure 2.2. Steve. 
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Figure 2.3. Erin. 

Figure 2.4 .. Mario. 
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MEG: The-strong, silent type or so I thought! (Figure 2..1) May 2000. 

Meg joined the Leadership class primarily for the opportunity to partake in the 

outdoor adventure. On more than one occasion Meg contemplated dropping the class, 

however, the ''lure of the adventure" kept her from doing so; "Volunteering and stuff w~s 

just not my thing, I wanted to participate on the trip.'' Meg was quiet and quite reserved 

throughout the school year. Altho·ugh she always involved herself in the work that was to 

be done, rarely di_d sht take on a leadersbi·p role, Instead, she rem~ned quite content to 

sit back, help ·out when needed, and occasionally offer some so.und advice. Although her 

classmates knew just how intelligent and insightful she was, she slill preforredto keep to 

herself inside of the classroom. Outside of class, however; Meg felt_ rnueh more at ease 

and had no problem involving herself in several physical activities, including competitive 

swimming and track. Around ·s.chool, this yoµng, active, averaged sized gi'rl was known 

as an athletic for~e. 

On her trip, Meg was among the hardiest of the group, pushing hers.elf to reach 

any ascent, rest stop or finish line with the main group of riders, Considered by her 

classmates to be th~ strongest female. on the trip, Meg reveled in th~ opportunity to push 

herself physically and mentally, 'While doing so, Meg was: found to be cheerful, 

enthusiastic, and at ti ruts considerably loud. Along with one of her classmates Meg 

could be heard several miles away singing one of the many songs that- th.e two girls- had 

spontaneously made up. During the trip, Meg quickly-emerged as a motivator, 

particularly for the girls. It was not uncommon to hear her saying "let'~ get going guys, 

like .come. on you can do this,.like I'm done come on!" 
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Dw-ingthe trip, I foun9- Meg to be very insightful and refle.ctive. She liked to tell 

me about the many places she and her family had lived fn around the. world. New 

Zealan.d was a particu_lar topic that emerged several time_s as the surrounding mountains 

and the .events of the last severaj days brought back many fond memories. 

Prior to going on the trip, Meg, had had. numerous and various suc.cessful physical 

experiences in a variety of different activities both inside and outside of school. Btr view 

of the upcoming adventure was merely anmher opportunity to test her physical and 

mental conditioning Upon returning home from her adventure, Meg was quick to point 

outjus~ how she was tested. ''I did it! Although it was hard, I did it! Now, 1 feel sort of 

proud that I finished all of it. I .always knew that I could do it physically, .but mentally I 

found :out a lot of t_lungs about myself. 1 can communicatel No, seJiously, f found out 

that I am able to talk to anyone. Simply, l wasn't as shy. I als.o found out- how much I 

really need to he around people. If I hadn't had [people] to sing witb and to talk to I 

would've gone crazy. I found our that it's hard. to be positive but that it gets e.asier as you 

go on" (post trip reflecdv.e notes). 

STEVE: Smiley (Figure 2.2). May 2000. 

Ste.Ye joined the Leadership class so that he could involve himself in a: variety of 

school. activities. Steve was fun loving, enthu~iastic and rarely lacked a smile. Whhin 

the first several Weeks of the school year,. Ste.Ve quickly emerged as the class clown. 

Average in height and stocky in build, his rather heavy stature tended to limit his 

full participaiion in physical education. More inter~sted in what he called "the non­

mainstrearn. sports," Ste.ve did not involve himself in any school sports or community 

sport programs. fnstead, he could be found riding his mountain bike extensively around 



the neighb.orhood, as well as to and ftom school. Steve was a likeable young_man who 

wished to participate on the trjp because everyone else was gain~ and he thoµght that it 

might be fun. 

Prior to goh~g on the trip, Steve and I had had sev.eral ex.tensive convers.ations. 
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On one occasion his mother was included in our conversation, as she had conutcted me 

about some of Steve's concerns. At the l1eart of Steve.'s apprehension was that of his 

ability, or lack thereof. He wanted to know what were his chances of being successful on 

this type of trip as he was. quick to rell)ind me of his lack of athletic prowess-. 

During the. trip, Steve was much quieter and much more focused than r. had ever 

witnessed at school. Although the smile never left bis face, he still appeared rather 

~eserved, different than his usual boisterous self. Steve found the ascents of the-two: 

major passes very strenuous and tiring: To him, they were"'unlike the riding that I was 

used to!" The evenings found Steve to be equally as quiet as during the day. On one 

occasion, at Rampart Creek, after having succes-sfully scaled a rock faee (see Figure 

1.18), Steve came bounding down to describe his tale, however, his excitement quickly 

dissipated as though something was preventing him from talking about it. 

Upon retun1.ing home from hl_s adventure, S.teve co.uldn 't wait to talk about his 

personal insights; Enthusiastically and loudly, he shared with his cl~smates that "before 

going on the trip I wou_ld have bet a hundred dollars that I couldn't do it. In fact, l had to 

be talked into it! Now~ l realize that I can do anything if I try, but more importantly, I 

feel that I will try anything (p0st trip. reflective n:otes)J" 
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ERIN: The go.true princess (Figure2.3). Jurre 2001. 

Similarly to Steve, Erin had decided to enroll in the Leadership class for the 

opportunity to involve, herself in. v,arious school activities. Describing herself as 

somewhat 'different' (not a "jock") than her classmates, :she felt as though she could offer 

a unique perspective on things. 

Erin was known for her 'differene choice of cl0thes: dark ho.odie, baggfe black 

jeans, boots, ·collars, pins, skulls and cros~ bone_s all of which helped to cover up this 

bright young. woman. Concealed by he.r clothing was a rath~r small and fragile-frame. 

Described as ~frail'· by some of her· classmates, Erin did rrot resemble an fodividual who 

liked to partidpate in physical activity. By her own admission; physical activity was best 

described as "rather boring.'' NoQetheless, Erin's participation within the clas.s was 

excellent. True to her word ·of'~anting to be involve-d," Erin participated in all clas.s 

activities with enthusiasm, determination, and a wonderful smile. 

Erin' s desire to participate on th~ adventure was twofold: Firs~ " I saw it as 

another ·opportunity to be invofved, to do ·something with the class," -and second, '1I 

wanted to· prove to my parents, -and friends that I could do ·it!" Prior to going on the trip, 

Erin tended to $it back and remain rather quiet during our class planning sessions. 

Although I was aware of how intently she was list~n.ing, rarely did she, share her thoughts 

at this point. Instead, Erin would often look fQr an opportunity to catch me in the halls. to 

frequently ask me about what she might expect during the trip. 

The trip was arduous for Erin. Physically she found the adventure v~ry 

demanding which .in tum had a reciprocal effect on her mentally. On day on€ of the road 

ride• I had an opp.ort1JJ1ity to ride alongside Erin for quite sometime. During one of our 
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frequent rest stops, Erin shared with me j'ust how she was feeling. "I feel exhausted. I 

am so tired. I keep thinking about my soft, comfortable life back home. Oh, how 1 want 

to be there, but a:t the same time I don't! l. know that tb.is trip is impottant to me but right 

now I just can't see how!'' 

Once back home from the adventure,. an understanding of what she had just 

accomplishep slowly began to emerge for Erin. Although her trip was marred by 

exhaustion, accidents, and injuries, she continued to have the fortitude necessary to· 

complete the trip. "When I came home, actually, for some reason I was like all proud of 

.myself. The first day when we got back, I came home and 1 couldn't wait to tell my 

parents that I'd done something I'd never done before and probably never do again" (post 

trip reflective notes). 

MARJO: The prankster (Figure 2.4). June 2001. 

Mario joined the leadership class because, as he described,. "it was a natural fit for 

me.'' Throughout the year, Mario invO'lved himself in all class actiyities •and was without 

que·stion, one of the class lead,ers. Loud, cheerful, and enthusiastic, Mario' s attitude was 

often found to be contagious. 

Strong and athletic, Mario ·played a variety of scho0l sports. Similar to t,he 

Lead~rshl_p class; on the court he relished the opportunity to be one of the team lead~r.s. 

Oft:_en found encouraging bis teammates, Mario took every opportunity he could to crea.te 

a .positive atmosphere for himself and those aroUQd him. His desire to go· on the trip 

rey.olved ai;qund this .attitude. "l was excited, cause of what I had heard about the year 

before:. And tha_t's one of the reasons that I chose to go in Leadership, because of the big 

trip. 1 was excited. I had friends in the class1 so I thought it woul'd be a great trip to go on 
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with fue.nds, have ·a couple of days off school, have some fun, ~d something to 

.challenge you a little bit." 

On the trip, Mario quickly emerged as one of the strong leaders. With him, he 

brought energy enthusiasm,. and laughter that were· shared unselfishly with everyone. 

Equal to his attitude was also his pb.ysical endurance. as he proved to be one of the 

stronger individuals parti'cipa.ting on the trip. After long, difficult days he was aJways 

quick to help get things organized whether h was meals meetings or equipment 

maintenance. In addition to helping out, he still managed to find the time and energy for 

the occasional prank: covering several bikes in mud~ short sheeting someone·' s bed, 

hiding behind rocks and trees only to jump out and scare the wits out of someone, etc. 

Vpnn returning home from the adventure Mario. was eager to share his personal 

insights With the class. SurprisiQg to many of his cl.assmates was just how hard be had 

described the trip to be after he had made the task appear so simple. " I never thought that 

I could push myself as hard as I did. I ha.ve more will, desire, and. deteun:ina:.tion than I 

ever thought pos•sible. This trip· requires maximum attention and effort, which is what 1 

did. J sho.Uld be doing that with everything that I do'' (post trip reflective note~). 

Initial Assessment 

Although the trip was more difficult for some tha.p others, sin1ilar to much of the 

published res.earch (Ewert, 1989; DeLay, 1996a; Garst, Scheider, &. Baker 2001) the four 

participants were unmistakablJ positive in their initial assessment of the trip. Every one 

of the participants· stated that the tti p was rewarding ~n some way. "You better' believe it! 

I would give anything to do· that .again," said Mario. "Yes it was," claimed St~ve, ''but I 
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would go farther next time!'' Similarly, Erin and Meg both shared the same sentiment, 

"although it :was hard, I did it! I am so proud of myself!" 

Wh_ile it is quite clear that the participants all agreed that their trip h~d a positive 

impact on them, colle.ctively they w~re not fond of the same things. Originating from 

post-trip .class discus~i.ons and reflection notes, the four participants gave these initi<tl 

reasons for the posit ive experience that they had: 

• The activities - different than aiiythi'ng they had done before; 

• Social aspect - meeting people outside of the school experience; 

• The mountains - a challenging natureµ setting; 

• Challenge; 

·• Opportunity to miss school an.d be away from home; 

• Personal growth. 

Prior to leaving for their adventure, each of the; four participants had in some way 

or another a .slightly diffeJent reason for wanting to. participate on the trip. Colle.ctively, 

all of them shared the social aspect as on¢ of their main reaso_ns for wanting to go. Not 

surprisingly, once-home each of them agreed that the social aspect was a major &aw to 

the trip. What was surprising, however, was what they had discovered. Erin, in her 

reflective notes, talke.d about seeing people, friends, classmates~ and her.self much 

differently than b¢fore. "[ kind of discovered people for the first time. 1 sa:w them as 

they really were. I saw their true nature. A lot came out and I c:tlso saw the true. nature in 

myself Like I ~aw good in more people than I really expected to and I also saw in 

myself something that I didn't .think that [ had_." Similarly, each of participants echoed 
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Erin' s comments by stating that people were really different than they had expected arid 

for the most part that was a go.od thing. 

The four partic.ipants also frequently mentioned the natural setting as an impoct~t 

aspect of the trip. The demanding backdrop added to the chall~nge of the adventure, as 

well as to the lntensity of the activities. Meg suggested, "the spectacular mountains 

added a definite degree of difficulty. 'Because I mean you have these huge mountains that 

you have to go over, and when yo.u do, you feel like you have conquered .something, 

Where if yo-u go from here [Edmonton] to Calgary then ifs flat it is,kind of boring there 

is nothing 'to look al. Where as there [irr the mountains,] we didn' t know the route so you. 

don't know what is around the next corner or you don't know what is a,t the bottom or top 

of the next hi1 I-something_ new everywhere." 

Simi lar to DeLay' s (1996a) resear~h, the four participants also mentioned that the 

-~pportunity to be. away from home and to, challenge themselves was a maJor highlight of 

their adventure. The participants saw the trip as their opport.unity to see,k the. stimuli of 

new experiences and dramatically different environments and events, and to escape the 

everyday routine of hor;oe a_nd family. "I did something I wouldn't normally do. I did 

something that was out of my comfort zone. You ·.know, it wasn't something that I wo.uld 

take on without being motivated somehow." To the teens, that someho.w translated into 

independence, an opportunity to do something on their own. 

For these major re:asons, as well as many other individual highlights, the four 

teens all described their trip as. a "positive, memorable experience." Each of tliem 

described themselves as. 'different' than th~y were before h£J..ving,_shared diffi:c.ult physical 
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challenges: humorous eveots, ~d new knowledge with ·people that tb.ey now refer to .as. 

' comrades.' 



CHAPTERFrYE 
WHAT DID THE TRIP MEAN? 

The participant'·s self-perception was an im.portant part of the trip experience. 
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Their seJf .. perception influenced the experience, as well as their understandings of the 

effect of their trip. Selected themes of self-perception impacts will be de.scribed in this 

chapter. These themes emerged from the participants' narratives of expe.rience as I kept 

in mind my primary interest in this study: what has the experienee· meant to the 

participanrs and has the e·xperienoe had a lasting impression. The first section of thfs 

chapter wi.ll describe these _themes and the second section will discuss their relation to 

one another. For the readers referral appendix A outlines the selected themes within a 

brief narrative summary of the.participant's experience as discussed during the 

interviews. It is recommended that reference to appendix A is made throughout this 

-chapter. 

SELF-PERCEPTION THEMES 

Aqcording to Harter (198·8) adolescents can di-scrimin•ate• among .different 

competence or adequacy domains and can make global judgments about their self-worth, 

which is defined as "the glubal perception of their worth as a p~rson" (Harter, 198'8, p.4 )~ 

In addhi.on, -she suggests that 'self-perception is strongly associated with eight different 

domains: scholastic competenc,e1 athletic. competence, physical appearance, social 

acceptance, behavioral conduct, job competence, close friendship, and romantic appeal. 

Based upon Harter's. work,. my own obs~rvations as-a participant, -student,.s trip journals·, 

and participant's c.ollective responses from a s.eries of interviews conducted 1 ½ and 2 1/2 

years a:fter their respective ~p, seven themes of self-perception impacts eme.rged from 

the qualitative data an~ysis. Th~se themes include: escape, novelty_, challenge, nature, 
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activities, soc"ial interactions, and adult interactions. Sim.flar to the work conducted by 

Garst, Scheider, and Baker (2001) participant's coIJective responses suggest thaJ these 

seven themes are related to ·the overall experience of the adventure (Figure 3.). Emerging 
. . 

from these.seven themes are three dominant components based upon· these relationships. 

The personal component includes escape~ novelty, and challenge. The social component 

in.dudes social interactions as well as adult interactions and shar¢s the c})allenge theme. 

Lastly, the _contextual compon-ent 'includes nature, activities·, and shares rbe challenge 

theme with the personal component. 

Away from the familiar (see appendix A) 

According to Ewert (1989) young pe.ople decide to participate in .an o.utdoor 

adventure experience for a varie~y of reasons. Some, for example', may well see. the 

experience. as a wa,y of testing their physical endµrance or their ·emotional resol ve. 

Others may choose to participate because. a best friend is going and they want to share the 

experience. ''Still othe.cs may see it as an Ol_)portunityto take in the pristine beauty or 

stmply go because mom and dad. thought that it would be a good idea'' (p.40). While }1.U 

the abo\!'e reasons stated ma:y have evolved for the participants of this study, eadi o.ne of 

them began their adventur~ trip with a desire to get ·away from something1 or to 

experience an expanded sense of freedom. 

The onset of our conversations began wi.th the simple, question: ''Why did you 

want to go?" Although it had been some time since .the introduction to theh tr:ip, without 

hesitation, eac.h of the four participants cQnfirmed post trip refle.ctions by highlighting the 

importance of"escapfog" their home environment as thefr first and forem0st reason for 

par:t1cjpating on their trip. Their home environment, however, was expressed _ma number 
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of different wa:ys. '"BeG<JUS~ I lqiew that 1 could get out ofschool," said Meg. Steve 

expressed a _similar statement, "Yeah, anytime you tan get time off school, t~e it!'' Erin. 

also:expressed a -similar sentiment ye.twas also quick to add anpth~r des1xe in which she 

wanted to "escape," 

Erin: Because I was in the leadership class, logically I should go on the leadership 

trip. That was pretty much my whol~ .motivation for going -on the trip and plus 

you get off of school for three da,ys. 

GEF:. Getaway from school? 

Erin: And t,he hotJ.se, like r;ny brother and my parents. 

GEF-: So a, chance to escape? 

Etih: Yes.! 

GEF: Es.cape what? 

E rin: Like gening away from school. 

GEF: Why is that though? 

Erin: Well1 because most kids don't Hke school .. Just because we have to go and it 

is kind ofbqrmg sqm~time-s_. (in.terview one) 

Throughout our tonv.etsations· Erin mentioned being away from home a number 

of times. 'the greatest thing about the trip~ shg said, was ''the. opportunity to do 

something away from here [home] because as a family we don' t do that very much." T he 

other participants eohoed Erin~ s comments -about the opportunity to get away from 

family. Meg went as far as describing the opportunity of being away from: her family for 

five day~ as "a )uxury.n 



72 

The participants also identified the trip· as a chance to ·get away from home, 

fri¢.nds as well as worries, stress, everyday stuff, and ev~rr civilization. A portion of the 

appeal was also the feeling of freedom and personal thoice.. Mario bro.JJ.gbt up this 

feeling several times during our conversations as getting away for him wasn t so much 

about school as it was about exploring a sense of freedom. 

Mario: I thought not only to get away from school but also to go and have some 

fun. Yo.u know ride the bike; I love doing sports-, being: outdoors, being away, 

being with friends. I just thought it would be a good experience to be away. Like 

I mean a lot of kids .say, "Yah, I get to miss school." To me school is no bi'g deal, 

school is school, I like school. l,t's not that. oh, obviously not going to school is 

nice but it's not a big deal. Just the fact that you are going to go with your friends 

on :~ five-day trip riding bikes in the mountains and you're away from home. 

(Interview one) 

Mario continued to expl~ that being away fr◊n:l home on: a trip such as this 

helped him e~plore a sense of independence, Although the trip consisted of 23 other 

participants, tbe openness of the environment provided an opportunity to do, what he. 

wanted to do~ 

Mario: [ don't know1 but it was good. It seeme.d as though I did whatever I 

wanted to do. Um, almost like. ( didn't have to worry about impressing my 

friends, um, talking to the cutest girl, or hanging. out with the hockey boys. You 

just got back from a gnreling trek and everyone was ·unwinding. I know myself I 

was talking to everyone. I had fun with everyone. Even ifl didn't ·hang ou.t with 

them back at school, I was laughing and joking with them. I guess I surprised 
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n.ear the city, you're not with familiar places, you are kind ofleft you alo,ne. 

(Interview one) 
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The te~ns ~lso said that being left alone- to plan thtir meals, when to have them 

how to prepare, as well as being involved. in planning activities throughout the tdp added 

to the sense .of ownership. Mano specifically stated that once again this added to the 

aspect of i'ndependence. Steve concurred with him as "it was kind of cool being able to 

make so many decisions without anybody standiqg over your shoulder." 

Getting away from routine, someone ·standing over your shoulder, and into nature 

was also repeated numerous times by the participants. Meg suggested that the relaxed 

feel of nature helped her to e.scape many of the things, that "bother her about home." Erin 

and .Steve added that escaping into nature allowed them the oppo.rtunity to· put things into 

better perspeGtive. Steve commented that the '"vastness of his surroundings" made hi'm 

realize that many of the things that were bothering him at home were really quite 

insignificant. Erin echoed Steve's comments while adding that by taking it-an in [nature] 

that it allowed her to. get ''farth~r away." 

All of the participants mentioned that this sense pf freedom seemed to grow 

stron,ger- as the trip grew longer. In fact, the.re was .a strong reluctanc.e by some• of the 

participants to go home. 

Meg: 1 was kind of disappointed cause I didn't want it to end. IfI could haye done 

that for another month, I would have• hurt, but it would have been fun because l 

was outside, I was in the mountains1 and it was more re.laxed. Everything was so 



laid back out there.. It was great and l Loved that so I was a little dis:appointed 

when it ended. .(Interview one) 
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Erin: Everybody was. talking on the way back but it wasn't with the same 

exuberance as on the way them. Personally,. l didn't find it very enthusiastic and r 

didn't like it too .much because I liked it better when we were going. On the way 

there we were going somewhere important, but un the way back we were going 

home. Starting out, its like, oh we're ok, going to Jasper. We get to mis s school 

and we get. to do all this. _stuff. We were going ta go bike riding, hang out, and 

stuff Ori.the way back, it's like, oh it's done,. I'm going to go home to sleep. 

(Interview one,) 

"Somewhere different . . . tb be different" (see appendix A) 

Second t0 the desire of wanting to ''escape" their hom_e envimnment ,was the 

desire to try something new, something different This notion be.came quite evident on 

the very .first trip that was organized. In fact,. it was so evident that I made a personal 

note of it. 

I introduced. the trip to the students and their excitement was comforting.. I wasn' t 

sure what to ·expect as only-a. few of them have ever spent any time in the. 

mountains, while norte of them have ever been on a trip such as thfa. b.efor~. 

Amazingly, within two days. of handing out the initial permission letter, I have 24 

of a possible 26 letters. As any teacher will tell you, remarkable to say the least. 

The reason behind the excit~ment many of them tell me is as simple-as not having 
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do11e anything li.ke it before. f can't help wondering if they really know what they 

have just signed up for:. (Trip one joUU1al) 

During our con\'.e.r:sations the participants and I talked about this notion of 

understanding what is w~s that they had signed up for. Similc)f to the "escape" theme, the 

participants ident.ified the ''novelty" oft.he experience in a number of different ways. For 

Steve the trip provided an opp0rtunity to go somewhere different in order to be differ.ent. 

S.teve: For me, it was a ohance, to be, in a d_ifferent ·school atmosphere, it'·s still in 

school, b'ut it's a different atmosphere away from certain parts ofbe-ing at school. 

GEF: Was that important to you1 

Steve: lt was, it was just a different-experi~nce_ because people are a little hit 

different when they.'re outside of the· .school atmosphere. 

GEF: How so? 

'Steve: They do different things~ they talk to different people I guess. It'-s not as 

restricting when you're away. 

o·EF: Are you different outside. of school? Were you different on the trip? 

Steve: Jam· and I'm sure I was. I talked to more people. I talked to different 

people. (Interview two) 

The "npvdty" of the ex perience-also provided an opportunityto .break up ·what 

the teens referred to as their boring everyday lives. Although all of tb~ participants were 

involved in numerous activities both in an. out.of school, the n.otion of boring, being 

bored with who- they are and what they do became more and more apparent. Mario went 

as fat as suggesting that being anywhere and doing anything .different will naturally lead 

.to some type of personal impact. 
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Mario: I don' t think tha,t it matt~rs· where you are just as. loqg as it's not close to 

_your everyday li:ving. [fit loo.ks or appears similar to. what you see ·everyday~ 

then it's not thatbig of.an impact on you, the whole aspect of the trip. ff you're 

anywhere else., anywhere with sand or. what.ever, something that you don't see 

everyday, anything .you don't experience everyday, it will have an impact on you. 

GEF: Why do~s .it have to be different? 

Mario: Because. people get in routines. The routine that, when .I drive to the end 

of the street there will be. a big· rock on my right, there'.sthis, there's that. When I 

know that when I get just outside ofmy town there's going to be a field, it's 

expeGted. You 're not expecting anything new when you are prese_nted with the 

environment that we ar:e in everyday. [On the trip] you don't see that everyday, 

seeing the mountains, it's something new, something fresh fro-m your so-called 

b0ring everyday Life. 

GEF: What about sc.hool? 

.Mario: For sure school is everyday environment. Everyday, you sit in this desk 

first period, you sit in that desk second period, and you do· everything the sq.file. 

You open up your books, teacher does attendance. the announce_ments are read, 

you do your work .sheet, you check your work. It's the same routine, you get in a 

routine. You wake op at a c.ertain time, you usually get out of the shower by the 

-same time, you eat, you catch the bus, ev~rything' s a set routine. 11 gets to a point 

where it's quite boring. There's nothing· fresh1 nothing new to excite your mind, 

to stimulate your mind, so td speak. (Interview two) 

Erin agreed that it was about breaking. routines, however, to her it was much more 
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of a perso_nal thing, 1'lt w.as about stepping out of my cdmfort zone.. Doing something 

different than I had ev.er done· before .. " When asked why she picked the trip to do 

somethin,g so "radical;', s.urprisingly she answe-red by stating that "the opportunity Just 

presented itself, i wasn't real~y lookir_lg for it to begin with. It was there, it was different 

and I thought why not.'' (Interview one) 

Meg_ also shared personal reasons for wanting to do something different. For 

Meg, however, it wasn't as much about being out of her comfort zone as iJ was about 

being in ~ different type of comfort zone. As a competitive swimmer) Meg has spent 

coundess hours in the pool with little time to do anything els~ as she admits. Se".eral 

months before the trip was presented to her, Meg had the opporturiity to read a story uf 

this coup)(:: that had trave.led across Europe on bicycles·. Although amazed by th~ir 

accomplishment, Meg .was.far more 'impressed by the novelty Qf the activity. ''Riding 

your bike i'n the mountains, up and down those massive hills, how hard would that be." 

" When I heard wwit we were going to: do on our trip I thought immediately sign me µp l'·' 

"I looked at it as a jumping off point~ you know like do this now and lat.er cycle Europe 

and then eventually cycle the whok world that would be rny kind of dream:" (Interview 

one) 

All four of the p-articipants indicated throughout our conversations that they tend 

to look for different things to do on a regular basis,. All of them suggested that this was a 

natural thing to do for teenagers. "Even the busiest ofall teens would call theirlife 

boring if they weren~t doing new stuff all.Qfthe time," commented Mario, "Teenagers 

want to do different stuff, it adds to our independe_nce," suggested Meg. 
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"Been: riding -... . but nof like this-'' (see appendix A} 

Inhere·nt .in most all adventure programs, is the notion of challenge·. This: notion is 

embe.dde:d in the-very activitie.s associated with adventure experiences, baokpacking, 

hiking, cl.@bi.ng1 and mountain. biking. As sue!\, o~ aciventµr~ experiet1pes c~.rta.ioly 

invited; and freque.nt'ly demanded, high ltvels-of challenge: and/or risk. Ewert {l 989) 

suggests that often ·participants who choose to take part in an adventure outing may or 

may not antic1pate. the amount of physical and mental energy that they will be required to . . 

expend if they are to ·experience .success. However, onc.e the adventure be:gins they are 

soon confr-onted with this realization, as was the-case, with the ·participants of this study. 

Y~ars ~g0:, I begat1 ptanniog a-qv~n,ture ~)5._perie.o~es tmde.r: tbt impression that the 

very choice of each teen 10 participate in a program such as· the ones we were oJferi.ng 

indicated at least some. desire. for challenging social and physkal activities in t.l'ie 

outdoors. The in-cJas.s preparation .done by the _stl!1dents al\\'.i:3.YS s~ei:ned to support tb,is 

Jiotrdri. Duri-n:g OllT (nterviews, however", l quickly learned that altho.ugh this notion of 

challenge was ·important to them, they _really had no idea what to expect. This became 

part.icularly evident by .several comments made beginning With Ma.rto. "l dtdn' t realize it 

until we did it. But I really didn't thhtl<, it Wduld he that hard I guess. In my mind, I knew 

my body s.ize -could tak.e it- but l leame-d that it was much different. No, really, l just 

thpughf it would b~ a, coupie of days ofr school and to go out and ha_ve ~ " E.r:in added, 

as ·mentioned previously, "even. on the way there I had no idea what kind of ch..allenge 

this trip was going to be.,,. 

Ail of the participants agreed that their realization oc.curr¢d during th~t ffrst 

morning, ' 'The first thing that hit me was. the physical aspect/ ' comm~nted Steve. •~rhad 
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been riding my mountain bike-in preparation for our ~p but not like this." Throughoµt 

our conversations Meg mentioned what gre~t physical shape she was in but noted that :on 

that first morning "l was pushed to the max!" Erin agreed with being pushed hard but 

was more much explicit in her description as was Mario. 

Erin: Um, that first morning, well, I was [feeling] pretty optimistic when we first 

got our bikes. We were ridirig around "in the parking lot [ and [ figured] oh this is 

going to be great. This w.ilJ be fine,; I'll be great. A.nd then, we actually left. We 

got to that first really big hill and l was like, ob my goodness; this is not going to 

he anywhere ne.ar as easy as I thought (t would_ be. r kept thinking. oh my gosh,. 

this hurts. After that fust hill, I think I pretty much lost my optimism. After that, 

it was lik~; this is going. to be tough. (Interview one.) 

Mario~ Everyone was having fun. '[We] didn't know what to expect. On the way 

up to the lake the.-first day,_ about halfway, I was truly thinking in my mind; I ' m 

not coming dawn. This is so hard for me, I'm so swpr'is~d .. .. '(hey can go .. . 

I'm dog-tired. I'm not [going] back down. (Interview one) 

Along· with the-physical realization of that morning, the participants also 

discussed the mental or emotional chall_~nge that. occurred as a result. Steye's comments 

during interview two seems to best describe· the attitude held by the four participants. 

' '"Mentally,. it was a difficult challenge to keep going that first morning caus.e _you 

knew how much was. still ahead of you knowing th<;tt_ you _had just start~d. At the 

beginning you felt as tbol,lgh you. [were] getting yourself deeper and deeper . , . 
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Mentally cause you know yo:u are just starting the challeng_e it's .not even dose to 

ov.er yet. 

It was .suggested by the participant's, fndividually, that everyone dealt with this 

challenge throughout his or her trip. Mario commented, "Thinking that much, it just 

wares you down." Worrying.about self•confidence,aecidents, injury, friends, what 

others. i:nay be thil)ki:ng, and finishing were. all highli_gbted by the. participants. On top of 

that, they suggested further4 you had to ke€p moving wh_e_n ·every muscle in your bpdy 

was aching. "To ·this day,_ I atn not sure which one was· more difficult1 th.e physical or the 

m~ptai challenge, or the both ofthem together." (Mario, interview two.) 

From the testimonies m.entioned above one might think that this theme of 

challenge. held a negative connotation to the students~ however; this-was, not the case. 

The 'importai:i.ce ofchaJJenge to the partic;ip3.Ilts was .featured by .its prominent role in the· 

plot line of the stori.es, which they told their classmates and .m.e. No., not all stories 

included a challenge, but the· re-occ'O.rrence of events i.n whJch the .participants had to 

o.verqome this or that w~s evident. Stories, e.ven during the interviews, of '1how L had to 

deal with .or overcome that," underline the importance the participants felt towards this 

notiqn of chaHenge. 

A.s DeLay (1996a) suggest~ in.h.is r~se~c_h, GhaUenge implies something that is 

hard. It also: implies. some -success. Without some sort of accomplishmynt then~ was not 

a sense that a challenge had be.en: well met. The four participants considered their 

challenge a highlight of the trip. All four expressed a sense of"pride'' for having 

completed their adventure. 
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Meg: I was slightly surprised. 1 [thought] wow you ·cycled 240 km. l th.ink that'·s 

amazing .. J was kind of wishing I could do it again just .cause you were on that 

h.igh that you have done it ... .I didn't re.ally·want to go back because that meant 

school but I was happy to go home and [teil] my friends and everything like that 

but at the same time. I could have stayed, it was great out there. (lnterview two) 

Steve: Before the trip I had just .started getting into mountain biking and things 

like th.at and [the trip] thatjustkind ofboo-sted it, boosted it up to a level where I 

now know what I can do ... looJ<:ing back on that nothing else really cotnpares to 

it and it's not as big of a challenge, so 1 just shrug it off and do it. Pretty happy 

with myself that 1 had done that and l_ike I said looking forward to th~ next test 

(Interview ·two) 

Erin: I did something 1 wouldn't normally do. I did something that \1/as out ·of my 

comfort wne. You know, 1t Wa.$n't s·ome.thing that I would take on without being 

·motivated somehow. 'Itwa:sn't -something l would do just .for the fun of it. But I 

still did it, and 'that does something to me like I aceomplishe.d something that 

more people thought that 1 wouldn't do or cou:ldn't do. (lntervi'ew one) 

Mario.: [It was a] once in a lifetime opportunity. [ couldn't wait to tell my friends 

that you should have been there. We had an absolute bl~t. Um, saying. how 

tough it was, saying pow nice it was sitting 'in the hot springs.:eve.rything I did. I 

did some good things! (Interview-one) 
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The relationship between challenge, accomplishment, and the highlights .the 

participants recalled indicates the importance of challenge· to the overa.11 adventure 

experience. In fact,. all of the participa.Q.ts agreed that tt nad to be difficult in order for it 

to be effective by their account. Also, Meg, .Mario,. and Steve suggested that it should be 

"tougher" the next time and that they were ready to go. 

Familiarj1y with and comfort doing (see appendix A) 

Synonymous with adventure experiences are the activities 'that are often used. 

Backpacking, rbck climbing, caving, cycling, white water rafting, etc., have frequently 

been mentioned by participants as one of the draws· or'highlights of their adventure 

experience. The participants of this study would agree that. the activitjes were a tnajot 

draw for them, however, not because of their novelty but rather because of the 

familiari.ty. 

AH of the partieipants mentioned during their interviews that they were very 

c.omfortable with the activities ( cycling and .hiting) ·slaled for their ad.venture. Meg 

mentioned a couple of times how she was looking forward to riding a bike again, 

something she had done a lot of when she• was younger but hadn't been on one for quite 

·sometime. Erin agreed that the bike was going to be fun and added that she was really 

looking forward to the hiking and climbing portion of her trip because it was something 

that she di'd "all the time and I'm good at it." 

Both Steve and Mario, on the other hand, mentioned that they both had spent a 

great deal of time riding and were lookin.g forward to taking it to the next level on -their 

trip. Comfortable with their previous level of riding profici_ency, the boys saw the 
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acti'vities as something that woutd help them over come the cha.ltenge as opposed to being 

a major part of it. i,An adventure trip was something new to me, but riding was not. I 

th.ink that itm.ade it .easier for me," commented .Mario. "Before the trip I had started 

mountain biking and things like that so I think that h~ving some experi~nce was good. lt 

definitely helped in my decision to go knowing that I cpuld do it," said Steve, 

Although there were several stories passed on to me during our conversations that 

included highlights of riding Op this hill and climbing up that rack face, for the mos:t part 

the acti_vities were seen as an important aspect before kaving for their adventure and no't 

so much during. The comforting activities soon became part of the adventure cha.llenge. 

A,pouple of the parti,cipants sugge.sted that the activities, similar to the environment 

discussed in the next -section, became kind of like-the aoversary as they grew physically 

tired and sore. On one hand it was about likirtg the activities:, and on the other it was a 

growi~g disdain for them. A.II of the participants did agree that the .contempt they felt for 

that short time during their trip did not come home with them and that "it was just when 

my butt hu.r:t,'1 suggested Meg. 

The hills, the seclu:sion (see appendix A) 

I belie:ve that it is safe- to suggest that when any adventure programmer prepares a 

st~dent-based trip in the natural world, he or she would hope that a de.veloping sens_e of 

the environment might occur. By environment I mean the natµr<).l world, caring_ for it, 

appredat~g it, using it to develop a connection between self and the land on which (me 

Jives. This hope. however, may pro:ve to be-difficult as Ewert (1989) and Delay (1996a) 

-suggest the 'importance attached to the physical challenges of adventure pursuits and the 
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perceptions and the relationship with th~ natural world. As Delay adds, ''The land may 
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be relegated to the background, the stage upon which the activities· occur. Furthermore,. 

the land might be seen as the adversary against which the participant might be testing hlm 

or herself' (p.74). 

To the participanis of this .study th~ environment, th:e mountain park, was s.een :as 

a .beautiful place in which they had to exert themselves nieritally and physicafly. When 

asked to discuss what they remembered about the environment of the trip,. unanimously 

they were all quick to answer "the hills." Mario went as far to suggest that the: hills 

were all cons.urning. 

The-hills. [ remember the hills. The point when you-'re looking up and you ' ce 

seeing how much hill ypu have lef,t. You're legs are already burnjng, you're 

breathing heavy and your artns ate aching. Your butt got sore after a while, you 

know you kind of had to stand up. No, it was physical for your whole body; they 

made it just an overall woJkout, .exhausticm. (Interview one) 

Meg agr~ed that the hills were all consuming and that i~ affected the. number of 

opportunities that she had to share-in some of the natural beauty. 

There, it was really prtrty. Butl I kind of regret things. There were key points 

that I remember, it was g9rgeous, it was beautiful artd il was all the different 

colors, but for the most part I was just looking at the road in front .of me. 1 mean_ 

going up the hifl, loo.king up the hill, looking ahead and then going down the hill 

you have to l(eep your eye on the road so you don't fall off. I kind of regret that I 

didn't see as much as I would have liked to. (Interview one) 
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Mario felt exactly the same as Meg, as he added further, "It was beautiful, just seeing the 

mountains, looking at the green grass, and the thicJc w0ods. But, most of the time, I had 

my head· burred and I was. going [riding]. When Erin and Steve were ~sked to ·comment 

on the hills) their re-plies were-as simple as "Th~ hills killed me!" 

The evenings proved to be slightly different for the participants as it was then that 

they said ¢.ey had more of an oppo"rtunity· to take in some of the natural beauty. Given 

the chance to sit down and relax, some, of the. participants agreed that they began to no.tice 

more things [ environment] around thertr. "I saw squirrels, and some deer," commented 

Erin. ·•'Yah, the sun s.etting on the mountains was c.ool [surreal), it looked like some kind 

of painting'' added Steve, Mario and Meg, on the othe.r: band~ simply commented that 

they didn't pay much attention to it then, as they were,just busy hanging out with 

ever.yon~. 

As difficult as the environment proved to be for the participants it was also agreed 

·unanimously that the mountain environment was an important backdrop for their trip. 

For each of them the bac~nund meant •s.omething slightly different, nonetheless, 

important ro each one. of them. 

Erin: No~ it mattered that we were in the mountains because . .it helped. Sure [ other 

places] would be m~ch flatter, be way easie.r to do. But, the fact that it was so. 

secluded, it was jus,t more peaceful. l know that it made it more re~l.. (In.t.erview 

one) 

Sieve: Lt j µst wouldn' t have been the smne without the mountains. You wouldn't 

have had the v-astne.ss of it bow big it was around yoµ~ Here, you are always here, 
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different than anywhere else. (Interview one) 
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Meg_: Yes, it was importapt.. It-added a definite degree ·of difficulty cause I mean 

you have these huge mountains .that you have to go over. You feel like you have 

just conquered something: You don't know what 'is around the next comer or you 

don't know what i·s at the bottom or top -of the next hill, something new 

e.v~rywhere. (Interview one) 

Mario·: I liked it becaus.e ·you:' re sed.uded, you' re in.new te.rritory, and it was 

almost like you were left alone. Someone ~ould be two feet ahe.ad of you 

pedaling his or her ass off but you were alone. You looked up, you saw them but 

you were alone. The environment was wonderful;. 1t was great just looking at the 

background and everything. It is important to express the fact .that you ·are quite 

alon,e, and how small you are cm;npared to everything around you. (Interview. 

one) 

Sharing, doing it together (see apJ:)endix A) 

The theme of adult interactions is so.mewhat of an anomaly when compared to 

that of the others. This theme did not emerge as prominently as the. rest~ rather it e'(olve.d 

slowly over the course-of our conversations. As the participants continued (o shar.e their 

stories of their adventure, more and more notic·eably the names of the adult leaders began 

to be mentioned. 

Steve shared a story about spending sometime with Mrs. Baxter and how she was 

"even cooler o_n the trip than she was at school.'' 
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Mrs. Adams, 1 ca:n remember riding. along side her one time when she was 

walking. for awhile and it was fun having a chat with her because-she was really 

supportive of me cat,1se she was talking about the things that she was going 

through, her challenges so 1 could relate to mine better to.o. (Interview two) 

Meg remembered chatting with me-on several different oc.casions and how "it was 

n;m_re, -than we. had the, opportunity to talk all year." She was happy to tell me about· the 

n1,1merous trips.her family tool<, her swim competitions, and even what school life was 

Hk~ for her. I can remember thinking, nwow, who is this kid? She is not the same shy 

kid that sat in my class all year." And while I was thinking how g]ad I was for those 

opportunities, during .our interviews Meg thru;iked me for the same thing. 

As Ute _theme became more evident to: Mario he was quick to add several more 

stories. of positive adult interactions. Of his. favorites was the opportunity for rum and me 

to ride back in search of one of his classmate's glasses. After a long grueling day of 

r iding Mari.o was still quick to offer to go with me ,sjmply for the opporturtity to r ide 

together. 

You and I hadn' t had much time on th~ trip to hang out together. As teacher and 

student I always felt like we were kind of friend.s. To me this was a great way to 

do something together. (Interview two) 

As with the other participants, Erin was. appreciative of the work done by the 

leaders. Moreover, she said that sh~ appreciated them on a tnuch different lev~_l than she 

ever had at school. 

Erin: Yes, f did, be.cause it means they are not being complete hypocrit1/s. about 

the whole thing. Sometimes, I'm not saying any of the gym teachers that are at 
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our school, but you know you see 011 TV this big fat old gym teacher that doesn' t 

do anything_,. if he Walked five blocks he; d have a he.art attack or so.meth:ing. and 

he's ~efling you to do all this stuff, - it's hypocritical. It's like why sho.uldJ have 

to i'f you can.'t? But youguy,s w~re doing-it .. ,Th.e :fact thattbey [the lead~~s] 

were there for us., and we thao.ght~ you know, they are doing. the same thing as we 

are. It made you see the.m more as here [ eq·ual] rather than a teacher. It's like we 

were on more eqaal tenns.: 

GEF: Tbat 's .a good thfng? 

Erin: Yes definitely, I totally think that it should be more like that. 

OEF; Do you think it chan,ged. the learnrng envimnment? 

Erin: It does,, definitely. I've had teachers that are you know, all ' high and 

mighty' and 'rm better that you because rm older' . Arid you kind of resent them 

and you don'twantto do what they're askir:1.g. You don't &~cause why should 

yo;u ff they' re going to be a big ass about 1t ,kind of thing. Whereas, if a teacher 

treats you like. a person, and actually legitimately thinks, answers your questions, 

and legitimately thinks about your idea_s and that. H m~e.s yoµ feeJ more vafu~d, 

and it makes you want to try harder. (Interview two) 

In addifian to being -appreciative oftheir leaders cluring their trip, the participants 

were, also grateful for another po:sitive adult interaction, the OpJ?ortunity to be invol'ved in 

the re·s.earch process. All Qf the participants agreed that the inte.rviews were see.n as a 

chance to think about, talk about; ,and remember .a very positive-moment in their lives 

with sQmeone who wa.s there. "The interviews allowed me _to rem~mber -so many of the 

little thlngs that I had forgoJten," said Mario.. Moreover the. inrerviews allowed .roe to the 
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opporturuty to re.call the accomplishment that I achieved, which was huge," stated Steve. 

Lastly, Erin believed that. be_ing involved in the interview process gave more meaning to 

the experience. "I fe.el more valued by being involved. I think the fact that you chose• me 

for this says you appreciate what I did and how I struggled·. My opinion has value above 

anything else." 

Supp.ort: New perceptions of self with others (see a;ppendix A) 

The social group was an •important part ofthe trip experieriee.. The interactions of 

the _participants with e.ach other influenced their adventure expedence both on and 

following their trip. Hanging out with friends, meeting n~w friends, and becoming better 

friends were recalled as highhghts during our convers:ations. Although the pai:ti~ipants 

recounted numerous stories of their adventure activities; 1t was the inter.act ions within the 

social group that were most important in valui'ng the experience. 

LO'oking back at their adventure, the participants all remembered how difficult 

that first morning was and how quickly they turned to others for emotional support. Meg 

recalled riding with a rather large .group for most of the first morning until she hooked up 

with Katrina. "I found Katnna on that first morning and that was it, we hung together for 

the entire trip." She continued to add, "Before the trip we were friends, but we weren't 

rea11y that close. Oh that first morning we quickly found out tha.t we needed ·each other 

for different reasons· and that was that.'' Similarly, Steve and Edn described how they 

turned ·to others as well. 

Erin: She [Trina] was in the back with me and we started tu get along really well. 

We were talking arid walking a lot of the times. We were talking and we got 
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really close in that little while and so naturafly we spent a lot mote time together 

after that, I don1t know she was just helping me out a lot like, Just bejng there and 

having someone to talk to . .. She was around and you know, it was-better foe me 

to have ·s.omeone around and she. was really sympath_eti_c. I just needed. someoQe 

to talk to cause I didn't really feel like being by myself. (Interview one) 

Steve: After we starte:d hanging out,.lots of times we were together, most of the 

ti.me, me, Khaleel and Morgan . . . •it was important [and] it was easier sometimes 

caµse you had them there for support and all ofus kind of got along with eadh 

other. 

GEF: What kind of support did you need? 

Steve; Just mental, the fact that they were there wi_th rn~ and they were not going 

to go way up ahead. and le~ve. me behind. Also, I didn' t want to slow them down 

so it also pushed me even more. 

Mario also found a need for support on that first momfog, however, as he suggests· it was 

more about workin-g togetber as a larger group than it wa.s finding any one. person. 

That. fil'.sf morning was tough and for us it·was teamwork. We de~id~d to-start 

drafting a lot ofthe time. Everyone was working together .. When you got into 

that lead position where it was mucb. harder than when you were [in] back, you 

felt that you had responsibility to ride as hard as you could for your time, then you 

got tQ relax While it was the next persons tir_ne. Everyone did [his or hel'.] share to 

make it, I guess, enjoyable; make it a little easier for everyone. (Interview one) 
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This notion of'~mak.ing it easier for .everyone" as mentioned by Mario, .emerged 

as .a sooial-sub theme. According to the participants, people who were on the trip acted in 

ways that they would rtot act :at home, "they were nfoer," suggested Mario. Sieve added: 

"They definitely showed more respect towards each other. Everyone-was more 

.generous then ever. Eyeryone was,. "Ya, I'll ge,t th.is,' '·'No, t'U get it," ot 'No·, I'll 

do that for you,. and.so on.;' Every.one was willing to do _thi_ngs, even.though 

everyone was· exhausted. Everyone was looking forward to pitching in and doing 

their share.'' (Interview one) 

Eri'n added, " Kids were less worried about impressing each other.,, "The trip became 

more about helping each other than i_t W?S atout .competition." ' 'l know for me/ 

suggested Meg,_'"! was trying to help Katrina. If I wanted to keep up to the leaders I 

coul.d have, but it wasn't about that." Mario agreed that it wasn't about that, or at least 

that's bow it became. 

At first; it was :a competition I wanted to s.ee where I would finish. But.,_ the more 

time I spent ri,ding with different .people the cooler th~t became. Pretty soo11 it 

was much mote about hanging out than where you fintshed. Sure·, maybe some of 

the guys bugged each other about not being first, hut it was nothing like back 

home. It was really about.helping people out like Vanessa and Michelle. 

(Interview one) 

Sev.eraJ d~ys into thei'r trips, the participants noted that a kind of clos,eness, .a 

"bond" if you will, was-beginning.to form. Whether it was because of needing each 

other, watlting to be nice to each other, or simply because they were just one big group, 
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the social struc.ture.s that the participants were used to at school were slowly beginning to 

dissolve. Steve was quick to add in his first interview that this was a good thfng. 

Steve: It was a lot friendlier atmo_sphere than at school. b~cause there weren't the 

big clicks. There was usually just one big~ one big click I guess, and it was just 

all together. You kind ofhurrg out with different people because there weren't the 

separations between the groups ... Socially things were much.more different on 

the trip than at school. 

G:EF: In your opinion for the good or for the bad? 

Steve: For the gt>0d for me. 1 enjoyed it a lot more 

GEF: Why? 

Steve: I think it was better because we were more of a group, we were. a tighter· 

group an<!i like I said we·were closer because we were able to get out outs.id~ of 

the clicks and Just talk as people .and that made it seem a little bit friendli_et 1 

guess. 

During his interviews, Marte agreed whole,.heartedly with Steve, but made sure to add 

that this big group meant everyone·including different people and genders. 

Mario: Boys, girls .everyone hung out with everyone, so I mean: it was all one big 

group. 

GEF: Did that s,ort of create some type of bond? 

Mario: It did. The fact that people I don' t normally talk to, I was talking to, so it 

had to be cJo.ing something I guess. I gues•s that' s all I can Sai, I was• talking to 

people I don' t n·orrnally hang out with ... But it wasn't a consciou~ thought, "Hey 

we're doing the same here so all of a sudden you',re okay, you're kind of cool. " 
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I .guess people, even myseff..yo_u don't say, "Oh that person's a perd." But you 

know that they may not be so called "cool" so ta ~peak. When y0u are on the trip 

and even though they may not be so "cool". Who care,? Why does it matter? I 

had just as much fun with the p:eople who were npf ~'cool" as the ·people who were 

"cool'' in everyone's eyes. We're not all that diverse from each othe.r. (Interview 

one) 

While Meg agreed with Steve and Mario that on the trips participants willingly Started to 

dissolve ex.is,ting school social structJ._ir~s, Erin pointed out that this was not necessarily 

the whole truth. 

GEF: So, 0n the trip, what did you think of the social groups? 

Erin: There was .less, but it was-still thei:e like to some extent. A lot of people 

were kind of blending, but there were a few that weren't. '(hey wouldn't blend 

with you, but there was a lot that would. 

GEF: Why the change? 

Erin: Well; the school environment, kind of; cultures that kind of qukkines'S. 

Whereas, just being out there, well, its only [24] kids and they all have something 

in common cause we're all on this trip. Ct wasn't so much clicky, as I said, there 

still was but it wasn't too bad. 

GEF: On the trip. , , 

Erin: I fo.urtd fr.tends· in a lot of people that I wouldn't have expected. l became 

friends with a lot of people. Some .. of my friends, we! I, acquaintances more,, I saw 

them in a different l1ight. It totally made. rne realize that they didn't really care 

about me, it was more about them. Like, for instance, the people that I became 
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friends with, they were sticking_ with nie. They were helping me, and twas 

helpi•ng them. We were all kind of in the :same boat. Tb~ people that [were] not in 

the same boat, they were having a difficult' time as well. They weren't taking it 

very well. They were being me.an and spiteful. Like blaming everyone but himself 

or herself for their own problems kind of thing. (Interview on..e) 

Although Erin di~agreed to the degree in which the group came together, she did1 

nonetheless, see a significant difference between the social structures on the trip and at 

school. "The group did come together, but maybe [long pause] morn so for the boys than 

the girls.'" One of the big differences that she suggested was the difference between how 

the _girls acted in comparison to the guys·. Both Meg and Erin agreed that the girls tended 

to be· much more difficult to get along with than their cow1teryarts. Meg1s comments in 

interview one clearly highli_ght this .notio.n. 

GEF~ What was the difference? 

Meg: Boys are just boys, 1 don' t know they had their steak and their eggs, I don' t 

know they were lax and lrud back like th~ girls should have been. 

QEF: Why? 

Meg: Cause they didn't have to deal with the whole, I'm not saying that r was a 

part of1t, but I mean guys get along a lot easier than gids do. I would rather bang 

out with guys than girls cause the girls are so, everything means something y'ou 

know and everything has a symbol or subtext or something some underlying 

meaning to everything, whereas with guys it' s what you.say is what you get l 

mean they are going to take it at face value ... [The] girls; the. whole meaning of 

the trip w~ shadowed by some conflict or something that was going o·n. With the 
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guys they were in 1t, they were living it. Whereas the. girls, its· like what's, she 

doing, where is she, keep track on whose where and who is talking to whom. 

·When this notion was presented lo both 'Mario and Steve, boch of them displayed the kind 

of lax and laid back reaction that Meg had des•cribed earlier. Both of the boys reported 

having seen no dif(erence between boys· dr girls on the trip. In fact, Mario's c·omment 

was "Didn' t everyone just have fun?" 

To this day. the social interactions of their trip remain as the main hi·ghlighl of 

their adventure experience. Not unlike any other group, the participants did mention that 

at times there was tension and fighting, however, the overall closeness of everyone was 

st_i)J seen as a highlight Once home; t'be. participants commented that although th_e bonds 

created on the trip still existed and e~dst to this day,. the opportunity to share in them has 

all but disappeared 

The Relationships 

Up to this point in the chapter the. discussion of self-perception them.es has been 

mainly des.criptiv.e with a focus on reporting participants' interpretations. This has be.en 

done purposefully as my aim was to presertt the themes as perceived by the participants. 

As each theme emerged from within the stories that the. participants were telling me and 

were subsequent) y di•s¢ussed, relationships between them be·came more evident The 

participants' collective responses from ·our conversations support this notion. Based upon 

these. relationships, thr~e components; the personal, the social, and the contextual, as 

outlined in figµre 3 (p. 70), have been identified as sharing an intercorurected.ness. From 

interpretations made from otrr conversations, the following section will .attempt to 

describe these relationships. 
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The Relationships Among Components 

From the collection of stories that I heard throughout their interviews, the 

participants seem to suggest that while on their adventure the personal and socfal 

components of their e~perience w~r~ impacted gi;e.atly by t,he conte~wal qq01ponent. The 

contex~l component ( challenge, e.nvironment, and ac.tivifies) provided the structure . . 

th.rough which everything else occurred. There is, however a relationship w0rth 

mentioning that starts as immediate as the-trip begins. 

Mere moments into my conversations with the participants it was more than 

evident that the catalyst for self-perception change occurred as .a result of novelty and 

escape. Garst, Scheider, a.o.d Baker (2.001) sl,lggest from their work th_at the novel outdoor 

context introduces a sense of partiejpant equality and I .agree, but for a different reason. 

In their work, although par,ticipants came from various ethnic, socioeconomio, and 

neighborhood s.oc.ial group$, they were placed iut◊ a -situation where everyone was 

essentially equal.during the ·trif While my partioipants· alsa came from these various 

groups, t_hey did,. however, all come from the same school. Being so, a social structure 

and its norms previously existed, thus placing partiGipants into a ·sense of order based 

upon their school experience. Nonetheless, .equality did re.sulf as participants: suggested 

that because of the novel experience and the opportunity to escape the confines of thefr 

.home environment, unlike-at school, they all shared the same desire- they all had the 

same· goal in mind. It is tbis goal .that allowed a sense· of equality• to occur thus creati.ng 

interplay between the personal and social component almost OJJ departure for their 

adventure, 
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The challenge of their trip the duration .and intensity .of it:, without a doubt 

influenced behavior'change. The sheer demands placed on them physically, to cover 

great distances in adverse. cond'it(ons, seems to have made the participants more 

responsible. for themselves and more dependent upon one another. 8y .relying on ea.ch 

other so strongly throughout each day to overcome a wide variety of physical and 

~motional stresses, the participants began to develop sJrong peer relatio.nsb:ips that did not 

e.xist prior to their trip even thougb they were cla.ssmates. These newfound rel.ationships 

were most evident at the end tif each day's activities as participants continued to spend 

tim:e together, talking, laughing, and simply being within close-prox•imity io each other at 

all times. By soci.ally interacting on an almost constant bas:is for five d.ays in a variety of 

·novel situations, all of the participants agreed that it he1ped enhance peer appreciation, 

respect, and teamwork. My journals and interview tr~scripts are filled with many 

examples of how each of them developed closer relationshjps with people because they 

had to the opportunity to see -a differe.nt side of them_. 

The structure of their trips also provided the opportunity for .the partidpru1ts to see 

a different side to themselves. With the incorporation of srnall groups ( chosen at random 

during class time) for many of the challenges that the participants faced, a funher sense 

of gfoup dependehcy occurred. Equality and interdependency appeared to impact t.he 

participants' socialization and the degree to which they felt peer acc,eptance. On their trip 

everyone was responsible for their share of the work, whether it was a physical activity or 

a camp responsibility, and at no time was anyone tre_ated more importantly than anyone 

else including the trip leaders. As a result, participants. appeared lo place more 

importance on the groups' ne~s rather' than their own needs -and became much more 
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tolerant of each other's differenc;es. Overall, the group became the focus as p.eople were 

seen: as sharing an experience rather than just having one. 

This sharing of an experience spawned a constant interplay between the two 

components, the personal and the-social, relevant to the needs of the participant. Each 

participant of this study suggested that it was a personaJ choice for wanting, to go~ the 

personal choice brought them together as a group, the group helped them discover .much 

mo_re about themselves and each.other; and the context made all of it possible. 

Unanimously, the. participants agreed that the relationship among the three components 

was in part responsible for .the impact that their· trip had on them. 

_What Their Trip Means Now! 

By identifying and exploring the qualities of the adve.nture experieoce that impact 

s.elf-perc·eption, my au;n was to develop an. understanding of what the. experience might 

have meant to each participant Clearly, ea~h participant rettm;ied home different than 

before his or her adventure experience. All participants indicated that their trip was. seen 

as having a positive impact on them. 

Upon returning home; each participant brought back with them. a different 

construction of him or herself. Their trip had an impact on them, but what was. it? 

Furthem10re, does this impact still remain today? ls it as prominent as it was upon their 

return? Or, has it all been forgotten? In th~ nex_t chapter I would like to explore further­

the impacts oftheir.expe.r'ience and what it all means to them now. 
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CHAPTER SIX 
WHAT THE EXPERIENCE MEANS NOW-COMING HOME 

For years I have-been talcing yoµng people on outdoor adventure experiences with 

hopes of helping them see a different side to: physical education, as well -as, themselves. 

My aim started off as simple as wanling to provide a. different venue in which to 

participate physically, however, it bas evolved into a much mo.re hotistic eve.rrt. Each 

time that r take stud~nts out on an adventure trip• I see and hear them testify to being 

stretched in their entii;ety as thinking, feeling, physical, emotiQnal, spiritual, and social 

beings. Coming home they are different, better for the expedence but what happens 

next? 

This qu~stion of whether or not program impacts triµisfer to the participant s 

home environment ha:s contributed to the uncertainty of outdoor advenfure program 

evaluation for quite some time. Changes that occur during outdoor- adventure pr.ogram 

partidpadon :might not be sustained when the individual returns to his or he_r home 

env.ironment (Pommier & Witt, 199.5). Davis, Ray, and Sayles; (1995) suggest, "The 

nature of the [adventur.eJ experience, although impactful, is a small intervention in the 

course of a yoWlg person's life, and does not necessarily translate j11to measurab.l.e 

differences and concrete behaviors'' (p.44 7). The participants of this S"fudy, however, 

along with -the likes of others (Garst, Scheider-, and Baker, 2001; Neill and Richards, 

1998; DeLay 1996a; Ewert, 1989) including myself would strongly suggest otherwise, 

Each participant of this study has indicated ,fuat to some degree the impac.ts that they 

received from their advennrre experience still continue today. The. degree, in which the 

impacts remain, according to the participants, d~pends as much on the individu.al as it 

does their home environment. 



100 

Ibegan this study hoping to expJore tbefong-terrn effecls of adventure 

exp,eriences. As the project evolved I became much more fascinated by how the 

partioipant-s were constructing new knowledge of themselves, ofuer_s, and their 

environment and how this ne\1/ knowledge might then influ~nce or effect them at ho:me. 

This chapter will begin with their voices. Then this ohapte.r will discuss the development 

of this "different self' as suggested by the participants. Next, it will summarize what the 

trip has since meant to them. Lastly, it will conclude with a discussion of adventure 

programming with reconuuendations aimed towa.rd promoting effective. programs that 

can be included within a physic.al education curriculum. 

The Participants' Perception Of What Their Trip Means Now! 

What follows are the final four narratives from the _participants perspective on_ t_he 

impacts from their adventure exp~rienGe. 

Meg: 

As I have said throughout this imerview process, the. trip was a memorable 

exp~rience for me. I went there [to the mountains] with strong personal goals of 

challenging myself ph5'sica:Uy and instead I came home with many .stro,ng friendships. 

Hanging out with Katrina and the others became more important than anything else. The 

peopJ~ on the trip became so important to me-; they are what made the experience so 

memorable. 

Today, I am much. more comfortable with people than I ever have been. Now, 

I'm sure ihat some of it. has to .do with maturity, but I know that a lot of it I the change J 

started with the bike .trip, I would say that on a scale of one to a hundred, J .sti.ll keep to 
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myself 80% percent.ofthe t(me1 but to me that 2_0% is huge. I am much more open to 

meeting new people, hanging out with .different pe.ople, and going places that I might not 

know anyone than ever before. 

The trip taught me that people are d1fferent truml thought. I remember that .for 5 

day~. we-did absolutely everything_ together and at no time did I feel uncomfortable. We 

laughe.d, sang, and constantly joked around. To this day. I can sti1l remember the 

disappointment I felt when it wa,s time to come home. I could hav~ stayed out there 

forever: (Interview three) 

Steve-: 

For me the trip was about confidence. It just gives me confidence when I look at 

all of the big challenges that I overcame. I can remember starting: out afraid of wanting to 

go;. I didn't think that I could do it But_,_ as th!'! trip went on and I continued to do it, 

along with the help from _my friends, I could feel myself growing more confident each 

day. As I arrived home,. I was totally _p.umped with excitement. I couldn't wait to tell 

everyone what l had just accomplished. 

Today, 1 still use the trip to nelp me out. Since going th~re bas been a lot of 

different fimes but the-one that stari.ds out the most is when. I went ro Mexico with friends 

and that w.as a big t,ask, I wasn't sure I could do it. Btitf I. looked at other things r had 

done since [including] the-bike trip and. decided to go and represent my church. Y ah, it 

was kind of weird leaving everythitig here. td go to live in a tent in Mexico for 3 weeks, 

paint ·a church, an_d basically do anything and everything with the same guys day in and 

day out,, but !knew tha~ I could get through it. I purposefully thought about the trip and 
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thought about the differeni challenges that I had done. on the trip and that [Mexico] didn ' t 

'.seem ·as. big of deal when comparing the• two. 

I learned a whole bunch of things [from the trip] but mostly the strength 

[confidence] because H made me feel better about mys.elf. Also, it was fun times. r 

remember some of the fun experi'ence:s with frfonds on the trip and some of the 

challenges that we went through. We stuck in there and kept on going and that has 

become our motto. To.day, we go snowboarding, bihng,. and do tons of other challenging 

things always trying•to push oursdve.s like we did before, All nfus have come-so far 

[Steve and his immediate friends]! (Interview two & thre.e) 

For me the trip was never about the physical aspect_, .I simp1y went because 

eve.ryone else was going and it was a good chance to get away. In fact; if I. had 

·understood tha:t the trip was to b-e-as difficult as it was, I probably wouldn't have done it 

in the first place. Having gone, [h_oweve.r], I really learned that I am far more capable 

physical1y than I ever thought possible. When I look back, it is still hard for me to 

believe that I •di:d all that. Although I haven't looked for a similar experience since the 

trip•, I have started exercising regularly. ls it'because of the trip, I .don't know for sure? I 

can say that it did give me .the confidence to get started, thinking that if I can do that trip, 

I can q'efinitely do this. 

As, far as taking anything else positive from the tr:ip that's difficult for me to say. 

So much of the trip was lost for me the second that I got home,. ( can remember walking 

in the door so proud of myself, excited by wh.at I had.just done, 1 couldn.1t wait to tell my 
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parents. But, as l did 1 could see that they didn ' t get it. Sure, they gave me .th~ usual 

stuff like, "oh honey~ we are proud o.f'you! '' But, they didn't mean it or if they .did they 

didn' t .know what they were talking about. As I have gotten older, I guess I understand a 

little better that it would be hard for anyone to understand what I had gone through unless 

·they themselves had done it I guess I was ju.st mad that no one was getti.~g_ me. My 

frieods at the time were the same way. ·They were like_, "oh, sounds cool'! ,' Cool, do they 

how hard it was, of·course they couldn' t. 

Since the trip I have stay:ed friends with a few of the o.the.r [participants]. Really, 

it was the people that made everything worthwbtle. As we h_ave talked about it during 

our interviews, people on the trip were really different than at home. I miss that. 

Everyone got along .so well, well aJmostev ery·one. There were a few who really showed 

their true colors. I can still remem_ber how ,s_urprised everyone was when the·two giris-(no 

need to name names) really started wigging out. Everyone else. though was great. 

especially T. J. Rec.ently, him -and fhave started going out. 1t 's amazingh.ow much we 

have talked about the trip over the l~st litfJ_e while. I told h im that you and I were doing 

these interviews and he was very curious about it all. It has really helped me to talk 

about the trip with him. (hlterview three) 

Mario: 

This trip was a blast, amazing, I had such a wonderful time, and it Was such a 

positive experience for me. Today,, I am sfill able to remember. so many things because l 

.kind of, l gi:-asped everything. Do you understand? That I like ... So many thingS' 

happen:ed yet the fact that l'm able to remember them is because it was such a good titne. 
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good time that it just stands out 
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If I had to' narrow it down for you, I think that what I learned was perseverance. 

How you have t.o push; you have to have goals throughout your whole. life and to reach 

thos~· goals builds: your confidence so you c.an reach that next. go.al. I actually learned 

ho~ to do that, fo work hard, how to adapt1 and how to get along better with people. I 

al ways thought that I was good with like that stuff yet I I.earned more. For ex·anip.le, 

people that we might think are:different aren't really different from us, We're not all that 

diverse from each other. 

Looking back, 1 never knew how rewarding it was going to be and how it was 

going to he.Ip me along the way but it has. f think that it has helped me the most. with my 

physical -acri vitl~s. I .know that I use it with hockey a lot. Whenever we are training or i_n 

a difficult situation I tend to look hac.k a.t th~ trip for help . . It was· so tough that it mak.e·s a 

fot of 0th.er things, seem much easier. For example, l thought about it when I was bike­

.riding with my buddy. We rode down to Sunridge fro.m here [home, approximately 20 

km}. And when I was riding from hete, once .again, all that went through my head was 

tbe leadership trip. r was thinking, ''Come on this isn't a,s tough. as what you've gone 

through b~fore_!n So, I .kind of think about it a lot and I'm sure .that it will stay with me 

forever. I'm sure that I' ll feed off of it my whole life,. {Interview two & three) 

I'm Different Now! 

Th~ participants of this study came home from their adventure experience 

different than before having gone. Now, this may se.em a rather obvious· understanding 

that with any .educational program something will be· taught •and something will be 
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learned, and it is. important to state at the outset that the participants. came horne with an 

improved (more positive) self-perception of themselves. Obviously, these ·cbanges in 

self-perception occurred differently for each participant as their trip represented 

something unique. to ·each of them. N_evertheless, each participant agreed that they came 

home with a different worldview. This view now .includes the notion that they are 

different, others are different, and the environment in which they live is different,.. 

In the last chapter, self-perception themes were addressed. Much of what was 

talked about was how the participants felt different bec.ause that place (their trip) allowed 

them to be different- There,. it was new; it was.a chance to get away. It was a place to be 

free,. yet challenged. People-were seen as being nicer, friendlier, even the adults. Most of 

all, it was a place that was 1:J1)familiar, different fro·m what they were used to. As such, 

Ewert ( 1989) and DeLay (1996a) su·ggest that .because that place was unfamiliar 1t had 

attraction; it provided to .each of them the comfort in which to explore. 

Throughout the last chapter the teens tended to explore this plac.e (tb~ir trip) 

relative to wbat thing~ were. like. at home. Each participant tended to say th.at particular 

aspects of this place were better .. According to constructivist understandi11gs of the way 

people know and learn, individuals categorize new experience in the light of prior 

experience,(Vygotsky, 1978; Robertson, 1994; V.on 0-lasseifeld, 1995; DeLay, I 996-a). 

Home, meanin&. the more than just th~ir residence, was constantly compared to where 

they were. The differences between the two environments were now obvious to the 

participants as they ultimately developed a different "sense of place." 
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Sense of Place 

Without ques,tion, the ·desire to ''get awat' was equally strong among each 

participant. This need or·.desfre, I am sure, has been felt by all teenagers at so·me point or 

another as adolescents are consumed with trying to find out who they are and where-they 

fit in (IJarter, 2001). ln essence~ wbanhey are searching for is what Kaplan and Kaplan 

(1982) refer to as their own "sense of place." &affan ( 1992) oharaoterized •sense of 

''place" as 'meaning a q_uality of space that lives in the minds and emotions of.people 

who live tb.ere" (p. 21). Porte_ous ( 1990) asserts that an individual's goal is to experience 

and understand the world, not j U:st gather facts about it Surveying the tesear0h. on 

environmental planning he-concludes .that instead of the over-constructed and safe 

playgrounds so popul<J.t now ln city parks ~hildren need "loose parts'' that they ~an 

modify and explore. Gallagher (1993) adds. that being involved and wanting to e,eplore 

an environment requires that it have complexity, containin& enough variety to make:it 

worth ..learning ap.qut, an.d mystt:,ry, tbe prospect of gajning more information about an 

environment. 

To the•teens· of this study, as well as-countless others that I have had the priv ilege 

of taking on aq.venlu;r~ e~perfonc.es, the novelty of these trips provides a wonderful 

opportunity for them lo seek out a "sense of place" that may help them to define 

themselves. According tb Kaplan and K~plan (19·82) humans need a relationship or 

affective bond with the land; it.is something that is innate in all of us. Perhaps, this i,s the 

reason that students offeno go willingly because it is an opportunity to "get away'' into 

the unknown arid back to what is known. For the participants it was an opportµnity to be 

fre_e. To be doing~ as they refer to as •~something OJ). m.y own and different than I 
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normally do." This alone was the first attraction to the experien~e. the desire to explore. 

This is the core of the notion of sense of place. 

DeLay (l_996a) states ' 'sense of place is connected with a sense of self'' (p.14), 

Beringer ( 1990) suggests that youth need to establish a sense of being, bas.ed fo a sense of 

place that encompasses both their locati'ori in the social scheme of things as well as a 

connection with particular places. On their adventure experienc.e the. opporturfity to, 

explore, according to the participants, occu_rred as a result of not what this d1fferent 

environment was, but rather what- is was not. The four of them repeatedly said that "th:is 

place" (their trip) was not likt at home. Here, on their trip,. they were not constrained by 

the same structures that they face on a daily basis. Particular attention during our 

i'nterviews. wa·s· given to that of school. On their trip the participants appreciated being 

away from what Dewey (I 93-8) refers to as "patterns of organization" (p.1·8). Not having 

.to deal with time:-schedules, schern-es of classification,. of examination and promotion, o( 

rules of order, and not to merition the social chaos -that link .the soho.ol halls together, was 

seen a.s a rel.ief, a se.nse· of fr~edom. He.re, the environment seemed to be meant just for 

them. Leaming and behaving was seen as being within their gras_p. The entir~-. ' . 

environment was .seen as one big school that they were actively involved in. 

Meaningful Learning 

One of the biggest changes in the participants' self-perception came as a result of 

learning through experience ( experiential -.education) within this place. Opposite• to what 

they often e_xp~rience at home, passively receiving information in hopes of one day 

applying what was just given to them, the partfoipants. appreciated b_eing fully engaged ·in 
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their learning. Gnne was. the notion of slalic learning6, as the participants appreciated 

being involved in what was being taught. As mentioned earlier, outdoor adventure 

.experiences:~most always invite, and freq·uently demand, high levels of student 

engagement. Participants who choose to take part in an adventure experience may or 

may not anticipate the amount of phys_ical and mental energy that they will be required to 

expend if t_lrey are t_o experience succes·s. However,. as in the case of th~se participants, 

once· they were on their expe,rience they were so.on confronted wi'th what the 

constructivists describe as "new knowledge'' (Vygotsky,_ 1978), ·skills, and attitudes, 

which they _had to quickly pro.cess and practice if they were to avoi"d failure. As in the 

participants' case,. the newly acquired information had to be applied immediately to real­

life situations, which to some degree involved a certain level of real or perceived risk. 

As Ewert ( 1989) e:xplains, "confronted with the rea:l pos_sibility ot' su_ccess and 

failure, the learning experi.enc.e oft~o takes on an element of excirement or- what has been 

referred to as optima! arousal_" (Fowler, 1966; Ellis, 1973) (p. 43 ). Students are engaged 

in the learning process becau·se it :is· perceived to have real meaning. This was 

particularly true of Steve and Erin who had little prior experience with athletic succ:ess. 

For both of the teens doing this novel activity and having some immediate sµcces-s 

provided a state, as they describe, of "e~phoria th.at fs hard to p.ut into words." As Erin 

described during interview two, " for the frrst time I was doing a physical activity and was 

quite proud of myself. I was completing the events just like everyone else. That was 

fun!" 

0
· Static L·earning-Dewey ( 1938) describes static learning as what is already incorporated in books and in 

the heads of elder~. I~ js essentially static and it is taught as a finished pro,duct, With little regard either to 
the ways in which it wa$ originally buiit up or to changes that will occur in the 'future. 



For Mario and Meg, both highly successful athletes in their own right, the real 

possibility of success and failure had a ·slightly different meaning. For both ·of them, 

there was little doubt in my mind that each of them would be able to handle their tasks 

physically, however, as Ewert (1989) suggests, "learning new skill.s, or applyfng old 

skills to new situations, -almost always involves some degree of dissonance. And it is 

normal for the .level of ~fissonance to increase as the, degree df risk increases" (p. 43). 

Back home each of them was highly -regarded, but what about here? Both Mario and 
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Meg mentioned during their interviews the question about how they were going to do 

relative to everyone else was always on their mind. It is what they have grown 

a~customed. to. Duri:n,g the trip, Mario remembered having thoughts like,. "will I be able 

to find the strength to get up that next hill, will I do as well as I normally do, and what ifl 

can't do it at all." Meg also echoed these same thoughts for a short time as she 

contemplated her "st.anding'' within the group. Thes.e fears, and many others, real and 

perceived, are part of the adventure experience. AB Ewe_rt ( l 9"89) adds, they are the 

source of dissonance, anxfoty, and doubt. But, beaten, they hold the prbmise of pride, 

satisfaction, and a renewed or expanded sense of self-efficacy :(Bandµra,. 1977). Just as in 

Erin and Steve's case, the feedback that they received from ·their .adventure experience 

was perceived as real, valued, bJJt more importantly- it was the same. All four participants 

came away from each day sharing similaf feelings of a:ccomplishment. 

Shared Le.arning 

At the end of each day, -any leader-who practices group reflection and/or sds µp 

his or her trip to include opportunities for trip partici"pants to share their day' s expedences 
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will tell you, I'm sure, that it rs the highlight of their adventure. On our adventure 

experiences it is this time that I enjoy the mast. More importantly, it is als() during this 

time that I begin to• observe the emergence of another underlying theme in this study, the 

notion that not only am I different, but -so too are others. 

As talked about previously, young people decide to participate in an ao.venture 

e~perience for .a yariety of reasons. Regardless of what tht:Y may be, it does preclude the 

possibility that they ma:y arrive at a common understanding of.that experience. 

According to DeLay (i996a) the very nature of adventure experiences is such that it can, 

and often does, have a kind of bonding effect on the participants.. Me.g, Erin, Steve, and 

Mario agreed that this became true as they continued to share their feelings of 

accomplishments, physical challenges,. and humorous e.vents. All of them agreed that by 

the end of their trip, their group had develop~d a shared understanding ofthetr 

experience. Moreover, they began to develop a different understanding of eaeh other. 

Thi·s new understanding of others was not achi~ved by the sharing of exper.ienc.es 

alone, but also emerged as a result of shared learning. Also known as cooperative 

learning, this behavim: pl_ayed a major role in the construction of oew meanings for the­

participants. 

When the teens began their ~dventure experience1 each one of them brnught with 

them an attitude that ·defll)ed the way in which they expected to behave in ~nd amongst 

their group. In the 1940's, Morton Deutsch, working with Lewin's theory of motivation, 

identified three possible behaviors: competiti_ve, individualistic, and cooperative. 

According to Ewert (l 989) trus rramework seems to accurately define the· range of 

behaviors that coul_d be expected in groups of young people on adventure experiences 
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who are given the opportunity to d~monstrate their superior strength, knowledge, or skill 

The first group se~s the ex;perience as a nrce, To them, the trip will produce-winners and 

losers·. The secon.d group views the opportunity to accomplish personal goals. that are in 

no way related to other meJi1bers of :their group. This person has no vision oJ needing to 

interac;t With group meml:>~r-s oilier th$ perhaps their initial friends. 

Fi;om my e~periences with the four participants, I can say without hesitation that 

they 'to_o fell into these C:ategories. Both. Meg and M~io began their tri_p with the attitude 

that they would probably finish first,. When we discussed this ·notion during our 

interv1ews together, both of them simply stated that they didn't know any different. 

"That"s they way I always do things" (Meg, interview one:;. Mario, interview one & two). 

For Erin and Steve, the trip was individµalistic. a:s each want(;Xf tQ simply achieve 

some personal goals that they had ◊uflined prior to going. "I never thought about 

,finishing first, l simply wanted to not have ta get off my bike if we were supposed to be 

riding," stated Steve during interview one, Likewise, Erin commented,. ''I never even 

th-oug}'it about competing. Me, against some of them, no way, no thanks! ''For me, it was· 

just about getting finished." 

Prior to goirig oil their adventure. experience, what the• teens did not comprehend, 

althc:.mgh there were many atte~pts to explain it to them, was that adventure ex,penences 

also demands that they consider the value of cooperaiive, ·e}Jorts. O.n_ their t_rip, when .each 

of them discovered, and each on·e did, the value of learning and. working tp-gethtrr, the 

whole dynamics of their trip changed for each one of them. All of them quickly 

discov.ered that people ai:en 't always the way that you Uiink they are. When some of the 

''jo·cks " helped Steve cook supper after a long d~y's: ti.de, he discovered that they were 
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''pretty cooJ guys!" When Mario offered to ride back to find someone's glasses that were 

left behind, others took notic.e that he was giving up top spot to help some.one. When 

Meg dragged Katrina up that hill they had an opporturuty to maj(e up that silly song that 

became the entire group's melody for the remaining days. When Erin stopped to hdp 

someone-who was struggling, the entire group talked abotit it in awe as Erin barely had 

the strength to take c.are of herself, never mind helping someone else. 

These few aneedotes are only the start of a .long lis.t of examples in which the 

·participants found themse.lves working and learning together. With each passing 

experience their perception of others began to change drastically. As Erin pointed out i.n 

interview number one, "'the. trip has a tendency to bring out people's true nature and for 

the most part that's a good thing.'' All of the participants agreed iliat seeing peopJe­

differently and being pleas~d.with what they saw helped bring the gro~p and their efforts 

closer together much more quickly. All of the participants echoed the idea that it can 

actually feel good to know that yo.u are a part of a group of people that care about each 

other, that celebrates its collective achievements while allowing room for individual 

soc.cesses ·and failures. 

Ewen (1989) adds in more straightforward terms, groups that develop strong 

coop:erative spirits are groups that usually have the best possible experience. These 

groups also appe.ar to be hungrier for new knowledge and ski Us, and demonstrate an 

ability to master them r:nore easily (Jo.hnson,.Jolurson, and Tauer, 1979). The individual 

members of such groups tend to feel better about ~hemselves and their .experience 

(Johnson and Johnson, 1983; Ewert, 1989). For the members of this study this was 
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different than they thought~ out so too were others. 

A Different Perception of the Outdoors 
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The particip~ts' i_nitlal reaction to the environment upon.returning home from 

their adventure experience was that it was "a great place to do· things" (Mario, post-trip 

reflective note_s). To th.em, nature seemed to have been primarily a. setting. for their trip, 

the activities, and the so~ial interact.ion. Mainly, its role w.as tbat of fac-ilitator. 

Their perception of nature, however, began to change during the interview 

process as we continued to discuss nature as a.place to explore, challenge oneself, learn 

one's limits; and seek the unfamiliar. What eNentually emerged from the participants was 

that nature was now ·thought of differently than before. While it was stiil ·oonsidered 

picturesque, it was also thought of as a place for challenge, yet without the ·notion of 

conquering. What it became for the participants was one of individual challenge against 

him or her:self rather than challenging nature itself.. 

During• our interviews, the participants spoke frequently ab.<5ut the. many 

challenges that they faced: the p_ersonal, social, phys:ical, however, none was more often 

meofioned than that of the environment What initil;!.lly started out as, a love for the 

outdoors (the birds, tre.es, animals, etc.) as mentioned by all of the participants~ qu_ickly. 

transformed into feelings of disdain. AU of the participants agreed that. during the 

acti'vities of the first day there was little tfme to appreciate the beaut_iful outdoors when all 

you could do was to bury your head and ride. During interview one, Erin underlined. this: 



notion when she stated, "By the end of the first day, if [ had to cli'mb .one more hill or 

hear one more bird chirp, I think 1 w0.uld have- lost it!" 

ll.4 

At the start of the second. day, and most definitely by the end of it, what began to 

emerge for the participants was more of a dualistic fove/hate r~lationship. Perhaps it was 

because of the aceomplishments of the first day, the sharing of them at night, the 

developing spirit of cooperation, or a combination of all these factors, each participant 

began to take notice of their e1;1vironment Mano suggested that during the second. da,y he 

really took no.lice of this love/hate relationship on that last hill. 

f c·ouldn ~t believe that the last 5 kilometers from the hostel were straight up hill 

and with each pedal I got madder and ma:dd~r. I thought that it was never going 

to end. I remember that there were .only three of us who were able to keep going 

and we worked hard together. Although, what [ remember the most is when we 

finalf y got up to the top, all of us got .off our bikes and kissed the ground. The• dirt 

got in my mouth but it was great I had never been so happy to be somewhere. . - . 

That evening Mario suggested to me that he was "s.o pumped about what he had 

accompli.shed.' ' ·Similarly, during the interviews the remaining participants merition.ed 

the same thing. All of them spent the evening. talking with others about their 

accomplishments. What changed from the pr~vious night, however, was that the 

environment was now spoken ab.out in tenns of respect. 

As Hopper (20.03) suggests, the participants, were coming to terms with their task; 

that the hatred or the vindictiveness with the environment that they felt previously was 

disappearing and was being replaced by a new ,relation~hip. As the participants -suggested 

to me durirrg our interviews·, it was a relationship that saw tb..em working with the 



environment to accomplish their goals. "Each day I felt stronger and stronger about 

where r was and what I was doing ... [t was almost as though I was thankful for aIJ of the 

hi'lls as it was because of them, and other things, that I was feding so good about myself' 

(Steve, inter:viewtwo). Similarly, Erin echoed Steve's comment dming interview two .as 

-she sugge_sted that the hills were helping her to become tougher, a better rider, .and 

generally feel good about vyhat-she was doing. She also suggested that a thank you W<;IB 

in order~ '' the .outside [environment] heJped me to see inside." 

This new relationship was p~icularly evident to the two athletes Meg and Mario, 

who were beginning to see this place, this experience as a non-competitive atmosphere. 

" It wa:sn'.t about beating the mountains," Meg commented, "becaµse, really that's 

impossible." Mario added~ t'We realiy are quite insigniffoant when. compared to out here. 

Here [the mountains] , they are in control and we. can onfy hope to achieve what we set 

out to do." Meg-and Mario also commente;d on how tough things really are and how 
. . 

everyone: needs to work together to be successful. "Most of the group members are faced 

with the same problems and challenges, with no one being [ exempt] from the conditions 

(Mario, interview one). Mario continued to suggest that the outdoors· makes sure that 

everyone will get a chance to perfonn according to. his or her own ability and what this 

does is to q.uickly show everyone that they need the support of the groµp if they are going 

to. survive this place. "Nobody can heat this place and so you learn to· respect it." 

Throughout their trip, as well as, the interview process, all four ofthe participants 

definitely .reached and therefore constructed a rtew understanding of the outdoors. For 

each of them, it is no longer merely a place to admir:e, b.ut has become a place in which to 

adore and respect. Moreover, it has become ,a place where they fit; where. they feel better 
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about themseJves,, understand themselves and others. As DeLay commented previously, 

"A sens.e of place is connected ·to a sense of self. ,,, And while this can be agreed upon, the 

participants of this study would also .like to suggest, a sen·se of self eru:i also be connected 

to a sense of place (Mario,, fnterview three).. 

The Construction of Self 

The Social Structure Was Different 

In examining the dev.elopment of the selt, it has become increasingly more 

evident that the .self is both a cognitive and a social c:onstruction: (Harter, 1999). 

Cons.truotivist epistemologies propose that learners use prior experience coupled with 

new experiences to produce knowledge. This is a process of building an understanding 

of the world that is meaningful to the person within their sociohistorical eon tex t. 

Both Vygotsky and Dewey agree that the human condition is based ·in social 

interactioI).s. Humans are initially social beings who slowly develop their 'indiv'idual. 

selves through their relationships (in experiences) with others._ Dewey (l916) makes the 

argumen( that humans are only human through tbeir social interconnectedness wi_th each 

other (and actually suggests that helplessness is, in some ways, a positive attribute 

because it helps to foster this interconnecredness). The essential questions that need lo be 

asked involve how these extraordinary connections come about, and how the indiv.idu·a1 

begins to take contro_l of them (Dewey, 1925). Vygotsky (1997}sugg~ts th;:1t jt is the 

ability to develop cooperative activity through complex social relationships that separates 
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mature humans from all other animals .. _Humans are best understood as products of these 

complex rel~tionships (Glassman, 200 l ). 

Notice how similar this sounds to the trips: that the. students participated on. Each 

of them came into their trip withprio.r: physical e~pe.riences and cultw:ally constrained 

unde(Standings. On theirtrip, however, they experienced what Dewey (1934) refers to as 

'secondary e)(periences7
." These experiences -as he suggests allowed for a more natural 

flow between. the personal and ,social component and thus ~ppeared to be seamless. 

These eX;periences helped produce, an evolved sense of self. As Dewey co.ntinues, it is 

this evolved sense that makes .an experience compelling for the individual, which Wol,lld 

allow the experience• to continu~ over extended periods of time. Thus it would be 

reasonable to suggest that the participants have come home from their adventure with the 

constructions that they are now different, others may-now be different, arnd so to is the 

environment. 

Glassman (2001) suggests that Dewey and Vygotsky's share similar ideas, 

concetniiig_ the relationship of activity and learning/development, especially the role.s 

everyday activities and social e_nvir.onment play .in the e.duc.ational process. Their 

emphasjs is on the importance of shared everyday activities. As. we have seen, irt 

building their construction of a different se]f, the teens relied heavily on the experiences 

and the environment of their trip._ To each of them, the eo.mext meant everything. For 

five days each of them shared both physical and s·ocial activities-. Aside from sleeping 

and persemal reflect ion time, all of the participants surrounded themselves with each 

7 Secondary experiences are expet'ie.nces that Dewey defines as bdng, ou·t of .ordinary life experiences, 
which usually cause the individual to think more deeply about what has happened by comparing it to 
ordinary exp.eriences. 
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thems lve and to,gether they ame home with them as well .. 
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Once home~ however, all of the participants agreed that things were not like they 

were on the trip. Upon arrival~ eacb. participant noticed how qu.ickl . the gron.p disban-ded 

from the parking lot. Left alone co shart! the experience with th ir famili~s., aJI of the 

participants commented 1hat it just wasn't the same. On.the rrip they commented, that 

\ hen \-'I e :would talk about what we did o_r were doing everyone could relate. "Back 

home.' 1 ·eg suggested," although my parents were nodding and baking fhe-fr head in 

agreement they just didn't get it. I think that 'they were. proud and stuff, but how could 

they know what we had gone through. they weren '.t tll_ere~ All of the participants echo d 

similar comments about bow difficult it was to parlay the experieoce to.their familie , 

Erin commented, ''It was as though 1 was speaking another lang,-uage, 

According to Vygotsky (l 978) in essence· the participants were speakio,g another 

language. He continues by suggesting that each time an experience occurs~ 'human beiugs 

create hat is referred 10 as ' new knowledge" or more speci.ijcally new language. • 

urtbennore, this new language ""is the most significant mnment in the course of 

inrellectual development ... it occurs when [language] and practi al activity, two 

completely in.dependent lines of developmen4 converge" Vygotsky, I 978. p.24). Thi 

convergence Harter ( l 999) suggests, is one ofthe ma:in element i.n (he construction of a 

different self; a self that the parti ipant_s quickly discov.ered was hard to describe. 

Back at school-. the four participants ha e faced a similar ro.adblock. After 

repeated attempts by all of them to try and desc_rib_e their experieno_es to their friends, they 

commented that they felt the same lack ofsucces as WJ.th their families. -'I rememb~r my 
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friends being excited for me, but they didn' t have a clue," said Mario. "One of rn_y 

friends said that it sounded cool. Cool, ya it was, but it was so much more than that," 

stated Erin. "No1 my friends, couldn't r:eally get it either, but they wan~ed to." commented 

Steve. " It is pro.bably one of the main reasons that we do the adventure stuff that we do 

now. ·' 

Each of the four participants suggested thar the Leadership clas.s took on so much 

rnore.me.aning after returning ho_me from their adventure. To them, it became one of the 

only places that U)ey coul.d share their experience. ''It was nice to get a chance to J;iave 

everyone together again. The dass was so much more comfortable with each other, I 

know I was'' (Meg, interview two). "It was great to have .a chance to debrief as, you call 

it, but for us .it was more like re-living the ~xperience," suggested Mario. ··'The.only 

problem was that as socm as the class was o:ver the same thing happened like in the 

p_arking lot when everyone got .home.'' All of the participants shared this view as they 

repeatedly mentioned the lack of opportunity for p·eople to actually to do things together 

at school. .Mario. was adamant in his description of how school is set up to be what he· 

called "the individual program." ... Everyday we sit in .our desks, asked to be quiet, told to 

ge.t to work, and wonder what we are doing. Then there is the. odd ·time that we are asked 

to work in a group, but we know we' re not." All of the part.idpants agreed that there was 

just a different mindset at hom~, Although there was a strong desire to share what tbey 

had experienced, each participant whether at ·school or at home realized that there was 

just .not enough people out there th~t haye had similar experiences. Onlike on their trip, 

sharing at home was seen as a challenge that was to be an unsuccessful exerc'ise. 
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Although a significant amount of time has passed sinee. their adveo:ture (1 ½ and 2 

'/2 years later) the participants still agree that there was a major social letdown when they 

arrived back home. Each of the four participants-greatly appreciated the social -structure 

that was established on their adventure but quickly r~membered and still remember that it 

just not that way at home. All of them agreed that it has not be.en forgotten; bringing it 

home, however, was just not possible, Mario was able to summarize all of the 

participants' comments when he suggested: 

At home, to try and change th~ way things are is impossible. Jt' .. s just too big for 

one group of kids. There ar:e just 'too many di•stta:ctions. There are just too many 

things, people~ pulling gou to keep things the way that they are·. I still re.member 

bow we are not all that different fro.ni each .qther, but who c.ares. Althoµgh we 

now know different, .it doesn''t mean we're able to act diffe.r:ent. (Interview one) 

Oo tJm tdp, the social experience was probably the most important asp.ect of the 

tri_p·for the reens. The' importance ofthe group seemed to be a stabilizing force in the 

new and unfamili_ar r:eality of the envirorune.nt; to a large degree .it is what made the 

experience so memorable. Back home, however, that familiarity returned trnd so .too did 

the existing social structures. Even in tight of this new knowledge, the four participants 

quickly returned to thei_r familiar groups and still .remain with them today. 

I Have Remained Strong . . . 

While it may be disappointing to fook at how things. have been constructed 

socially since-the time of their trip, e_ach o(fhe four participants imanimo\1sly agreed that 

the personal impacts felt on the trjp have rema:ine.d int-act t_oday (for the readers referral 
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appeo:dix B ·outlines these impacts). The positive experience that they had produced a 

variety of personal benefits that centered ar,ound psychological, soc.iological,. educational, 

and physical dimensions. The exact benefits tha.t each parti'cipant received are as unique 

as· the individual themselves. Common amongst each one, howeyer,. is. the psychological 

perspective of self-efficacy. 

All four of the participants reported coming home• with a renewed or higher sense 

of self-efficacy .. According to Bandura (1971) se1f-efficacy refers to personal judgments 

of how well one· can perfom1 actions m specific situations that may contain .ambigu0us, 

unpreilictable, and stressful features. He adds that it is concerned with people's 

perception of their efficacy to exercise. influence ov~r the events tha:t affect their lives and 

how thi,s affects their· psyt.hoLogical functroni_ng. lt is believed that people· s beli~fs about 

their efficacy affect the sorts of choices .they make· in v.ery significant. ways·. By 

accomplishing what each one did on their adventure thus maintaining or raising their 

p~rceived level of effka~y, the participants have in furn co·otinued to construct a different 

self since the time of theh trip. All of the partici'panrs. agreed that they have gone on to 

do things since such tim~ that have direct correlation to their adventure_. 

For example, Meg has gone on to involve herself in social situations that she 

would have not dared previously. Steve has increased his cycling tenfold, but more . . 

interestingly he has also begun to sk~ snowboard, run,.etc., all th.ings that he thought that 

:he could never do before. Mario. believes that his potential to push himself harder .in an 

areas of his life is now possible. Lastly, Erin whose disdain for exercise has been well 

mentioned within this work, has begun an exercise program that she now believes she can 

accomplish. Moreover., what the participants unde_rlined to me is that they now have a 
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higher personal standard or as Vygotsky (1978) describes as a new normal. The notion 

that if I can do this, l can ci.o anything was shared by all of the part_i'cipants. 

Ac~ording to Bandura (1997) this heightened new nonnal enables the irldividual 

the capacity for se(f-direetednes,s an.dforethought. With them, people plan courses of 

action, anticipate their likely c.onsequences, and set goals and challenges for themselves 

to motivate guide, and regulate their activities. In essence, they do things that give them 

satisfaction and. a sense. of self-worth, and refrain from actions that evoke self-devaluatiye 

reactions. All of the participants have come away from their experience with the .belief 

that they are now capable of things that they neve.c thought po.ssible. By being able to 

recall the events of their experience, they now see more future goals as being attzjJiable. 

Meg is contemplating gojng to tmiv.ersity abroad without anyone th~t she knows. Steve 

has completed. one missionary trip and has plans for several m0re -along with his 

continued adventures to the mountains. Mario is looking into the possibility of becoming 

an adventure leader. Erin, although not iritere:Sted in repeating the trip, is interested in 

doing some· other type of.adventure experience. 

The participants oft.his study _have come away from their adv.enture experience 

with positive personal benefits. These impacts have be.en maintained. because they were 

thought of as something the teens had control over. As. Erin suggested, "Personally, I 

b,ave control over what I do and think, but l d_on ' t over others. The trip benefited me 

specifically in certain ways and I have continued to think about ·them." Mario was. quick 

to add, "I have also benefited from that trip and I'm s~re that I always· will! 
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Moving Towards Effective Programs• 

'With an understanding of some of the social and perso~.1 constructions involved 

in an .adventure experience, attention can now be tu.med towards developing programs 

that might effectively convey a cru::e for self, others, and the environment The accent of 

this section will be on adventure trips· such as the ones in this study that 1 believe oan be 

included into a number of different educational classes such leadersbip_, outdoor 

e.ducation, and physical education, 

Educational Philosophy 

While it seems that a<.,lventure programs have a major impact on Lhe lives of the 

participants, often there are problems with implementation. According to DeLay ( 1996a) 

first and foremost, adventure based progirams usually state what participants will learn. 

Adventure leaders must know and implement appropriate educational principles. A body 

or knowledg~ of experiential education and re.search does exist as discussed in thi•s work 

(Ewert, 1989; Knapp, 1992; DeLay, 1996a). Unfortunately,. many teachers and outdoor 

practitioners don' t know it. Or, if they do> the educational opP.ortunities are often 

underestimated. Focus is quite often directed s.imply at the environment, the physical, or 

t.he -social aspect of the trip. Moreover·, based upon my own experiences as both a 

beginning_ leader and teacher, s~d~nts are then left alone to c·ons,truct some type of 

meaning from their adventure. The ttips talked about within this work are case in point, 

Although the. parti'cipants came away with long-term impacts, much of this was achieved 

because of the context and original structure of the. trip and not neces_sarily by the aimed 

educational principles. Students were granted the freedom to explore and then asked to 



reflect upon it. This type of format may not always pr0duce the desired long-term 

results. 

l.24 

The problem with freedom. to explore, aoc·ording to Dewey ( 1938) is that it is 

often identified with freedom of movement, or with the physical side of activity. He adds 

that it is important to understand that an increased measure. ·of freedom of outer 

movement is a means, not an end. The educational problem is not solved when tlus 

aspect of freedom is obtained. 'Ev.erything then. depends, so far as education is· 

concemed1 upon what 'is do.ne \1/ith this added liberty''. (p. 61). What is .needed, he 

suggests, are brief intervals. of quiet reflection time. provided to even the youngest 

students. "But they are periods of genuine reflection only when they follow after times, 

of more overt action and are used to organize what has been gained in periods of activity" 

(p, 63). 

As an examp·le, the partic·ipants on an adventure trip- might have extensive 

physical and ·social experiences, talkabo.ut them, generalize ab'out them. cons.ider them at 

home, and then experience home with the constructed ideas. On our trips· many 

opportunities were mis-sed to help participants. think about the experiences that they were 

having. Aside from sotl_le brief social interacti◊ns with leaders during the day., the. only 

opportunity the participants had to talk about what they were experiencing was in the 

evening when we would sit in common areas that had striking resemblances to our 

classrooms. Left until the end of the day, 1 am quite certain that many potential personal, 

social, and en.vironmental constructions were lo.st. 

Trip leaders should be clear that when they organize .events, the· experience is not 

the final result. True to the nature of experientiaJ educatio.n, ti.me i;:nust be organized to 
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allow for opportunities for the partic~p.ant to use, in constructing new knowledge. Wba( 

al i tr~p leaders must und~,rst~d l's. ui~t by being given the crpportunity to ·explore., stude11ts 

willingly want to share whanbey have discovered. lt i:s• because of this freedom that 

leaders/teachers can possibly gaiff knowledge of the indi'viduals with whom they are 

traveling. In school, «Ent:orc~d qu~et and acquiescepce prevent (participants] from 

d°isclo_sing thefr r~t!.l natures'-' (Dewey~ 1938, p. 62) On trips. leaders should understand 

that they have willing participants -and that it is up to them to provide the. most e.ffec.tive 

reflective techniques to facilitate the. learning process for the learner. 

A.good ex:aruple from the participants oftbis sJudy may have been_whe.11 Erin had 

clrmbed that first big hill. If one ofthe leaders had taken the time to sit down with her, 

talk to her, help her begin the reflective prqcess 6ght there and then, and help her to look 

ahead in the trip and at home_, perhaps the-remainder of that flrst day may have been more 

·e11joya·ole. Perhaps, she wouldn't have had to wait to begin building: her self-efficacy; it 

could h_ave bee_n more immediate. 

ln addition to the proc'ess-pf re.fle'ction, adventure leaders/teachers have many 

other aspects to c.a·nsider, rnc.luding but hot limited to inter- and intta-:persanal 

relationships, safety, technkai ability .to lead activities, individual needs assessment, daily 

operation of the tri,p (DeLay1 1996a). Unfortunately, many leaders/teachers lack th~ 

necessary training to ensure not only a -safe experience but an educative Qne as we.II. As 

Ewert (1989) explains ther~is tremenclous responsibility on the, shoulders of:those-who 

plan wilderness adventures. Yet.,. little effort is being made to reach the l~aders/teach.~rs 

at the· trip level. Often, those who are planni'ng the. adventures are merely .fhose who have 

had outdoor experience with little· educational experience, or those -Who .have had 
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educational experience with little or no outdoor experience. The research 'is available, as 

I have discovered throughout this process, however, I had completed many trips. before 

being exposed to it. 

In the end, process is not all. Content does matter (Dewey, 1938). S-omething 

"'!ill be taught and. l~arned and much of that re[ies on tbe le~dersiteachers. Trrp leaders 

must ·remember that youth have a natural desire to explore which in effect constitutes the 

starting point. But, there is no intellectual growth without some re.construction, sotne 

remaking of the know)e.dge that they discover. New knowledge will only remain with 

them if a connectedness is de.veloped between what was, known and what ·was learne.d. 

Therefore, leaders must have a clear understanding oftheir own knowledge and intent of 

their programs. a$ it is essential to ensurt a positive· educatioru;l e_xperience .for the 

participants. 

Addressing The Personal Component 

The personal impacts from adventure education haye long been ta.ken for granted. 
- . . 

In recent 'years. studies such as Hattie et al. 's. ( l 997) review suggest as many as, 40 

dffferent outcomes, ranging from ieadershlp to i'mproved self-corrcept hav~ been 

identified, While as impressive as this may be, programs that are not designed to help 

participants c.onstruct new knowledge of themselves are leaving to chance that the 

program imp.acts will have ~ lasting impression. 

Some •suggestions: 



127 

• Participants involved in adv.enture-learning programs need to be completely 

immersed in their experiences. Meaning that they need to be provided with novd 

situations in which they- are giv.en some room to .explore. 

• Prior to g•oiog on their adventure within the planning process, participants need to 

begin the reflective process as outline.cl by Kolb (1976). By be,ginningto address 

what this trip may mean, leader~ would have a-better 1.J,.lld_ersumdi.ng ofb.ow to 

help the individual with theit constructions. 

• On their trip, participants must be provided the opportunity for persQo.al reflection 

·after overt physical activity. Reflec.tion, however, must be made more personal 

for 'the individual in urder for it to ·be effective in helping.renew or develop higher 

self-efficacy. Self-efficacy impijes a p~rsonal appraisal and weighing o(bot:h 

ability. and fi('mability factors. Bandura (1997) suggests the following ques.tions 

will help renew or encourage .a higher. self-efficacy. These questions should be 

used as a frame to word appropriate questicms for .students . 

.o What was your perceived ability for the activity?· 
o Did _you exceed that perceived level? 
o Ho.w much effort (Jid you need? 
o Was it more or !es~ than you _thought? 
o . How difficult did you perceive th.e task to: be? 
o Did y:ou exceed that perceived level? 
o Did y.ou think tha.t you would ·require assistance with the task? 
:o How inlich assistance did you rec.eive? 
o What were you previou-s patterns of success Qr nonsucoess? 

• Create for the. participants suc_c·essful situations where the ,n0st powerful efficacy 

-so~ce, pertol_lllance accomplishment, can come into play, situations that are 

based on personal mastery and individual perceived competence. 
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Ewert (1989) suggests,fuat in the o:1.,1t.door educc:ttional setting, self-efficacy tJ1eory 

is ofte.n appfied through the use of rewards and go·als. Rewarding experiences inform and 

motivate while• goal setting establishes standards by whic11 one' S· actions can be focuse~L 

Re.warding ex:perien.ces, however, depending ,on how they .are deyefoped may help to 

reinforce the school based reward system thus rnbb.ing the participants of s.ome of the 

novelty of the experience, Insteatl 

• Help parlicip~s consider personal rewards of actual accomplishment. 

encouraging pride in ownership. 

• Help participants to set goals that are personal, Sdcial, short-term~ and attainable. 

Make sure that once goals .are accomplished, that acknowledgement of suc.ceS's 

ensues. 

For many participants, .self~efficacy is a cornerstone of adventure programs 

(Ewert, 1989). Addre,s.sing it formally may help participants .emerge ·from th~ir trip with 

feelings of competence and higher perceived levels of ski.Li. In the Jong run this may 

prove to be of great value as participants. are more likely to continue. in some form of 

physical activity, and, ho.p.efully, be more willing. to participate in lifestyle pursuits. 

Addressing The Soda! Component 

Recent studies (DeLay ~ 1996a; Garst, Scheider, and Baker, 20b 1) have indicated 

that the social group wa,s a major component .of the adventure experience. In time, the 

participants will natutally develop a social group as they seek out the familiar in the 

midst of the unfamiliar. Leaders, however, can·help encourage the-group formation. 

especially in the initial stages. The formation of a .strong group can ~ncourage the 
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-emergence of shared meaning and help individuals to accomplish what perhaps they 

thoug_ht was impossible. Progen (1979) suggests t1iat in adventure experiences~ together, 

two, thre-e or four can do what is impossible for one to accomplish. For example~ 

• Organize and encourage, the formation of a: variety of different groups. Activity 

groups, clean-up groups, cooking groups, etc. 

• Change gro.ups often. 

• Plan large group activities. 

• Set aside time for group reflection as well as individual reflection. This is an 

important time for the ·entire group to get caught up on ex-periences that occurred 

during lhe day- that individual or s.mall groups might have missed. 

On the adventure trips, the participants experienced the pull of the group as (hey 

continued to share meaning through th~ir activiti.es and accomplishments. To recognize 

that the phenomena of.shared meaning is one that must evolve over time and as a resul.t 

of shared experien~e is a critical first s_tep (Ew~.rt, 1989). The leader that .begins the trip 

by imposing what the experienc·e will mean for tb_e group fails t,o· understand the 

important role that only time. can play. Instead: 

• Se.ize oppo.rtll'l)ities to promote group discussion and interpretation of shared 

experience. 

• Take-time to allow for individuals to feel comfortable enough to share personal 

experiences as they do much to help build shared meaning. 

In the social situations of adventure experiences, leaders:must be aware that 

participants are still going to develop smaller groups within the context of the l'arg.er. 
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Leaders should respect the participants' choices while always trying; to develop the unity 

of the entire group. 

The lack of similar perceived social situat_ions at home had a detrimtmtal lo.ng­

t_erm effect on the participants. Each:of the participants came home with new knowkdge 

of how a group can work together, laugh together, fail and succeed together. 

Unfo11Unate1y. for aJl of the participa11ts the familiarity of home was seen as being more 

dominant than whatthey had just gained. It is mJ belief that more opportunfries need to 

he created for participants tq continue to share their experience. It has been my 

exp:erience in the past that once participants return home from .an adventure, after a. 

transitory .debriefing period, the,y are left alone to continue their constructions on their 

own. A's·Vygotsky (1978) s1.:1ggests a mentor is.key to the continuing constructions. of 

new .knowledge. Therefore, leaders coµld.: 

• Help partidpants cons}der ·th~ir o.ew knowledge at home. Make aware of 

situations that they may use what they now know. 

• Focus. debriefing sess_ion·s on more than just reliving the experience. Help bring· to 

life the experienc.~ nowthat it is home. By helping to connect what was. lea.med 

on the trip to their home environrtlent will ensm;e continued col)Struction, 

Addressing The Contextual Component 

Much to the, displeasure ofoutdoor lea.de.rs such as DeLay ( 199.6a), my adventure 

trips have been a set of act_iv_itie_s 1.:1~1ng the wilderness as a setting. Still, the activities, -as 

well as the setting were a motivation for the part_icipan'.ts on the. trip. Although my intent 

was to never ignore the natural environment,. my preoccupation with the development of 
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the self has steered me in that direction. My belier.has always been that through. an 

understanding of self eome.s an understanding of place. Nonetheless, developing 

sensitivity to the natural wodd is 'itnportant, thus leaders should plan program elements 

within the activity ft:amework to promote the. connection of the participant and the natural 

world . 

. • Teach and practice-sensitivity to the. natural world. 

• Provide opportunities for reflection and observation of the natural world. 

Examples may include natl.ire hikes, eco-discussio.ns, nature identification, etc. 

• Discuss ethical issues regarding care ofself, others, and tire environment. How 

does one respect the earth? 

As mentioned earlier, the activities were seen as a mzjor draw to the experience. 

All of the participants noted that it was because of their familiarity with the activities, 

which made them appealing on these trips. Because thtre were so many novel aspects to 

the1r·trip, the participants took comfort in knowing or believing that they, would be 

succ:essful with the scheduled activities. Recognizing and understanding this notion rs 

important when creating a teaching and learning adventure based environment. What is. 

needed is a balance between the-newly aGquired knowleqge, skills, and attitudes and the· 

real-life challenges against which they are tested, Whe:n there is a balanc.(;! betwe~n 

boredom and anxiety, and the challenges confronted are real and _appropriate ro their . . 

·skills, Czikszentmihalyi ( 1975) suggests a kind of '\.flow" takes place. 

• Choose ·activities that are .appropriate to the age and skill level of the participants. 

• Discuss potenti~L activities with participants-. The.ir feedbaok will help shape the 

experience for everyone involved. 
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• Create-active situations that are challenging, yet su-ccessful. 

Choosing familiar activities in .. nov~I situations can be as stimulating as choosing 

new activities in unfamilfar settings. The participants. of this;•Study reported having some 

prior experience with the activities as it helped to offset the demands placed ·upon tb~m 

by the-environment. Furthermore-, by ha-ving some prior success with the activities it 

made•it much easier for them to recognize their·accomplishments. All of the participants­

were suGeessful i'n creating ''new physical normals". 

Experiential Education and P.E. 

Their adventure trip helped to inform the. participants- of a new physical education 

exp·erience. For all of them thus far, it has he.lped to create or encourage. 'a physically 

sensitive lifestyle. It did. not, unfortunately, have any correlation to their existing 

physic,al edueation program. Common from all of the participants was the notion that PE 

class 1s nothing like their trip. The participants offered these ways that PE could be more 

like their adventure experience. 

• Continue to use lifestyle sports within the prdgram. "Not everyone likes 

V:olleyball seven years or seven weeks in a row." 

• Personal reflection might be a better way to assess than to be-testing skills. 

• Develop a goal-setting program that helps people improve ·indivi·ctualJy. 

Continuous reassessment of goals as. to ensure growth. 

• Add.. other novel programs such as TOFU. 8 

'li TOFU-Teachll!g Games Fo.r Understanding according to Thorpe, Bunker, &, Almond ( 1986) is a m~thod, 
which enables the student to achieve a new level of skilful perfonnan_ce py playing modified or simplified 
games. ln th is approach, the teacher· uses_ a series of guid~d discovery questions lo h·etp the student 
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• Bnoourage the s.odal aspect of PE. It doesn't-always have,to be about competing. 

People eajoy doing physical activity together. 

• PE is also about fitne~s, U~e different ways to encourage fitness within the 

environrne_nt. It doesrt ' t have-to be, about fitness testing. 

• Use PE time for sharing experiences.. Positive physieal accomplishments of 

others may encourage some people to try something new. 

I.still believe that physical education programs have the pqtential to help, inform 

physically sensitive lifestyles. Wjth_ the additiQo of experiential education and a 

constructivist approa~h to leam.i:ng, participants have the potenti_al to ~xtend P-E into 

meaningful learning and activity. The participan.ts otthis study suggested that it was the 

way that the-activities were done that made their impact.SQ meaningful. AU of them 

stilled that i.t wasn.' tjust ,about Ure cyclingl hiking, dimbing; .canoeing,, or any other 

phy-s,cal activity,. but rather it was about the telationshi_ps of the three componen_ts 

(person.al, social, and contextual). Physkal educatiop p;rQgrams need to go beyond the. 

traditional programs of skill acqW$ition. and move t.owards helping partiGipants-construct 

long-term physical lifestyle goals. More.over, Qiey need_ to continue to move outside .of 

some of the _typ1~al constraints that the fotir wans of the gymnasium offer and venture out 

into the natural environment to help facilitate the learning of cognitive, motor, anq s-ociaj_ 

skills. This study would S1Jggestth~t 'PE progr;:uns Gould benefit by offering more 

oppo_rtunities to be part oJagroup se.tting, more opportunities for participants to receive 

•feedback on their efficacy frnm teachers and students:, and more opportunities for 

problem solving tasks that are typical of outdo0r edueation. 

understand strategy (way ofplayin_g), tactics (way of_playing the opp.onent),.and techn'ique (way ofmov:1ng) 
within a game. 
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Constructivism in Physical Education 

While there. have been remarks mad€ within thi_s work .that would sug:gest serious 

criticisms aimed towards tradition·aI educational practices, there is no desire• on my part to 

completely abolish today's current physical education programs. Wortham (200 I) 

suggests· that all practices constnict the world in their own way., carry values of c.ertain 

sorts and lend themselves to certain futures at the expense of others. What I hoped to 

propose by doing this wo·rk is an addition to traditional PE programs, one that OJ?ens n~w 

possibilities for practice. 

Within this wQtk we have discussed the "'-'.ays in which the participants related to 

and constructed their impacts from th~ir experience. Constructivisi;n assumes that 

construction is an ongoing pro'Cess. According to DeLay ( 1996a), however, new 

constructions are a result of being dissatisfied with the old ones. If this were the case, the 

participants of this study must hav~ been in search of new w~ys to be physically active. 

Perhaps disgruntled with the past, the partfoipants were ernbrac.ing the shift from StJbject 

and child centered modes of practice ta more of a focus. on ·relationshi'ps. ln outdoor 

education this emphasis is not new. The relationships among the personal, social, and 

contextual component play a ·significant role. in helping to rnake memorable experiences. 

The participants of this study recognized early on that there was something 

special about how all the components fit together. All of them agreed that the context 

meant everything. For the constructivist, then, this suggests that educational dialogues 

should be wedded as closely as possible to the cfrcumstances of application (Wortham, 

2001). Bruner (1996) refers to this as knowing by doing as opposed to trying to know by 

repeating as· suggested by the participants. To this end he •~gues, that on "the basis of 
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participatory, proactive, communal; collaborative, and given to:constructing meanings 

rather than receiving them" (p. 84). Throughout tb.e interview process all of the 
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part:ici pants sµggested that thi·s is .not what PE is perce.ived to be. 'It is my understanding 

that they were trying to tell me that it is not about construction, but rather execution. 

What Does It All Mean? 

After writing the two previ•ous s·ections above I was Left contemplating the impact 

tbat adventure e.ducat_ion .has had on my PE progra111.. Ultimately, this has guided me 

back to my original goal for this work: to explore the long-term ~ffects of experiential 

education in a physical education adventure program. What has the experience. meant to 

the participants and has it produced any long-t~rm effects? 

Without hesitation I can say that the results from this study are .a positive 

endorsement for the .inclusion of adventure progi:ams within a physical education 

framew.ork. Moreover, experiential education definitely has something to offer. A 

particular impressive strength w.oul9 be its circular motion of r:eflectibn, act1on, and then 

further reflection. Coupled. with adventure education, th~ two of them seem to tri_gg~r in 

participants an ongoing cycle of personal growth,. as evidence by the posfrive long-term 

findings within this work. Changes in self-perception that occurred. Qtr :their trip have 

continued to their home environment, The notion that "if I can do this, I can do 

.anything," remains strong in each of tb.e participants. Overall this confirms that the. 

effects fro:m their trip have lasted well beyond the immediate buzz of their experience. 

Neill and Richards (1998) fad_icate that with most forms of intervention and training there 
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is a st~ady loss of benefits once the program has. finished. This makes the .findings from 

this study partfoularly exciting. Educational methodologies, which produce long-lasting 

positive changes in self-perceptions, are·ne.eded. 

The partidpants of this study, although different in many ways, -still continue to 

share similar constructions of their experien"ce even though a sigrrfficant amount of time 

has passed since thefr trip.- Each one of them reported returning home from therr 

adventure different than they were before. This belief still holds true today. 

Unanimously, they all agreed to having an improved sdf-concept as a result of their 

experi.ence. Changes in how they view themselves,. others~ and the-ir environment 

continue to exist for each one of them. And-while. the depth of the changes is as 

individual as the. individuals themselves, the fact that they share so many similar 

constructions is testimony to· the potential effect ·that these programs have on a variety of 

different people. 

1ndi_vidually,_ ye·s there are some significant difference·s in the constructions that 

each participant has-made s_ince their trip. Meg, the highly competitive female, co.ntinues 

to explore the social understandings that she gain~d from the .experience. Steve. who had 

very few positive physical experiences prior to going, continues to expand his rep~rtolre 

of phys_ical a·ctivity. Erin, who struggled phys"ic~ly through ·out her entire trip, now see.s 

exercise as a sense. of well-being, but more importantly, also sees fr as a s_ense•of 

empowerment. Lastly, Mario,. whose only goal was to finish first, has. realized that there 

is so much mor:e to physical actiyitythanjust winning. 

These individual differences· have _provided key insights into how different types 

of students report their understandings of the effect of their trip. Both Meg and Mario, 
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classified as the competitive adventure type (Ewert, 1989), have·somewhat changed their 

view· of PE. Both of them entered their trip with their heart set on first place ·oni'y to 

discover ·that it wasn't about that. Likewise, Erin and Steve, classified as the individual 

adventure type (Ewert, 1989), have both changed their atti'mde towards:PE. Now~ Ui.ey 

feel that perhaps they are more capable of athletic success than they previously thought 

While leaders must be cognizant of individu_al dif'ferences, what I have taken from these 

understandings·}~ that once again they are testimony to the potential effect ihat these 

programs have on a variety of different people. 

In addition to confirming that adventure education realfy does work, the 

participants of this study have also· provided insight into how the ongoing positive 

be·nefits are achieved. Changes in self-perception occurred as a result of an 

interconnectedness between the three.dominant components from the self-perception 

themes. The interplay between the components: the personal, social, and contextual 

helped to create, according to the participants, an overall context that allowed a sen-se of 

freedom to ex.plore the experienc.e. What they were -able to discover were three more 

components that made the experience more tneaoingful: meaningful leaming1 shared 

learning, and a connection to the environment. All together, the gacticipants suggested, 

the c.omponents worked in unison to _produce a significant novel experience that they 

hppe to see in future educational experiences. 

Lastly, I believe that this study has als·o had an impact on the .participants. It may 

be in a small way., but the use of ethnog.raphic-narrativ~ inqu1_ry has helped the 

participants further their .constru.ciions from their trip experience. Each 011e of them has 

indicated to me that the interview process has allowed them to re.-ltve the experience. 
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More importantly, by being able. to dis.cuss· tb.e exp~rience once ?gajn with somebody 

who was also a participant has provided them the opportunity m view their trip fr{l'm 

perhaps a different penipective. As Mario often said,. ''1 never, thought of it that way!" It 

was also suggested by Erin that th_e int~zyiew pmcess cµ)owed her the opportunity to look 

furtber a.t herself,. "it's astbou_gh I am kind ofdoing some of the research!" Th.is sens:e of 

.ownership went a long way in keeping'the participants actively involved .in the proc.es-s of 

trus study. Often, it was no.t unc.ornmon forr me to receive telephone-calls from the­

pi:).rticipants. (o a$k ·of my progress and when the next opportunity to converse would 

·occur. As Guba and Li'nc,oln (1989) ,suggest: 

It is certainly po,ssible to coerce peopl~ into comptiance~ but it ·i_s impossible to 

·coerce them into. excellence - by any.o·ne's definition. Only empowerment cart 

invest people with a sense of self-efficac,y, which enables 'them to act in 

productive ways. On~y .empowenn.ent can encourage,risk-taking, unleash energy, 

stimuJate creativity, instill pride, build commibnent;- prompt the .taking of 

r.esponsibility, and evoke a sense of investrnent and ownership. (p. 2·26-227). 

As such, this study has .also made a difference. to me. Similar to .the reaction that 

Lauzon' s (2002) research had on her, I have .also discovered that research can profoun.dly 

chaoge your life as a person. This inquiry has hel'ped to reinforce my use of .adventure 

education within a physical education .framework. Furthermore, it b~s encowaged 17re to 

actively pass this infonn:ation along to :ofher physical e.ducation teachers with hopes of 

broadening the overall c0ncept of PE. 
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Recommendations For Further Research 

Although the impacts of their experience have been discussed within this 

research, we still don't know much ab.out ~be degree to which they are felt. Moving 

b~yond desc.ription and into explanation wiIJ prove to be as. difficult as it is necessary. 

Ewert (l 9'8-9) suggests that this will require a more in depth understanding of the related 

fields of psychology, sociology, and education. 

More participa_tory research should be another area of consideration in this field. 

As highlighted by this research, the participants. appredated being .involved in th~ 

process. As each of them mentioned, it helped tb-,em to relive th~ experience as they 

perceived it, but also helped them to form new .constructio•ns of the experience based 

upon the discussions that we were-engaged in. All of them suggested that the interview 

proce.ss generated new thoughts, ide~s, and mem:ories that they perhaps had forg0tten or 

never considered previously. The research process-, in e.ssence, provided a sense of 

ownership for each _participant. 

One area of research that has received ·considerable -attention is that. of the 

psychological perspective. This p¢rspeetive includes the behavior of the individual as 

well as his or her attitude·s, feelings, etc. What has not been considered is how this• relates 

to the leaders and their training and development. As discussed in this research, often, 

f eaders are not properly educated to deal With the incredible educational potential ·of 

adventure experiences, 

More research into the experiences of the group s_bould be done. What needs to 

be considered is not only the formation of th~ group while ou the experience but also 



what can he done to further preserve the group exp.erienc.e once the partfoip:ants h:ave 

retw:ned home. 

In light of the knowledge that l have gained from DeLay's (1996.a) research, l . . 
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would like to see more research on interaction w1th the natural world Investigations into 

tbe fo(Ills of attachment that people have with their places, as well as with places in 

which they visit for a short time. Also worth considering is the impact outdoor programs 

have on a natural area over a p-erlod of time. 

Much of what the participants talked about in this research was 'the impact that 

their experience had on their self~efficacy. 1 would be interested to know if thi-s 

translated to higher self-efficacy in. all their behaviors or whether itappl'ied rnore 

·specifieally to their physical component as they fo1ve suggested. 

Lastly, this rese.ar:ch should be-replicated to understand if other adventure ba~ed 

programs produce similar impacts for the participants. None of the conclusions ir1 this 

research are particularly surprising; rather they merely -s,upport .similar research that has 

beeo b~sed upon ·shorter time periods. More long-term studies are-needed to fuJly 

understand the, participants' experiences. The more understanding that we have, the 

better we are able to plan advent:ures that alfow participants to form imptoved 

construction of themselves, others, and .their environment. 
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CONCLUSION 

In recent years we have eome•to know the effects of current lifestyles on the 

human condition. These include impacts ,such as d~cliniqg participation in daily physical 

education, rising .obesity rate_s, laziness, increased mechanical aids, and the contin1.red 

evolvement of our fast food, fast-paced society. The urgenGy to develop programs that 

would involve more people in physicaily active lifestyles jncreases. More importantly, 

given the ever-increasing unhealthy state of soGie_ty, it. i-s essential that such _programs 

produce lo_ug-tenn effects so that more physically ~ensitive l_ifestyles will be passed on 

from one generation to the next. 

For these reasons, the traditional PE programs that the students have come to 

know and expect must be broadened with programs that noi only develop awareness, but 

also. allow:s for the. transference of that awareness rnto. action. The need for action and 

involv.ement has always been .important, and yet there are so many ptograms within 

today's educational.system that continue to pacffy learners who are.pleading with 

teacher-s to lead them. Merely changing a program, however, is only one aspect to 

res.elution of the participation problem. What n~eds to occur is a change in PE 

philosophy, One that does not simply place emphasis on participation or skills, but rather 

provides students the opportunity to learn new skills, experience more natural areas, 

challenge: themselves and others to work together to enhance the health and self­

confidence necessary to expand human potential, By meeting new challenges_ together 

and sµrpassing their own preconceived limitations, students could gain confidence that 

long-term changes could occur. Th.is study suggests that the participants began to 



understand this philosophy only to return home to face: the ever-present entrenched 

socie_tal nonns. 
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The participants. of this .study all returned h.ome from their adventure with a 

construction that they were now different. Their new self-perception of themselves 

included that they were stronger, nicer, and more capable of things than they originally 

thought.. Likewise, their p-ercept.ion of others had chru;iged. Other -students and teacher.s 

were. nicer and far more interesting on the trip. Also, the environment was not just 

undist:urbed_, without people, it b~came a place of life, whkh promoted a sense of 

freedom. Most of .all, i:t was different and defined in contrast to home. For the 

participants of this study home most often meant school. Unfortunately, the teens 

perceive little. or no freedom at borne. The experiences· that they had on thei.r trip 

emphasized working together, lea.ming together, and all the while c_hallenging one.self. 

These are all oflhe things that they feel are missing at home. Ev-en so, there is hope t_hat 

their personal long-term 1mpa_cts will remain intact, 

Experientfal adventure programs offer the potemi~_i for helping participants· 

devdop an improved sense of self, which consciously links relationships with others, 

·places, and the earth. By a_dding programs such as· these to existing PE frameworks, new 

philosophies could be developed that would enhance participation, cuJios,ity, wonder and 

exp~rlment that has been absent from existing program·s in recent years. Adventure 

programming united with other innovative progtanlS such as TGFO physical education 

could move into the puryiew of plrysical lifestyle-education that promotes a holistic 

understi:µ1ding of activity, 
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_Despite the potential that ·experiential adventure programs offer, fear: of litigation 

i_s pushing yo~tl_l work. profoss.ionals away from becoming more involved. Teaching 

unions-continne to advise against further _scb.o.ol trips. In the near future. discussions 

about the: gains to be made-from outdoor adventure progranis anti other extra mural' 

leamfog may w~ll p~ academic. Young people are going to miss out on what it means:to 

be truly physically active unless there is- some form ·of organized :resistanc·e to t;his trend. 

More needs to be don·e,! 
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Appendix A 

Participanf'-s Reflective Look At The Experience. 

Basically, the trip was the• reason that I sta.yed in leadership. I didn't exactly enjoy 

the whole volunteering thing qut I wanted to do the trip just cause my grandpa bikes and I 

wanted to be able to say you know that I carried on the tradition, you know the· flame of 

the torch and all that stuff. It sounded interesting and physically I knew I could do it, -so f 

thought why not take. it right. I. mean~ I could get ·out of school, go somewher:e, do 

:Something, and be away from. my i>arents for like you know 5 days; what a lo.xury. 

Looking hack, I was kind of nervous before we left. I didn't exactly know mpst 

of the p~ople or J did, but you know distantly. I thought .it would be awkward and that 

was the o·nly thing that kind ofheld me back be·cause I do·n't deal well with social 

awkward situations-. Like. you know. tli'e movies in the 80"s where the heroin just does 

sometliiing stupid. I can't watch them,. J can' t watch them cause it is just so. awkward and 

so painful. J don't know, I was worried about the awkward painful situations cause•T tend 

fo attract that kind o.f awkwardness to myself. 

Physically, on the other h.~d, I was r,eady. 1 mean that. \Vas the year I won 

Western Canadians so I was the fastest from BC to Manitoba. I was the .best! I wasn't 

worried about the. physical part of the trip at all- I knew that I was, if not in the best 

shape, than one of the best in the class_. In fact, on day one of the trip, I kind of held hack 

for the. first half hour fo stay wilh my group but then ilie.y \\'.ere goirrg too slow and I got 

-slightly annoyed, I just left an.4 proceeded toward the front group, On the way, I found 

Katrina and dr~gged her up there with me and that's where we stayed. 
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Katrina and I rode together throughout the entire tri,p. I ihi~ that it was on day 

two. that we started to become real close. Before the trip we were friends. kind o.f, but the 

events definitely brought us cfoser together. I .remember the .hill right b.efore .the glacier 

e_ause that hill just never ended, I was with Katrina and 1 didn't want her to stop. We 

promised each other that we wouldn' t stop on that hill and so going t~p I was promising 

her ice oreme oake H' she made it to .the. t.op. I kept saying that we are going: to h~ve ice 

creme cake when we get to the top; it'-s going to be great, we are, beating all the .other 

girls; oh, we are the best, and things like that. Speaking of that hill , I also remember 

going down it. I was so .cold, l don't enjoy the cold,. and so I decided to make up a song. 
. . . 

Thinking back, that song_ became one of the hight ights of the trip. Considering that I am 

not the best singer, .I was. totally singing about how cold l was and how I couldn't feel my 

fingers and how I eouldn ' t feel my t-0es· and ther\;'S rocks and there' s dirt and it'-s cold 

and it's· snowing. Mt. Killback and Katrina were right behind me and they heard me 

singing and I was kind of embarras·sed. But, before long the.y started sio:gin_g as welL I 

don ;t know how Jong we sang, but we made up this huge song. I think it had 6 stanzas or 

somed1iog U.ke that and it all rhymed and it was aU interlocking. It was: about ro.cks M.d 

trees cause there is a song by Arrogant Worms with roe~ an4 trees an_d trees and ro.c.lcs 

and so that was the theme mu_sic for that day .and it just kept going. Without that song I 

think that .I might have gone craz:y. 

Fol" me, going on the trip was such a person~ thing. I wanted to complete the trip 

because it was challenging and d~fferent. I think that I am not a group"'oriented person. 

Swimming is al)' in_dividual sport, I don't like reams. Being in ~roups, that was fine yoµ 

know cause it was-better to share the cost of food .ru;id every once in while it was good to 
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talk to people, butl knew that once. this whole thing got started it would be pretty much a 

singular kind of thing~ I m~an, you are not riding on tandem bikes or anything; it is you 

.out ihere b.y yourself so I didn't aoroally pay attention to the group at all. I mean I was 

pretty much in my own little spaee•. 

On the trip, I think that I w~just in my comfort zone physically. Socially, I have 

always felt .like I. had to be in a pool to be completely like me. I had to be at a -swim me·et 

with my friends and stuff like that to be in my total comfort z_one. I don't know f just 

take a long time to ge.tto know people .. So, usually 1 just don' t bother. I suppose that is 

kind of negative) but I didn't feel like I had anything in common with the group aside 

.from this whole experience. You know you can have the· s.ame teachers., go to the same 

school, but that' s not the s.ame thing as having things in common. You don 1 t .have the 

same sport background ·or lifestyle background. So, even if you are having the same 

experience and ever_ything you .still have that group. I mean a lot of those people; th~y' d 

al1 gone. to elementary and junior high tog.ether. The trip, it wasn' t enough ,of an 

experience that it broke, broke through. the bonds. Maybe· if rhe trip was longer? 

Then again, maybe I am wrong about the social stuff. Y e.s, it was still awkwar~ 

for me, yet it is what I remember the most. In fact, the more that I think about it and the 

more that we talk about it, the truer it becomes. I can .still hear that crazy song in my 

bead. I can remember singing it~ sharing it with people, and more importantly talki~g 

with people. Did .I.come out ofmy comfort zone as.much as I could have,.No, but.I 

remember that the people on the trip were more important to me than I had originally 

suggested. 
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I .also remember that wherr we got back to school that I w~ mu:ch more, involved, 

comfortable in clas_s. Perhaps, it's because we -aU knew each other a little• better. j mean 

f still can't believe that Riley knew my .name . .Or, maybe it's because we had a chance to 

talk about the trip tQgetber. In class, I reme:mber everyone talking about the mountains 

and how difficult they were. The hills, they just made everything hurt; yet it wouldn't 

have bee,n the ·same without them. 

Overall, the trip was a good ~xperience and that'.s ·the way that I loo~ at it. It. was 

another adventure you know and it's over so what's the next one.lam just looking 

forward to ~hat is after this. It's kind oflike it's done, it was amazing, I have done this 

now, I have to do something else! 

Steve: 

In .class1 as we began to plan for the hip, I was so excited; I couldn' t wait tp go. 

But, as, the trip drew close.r:, 1 became more and more .scared. I remember you and my 

Mom talking -about the trip about a week before we went. The both of you reassured me 

that the trip was going to be great, but I still didn't know what to think. I was stijl so 

nervous and frightened. I wasn 'i sure if I could make it. I didn't want to g~ because I 

didn' t want to fail at it, but I kind of forced mys~lf to and. kind of got forced by other 

people as well. My parents kept reminding me how good this trtp would be for me and 

also that they had already pa1d for it ,so I better go. 

Personally,. I:wanted to go because I thought. that it would be fun. Even though I 

was nervous .about maybe not being able to do it, I was also interested in seeing ifl could. 

I started biking .a short time ago so f had a small, very small idea about how hard it might 
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be. r kept thinking "wouldn't it he. gre~J if I went and was able to finish it!" that woutd 

pro.ve something. to my parents .. 

On the trip so many things. stood out and it all started with that first morning. 

~ybe it was because we didn' t know what was ahead of us. or maybe it was becaus.e I 

don't know, but me and the boys decided to cook steak and eggs. We had steak and eggs 

before going out and riding 92 kilometers. To thi-s day, Khaleel and I still talk about that 

lump of food sitting in our bellies as we rpde through the mountains. 

Man, that first morning was tough. Noneofus expected-the riding to be that hard. 

The hills, I. mean mountains, )na:de. riding so diffi,oult.. The nice thing about i,t though was 

that it kept everyone together. Me and the boys rode together aJlmoming_ and that was 

important, as we needed eaGh other for support. None of us wanted to slow down and our 

support of each othtr helped to keep us in the middle of the pack. Staying there, I 

r~member was so important as none of us wanted to be left behind; we were scared of 

what the others. might s.ay. That :first morning was. so difficult beqause the longer you 

rode, the more you started .to realize just how far was left to go. 

The ·afternoon on that first day ~ctually got easier .. No, the riding was still 

difficult, but my goal of not getting off my bike unless it was a ·sch_eduled stop was 

working. I just kept riding when so many others would stop and walk their bike-for a 

while. That made no sense. to me, but mayb_e they had the.fr reasons. By the. end of the 

first day I was really happy with111yselC proud of myself cause l bad made it so far and 

had the chance to take in some great scenery. ·The vastness of the mountains was 

incredible; it is so different there. Different- t.han anywhere else and I was doing 'it, I was 
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starting to change my thinking. At first, r was thinking that I couldn' t do it, but slowly I 

started to think that I could. 

bay 2 was about that climb. [ woke up thinking about hqw difficult it was going 

to be. All morning I kept waiting for it to start; was it around this comer, that one, etc. 

Toe Il!!Xt thing I knew was that we were on it and it was tough. Throughout the climb I 

tried to focus on my goal and not think about the pains in.my body. My knees-were 

really starting to hurt and I was so glad that the distance was much sha.rter on the second 

day. Als0, getting to Rampart Creek by late afternoon allowed us to hang out.a Gttle 

more with everybody. That was cool because I ha:d the chance to talk with people that T 

don't normafly do. Everyone ·seemed so much nieer on the. trip than at school You 

didn't .have to deal with all the clicks. 

At the start of the third ·day I was still so_mewhat scared. I wanted to finish real! y 

badly and I kept thinking a.bout il One minute I thought I could, the. next I couldn '.t. 

At some p0int I was riding alone when 1 met, r don't think you were in the van, I think it 

was just Mr. Fras and Mr.s. Baxter that were. in the van. coming back I talked to them and 

they said it's just a little .further, So ljust gave it all I had and I went hard. Basically, 

th.at whole day 'I was alone1 I was in betwe_en the two g,roups and I was catching up wHh 

the fitst group as I went on. I got there I think 10 minutes after them or 5 minutes after 

them or something I can't remember how long, but I was catching up to them sol was 

pretty happy with that Day 3 was a little different. than the other two and that was all 

right bec_ause I co.uld go as fast as I needed to go or if l .need~d to slow down and. take a 

little re.st I could. Also, I just had time to look around and t¢fled on where I was and 

what I was doing. 
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Once home I was pretty happy with .myself and wa:s already ready for the next 

test. I remember talking to my parents for qoite a long while,, showed them all my 

pi.cture.s, and you know talked to them, toldtherh about everyday. I think I went through 

absolutely every thing I did the whole 3 days and yah they were pretty proud of me• f 

think. AII I know was that I was pretty proud of my-self and I still am to.day. 

Erin: 

Originally, I went on t:he trip because everyoJ1e else was goin_g on the trip, it was a 

big leade.r..ship thing that it was part of being in the leadership class that you went on the 

leadership trip. Also, I was looking forward to getting off school for a rew days, just. 

spending time with a. bunc:h of people that I don't generally spe,nd ti_me with a who le lot 

and getting away fro.m .Sberwood Park, going somewhere eJs·e. Findiq.g out things, 

looking at different things, seeing differ~nt things, that kind of thing. 

Looking back to tbe beginning of the trip I was not rea1ly sure what .to expect. I 

wasn't sure what was going to happen, or how hard it was going to be. I kept saying to 

myself that I had to train or something, but t.o actually getting around to it, l was 

procrastinating big time. It just didn't really seem real to me,. it didn't click in with me at 

all. I knew it was going to happen, Iike·wn, logically, I knew h was going to happen but 

emotionally~ l wasn't lhere yet. You know, ( didn't r:eally think that anything was really 

going to happen. I thought it was like another day or something. 

On the first day I was feeling pretty optimistic when we first got our bikes .. We· 

were ridfog around in the parking lot and. I figured, oh this is going to be fine, l'B be 

great An.d then, we actually left, we got to that first really b:ig hill and ,I was like, oh my 
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goodness~ this-is n:ot going to be near as easy as I thought it would be .. At that point I 

pretty much lost my optimism. After that, ~twas Iike this is going to be tough, umm; I 

actually have to try now. Throughout that first day I grew increasingly madder because, 

of the p_ain that [ was in and I wasjust generally stressed out. My poor body was taking 

on thi's pressure that it wasn't used to taking which made me cry in the neighborhood of 

50 times that morning. So, to start wfth I was just a big pµnqJe of negative emotions. 

I was so happy that the first day was done. The aftemo.on proved to be as diffic.ult 

as the morning. After our break .at Maligne Lake, I was so sore that I didn ' t want to ride. 

Having no choice in the ma{ier, I got. back o,rr my bike and spent the next (our hours 

trying .to get some water back into me and trying to go forward the best that I co.uld. 

should haye drunk.more along the way1 and then ~gain r should done a lot .of things 

differently to get ready for this trip. I never expected to be in the front because I wasn't 

an athlete, but I didn't want to be so far back either. 1 don't think that some- of the others 

wanted us back there~ wen. 

I was so happy to be finished and to arrive back at the.hostel. t remember seeing 

everyone and offering, "good job you guys-.reaJly good.' j I was kind of surprised when 

they -said it back, but at the san1e-time I'm not sure if they meant it as much as we did. 

But, it really didn't matter as long as-they weren't really saying anything bad/ Now, I 

1hink mffS.t oJ them were• pretty good spirit.edi most of them were pretty understanding. 

There was.just the odd person that was a bit caddy, but most of .th~m were really good 

about it. 

At the 'Start of the .seGQnd day I thought it was going to be a lot shorter .than the 

first one. The distance looked a lot shorter sol didn't think it was go.ing to be. too bad. 
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That momil).g l Wl:IS actually pretty calm; I was pretty good about fr, you know. We.had 

looked at fhe lake on.the map, it lo0ke.d tiny compared to what we had done the day 

before. Yeah, I was in a pretty good mood, like for the first half an hour unti l 1 crashed. 

After that, everything just sunk. 

I was acwally dqing pretty well until then, and what happened was, I slowed 

down around that hairpin tum. It was hard to get a grip on it and I spun out thete·. I kind 

of flipped and l almost wentoverthe side. I skinned my knees and elbow really, really 

bad. A couple of people who were up above in a car, sigbt. seeing, cam_e down wj_tl\ their 

first aid kit and helped me until you and Mike came baok to' help; Then that was o.k, 

right, I wasn't doing too bad then, but when I decided it was time for me to get back on 

the bike,.my knees just ached horri,bl'y. At ihat )Yoint. I was still thinking, noh, rube able 

to get back up on my bike eventually/ but l wasn' t s.o sure. It was then that I think you 

wen~ debating whether or riot you should send me back, but you decided that you should 

walk me forward. We. started pc:1ssing by people; we got to the next checkpoint and 

everything. There, I took a drink of water and everybody seemed to be ok, except for a 

few people who were kind of giving us: looks. I didn't -actually hear anything except that 

t v~ heard they were sc:1ying fhing,s like "Why are they ba~.k tllere~ they1r~ heing such 

wimps'·' and stuff like. that. Thank goodness for Trina, who never left my side that day. I 

really appreciated i't be·cause I didn1t want to be walking/:tiding around alone and she was 

great to talk with. I never knew that she was so funny and positive. She was great! 

On t.he third day I was tlred .and everythi~g, but I was thinking, we are almost 

done, you know, we are almost at the: hot springs and it's going to be pretty easy, it'$; not 

going to be anywhere near. as hard. In fact, driving, up to the Sulfur Lake where we. were 
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going to st~ from, f° actually had a chance to look at the s,cenery a lot more than r was 

before and I was noticing things, looked really nice. Suddenly, I found myself t_alpng in 

as· much of the view as T could. I really appreciated it more than I di~ wrren r was. riding. I 

appreciated the scenery a lot. I felt like 1 finally had time to look around including down 

to what I was wearing. I remember it w.as just really wet when we .got there so f had all 

this gear on. It was this horrible green suit thatju_st looked wretched. 

Climbi'ng up was fin_e. It was difficult at times, but nothing like-we had just gone 

throµgh. Walking down on the otlier hand, that ·was fun. I remember [ was wall<lr1g 

down with some. of the leaders and Tina. ·we we.re talking_;~bout weird things such as. 

when you're dehydrated; _your pee is more yellow than when you are nat. r still can ' .t 

be(teve we were talking about that, but the atmosphere was so casual even with the 

adults. Then s.omewbere. on the way down, we met up wiili Se~. Him and I started 

talking about Ireland and fam_Hy and stuff like that. We had a: good talk. I was -pretty 

happy after that, like everything was done. I'd ·done all the physical part and we coul.d go 

to the hot springs and talk some more. That"s· what I was looking forward to just hanging 

out. It dido'{ really faze me that I had just climbed a mountain, instead i was thinking 

that now I cart go warm up, ha:ve fun, and sh down for a while you know .. 

The last part of the trip was really cool. Everyone was just hanging out and 

chatting it up. It was different there than when we are. at school. School tends to culture· 

a certain kind of quirkiness. By the end of this short trip everybody was really exerted to 

be with each other. Everybody was talking on the way back, hanging out, until we 

reached some strange point on the road. Suddenly, it wasn't like the same exuberance. It 
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·Shortly afte.r .arriving home I became very proud of myself. I had Just done 

something that to this day I have a hard time fathoming what I actually acc.ompHshe:d. 

My parents,. on the other hand, were like, oh; whatever, you'.re back Y QU' know, they 

did~'t understand at all what I'd gon_e through. Although l tried to explain., for whatever 

'r~ason, they just didn',t get it. The same thing happ·eoed with my friends, they didrt~t get 

it either. h wasn' t long before. l started not getting it! 

Mario: 

Going on the tdp was simple for me.. Some of my friends had gone the year 

before and ·had .told me that it was something worth doing. ·So, I just thought, not oo:Jy 

could I get away from school for a few days, but also I get to go and have some fun. You 

know ride the .bike~ I love doing sports; being outdoors, whatever. l just thoµght i t would 

be.a good experienc~t_o have, 

Looking back to that fi.r;st day I remembet being. surprised by a l_ot of things. Fi rst, 

I was surprised by the challenge. Having been an athlete, a hockey player, my entire life, 

( was. used to being challenged, but not like thfs-. I think what was different was the 

duration. I mean, it wasn't j'ust a game or practice whe.te.you knew that after a certain 

time. things-were going to be over. Instead, there were times when I 'thou&ht the riding 

was never going to stop.. l ·think it wa;; ~bout half wa:y up to M~li~~ L<Jke. that I started 

thinking thatl'm not going_ back dd:Wn. It was -so hard for-me; I was so surpi:is-ed that I 

was•just sitting there thinking, 1'theycan go, r'm sitting up here. I'm dog-tired. I'm not 
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going baqk down." Just the fact that you had to get up and down those hills and knowing 

how much you had left was difficult. The distances that you place i:n yout mind that 

seems so large at the time and the fact that you were told that the ride will take eight 

hours and yet you 're only on your first half hour or your first ·hour and you know that you 

have that tnlleh left to go is scary. Knowing how hard the previous haur ·was to you; it all 

begins· to ware you down. Bow you' re c;.onstantly thinking I have to keep pushing, cause· 

I have to keep going, r have to keep going, It wares you down when you think'that niuch. 

Surpdsing1y, once we got started, going back down wasn' t that bad. Yah it was 

still tough, b.ot nothing like the morning. { think it was about a half an hour into ~ ride 

down when f was ·surprised again. I couldn't believe how well s..ome people were doing. 

People that f had never expected ta be the.re were right there riding .beside me. You see, 

before the trip b.egan I thought that I should be in. the lead group. Personally,. I wanted to 

make sure that l was in the lead group, lead the rat pack. Not only did l want to be in the 

le.ad group, but also l wanted to be 'leading the pa.ck I .gue.ss. you could say. I Wanted to be 

the guy at the .hea~ pushing, and everyone trying to catch up. Being the guy that 

everyone looks up to and says, 'Wow, he's. going like-I need to keep going'!' l guess I 

kinda wanied to motivate other people. But .in a sense, I didn't w.ant to lose. to anyone 

either because [.just felt t.hat l might have been, like l said, one of the top athlete.s in the 

class so that's .how I felt. 

Now that I think about it, I quite. enjoyed ·being challenged that. way. It was a push 

for me, especially mentally~ like I said seeing kids that I thought might not have been fJ.ble 

to do it, right there beside me. I mean, to me it looked like they had tons of energy~ 

Maybe inside they were feeling exactly like me, tired, sore, etc .. , but they just kept 
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working, therefore, so did I. What was really cool about that-whole ride w~s that I gained 

a new kind of respect for them. Thai night around the fire, it was kinda cool hanging out 

with people that 'I hadn't known very wen until that afternoon. 

Day two wasn't as much about challenge as it was ab.out helping people. Thrs in 

itself is kind of a surprise. No, not because :I don't like helping people, in fact I do. 

Rather, T ab~doned any need that I had to be up in the frouJ in order to help one. of my 

friends. When Vanessa was struggling with her injuries, I decided ·to bang back and help 

keep. her going. At the time it was a no brainer; my friend ne~ded help and I w~s there. 

Looking ba_ck.now I guess it was a bigger deal than I gave myself credit for._ Knowing . . 

myseJf as the competitor that I am I guess it was• a good thing to do. I guess you could 

say the· same thing when we helped Michelle that day. Going back for her lost glasses 

was cool for a couple of reasons. First, again iJ was a chance to help someone out and 

second, for a more selfish reason was an opportunity to ride hard with y.ou. Golng b:ack~ 

we rode bard, had a chance to chat,. and just hang out like a couple of guys away on a 

cool trip. Not too many guys get to lhat with one of their teachers. 

At the start of day three I thought that it was going to be quite easy, and so did 

everyone 1 think. We thought walking, walking co.rn]J..ared to what we had just. done. We 

di!in.,t think it wasn't going to be a big deal whatsoever. Well, it turned out to be another 

challenge, Although it.wasn'tas hard as the two previous days, it still proved to be very 

difficult b.eeause of the incredible incline that we faced, as well the altitude made it hard 

~o breath. Also, from being worn out from the riding some people seemed to struggle as 

much with the climb as they did the ride. They great part about the climb, however, was 

that everyone seemed more relaxed. Everyone got the opportunity to hang out with 
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everyone. Some p~ople got to see some friends that they hadn't seen during the first few 

days, while others took advantage of the opportunity to hang out with some new friends. 

Either way, the walking seemed to bring people closer together. Maybe it was because 

people tended to view walkin~. as an everyday activity, m maybe it was something else~ 

in any case, [ think that a lot of the competitiveness disapp~ared on day 3. Or, at least it 

did for me. It was a great day! 

On the way home I felt just awesome_. Although I was disappointed in having to 

leave, I felt as th0ugh I had just had a once in a lifetime opportunity. I couldn't wait to. 

get home and tell n~y friends that you -should have been there; you should have got in that 

class. We ha.d an absolute blast;. it was tough, it was fun, and it helped cbange_d the way 

that r looked at some things . .At first, I thought that the trip. was about competition, a 

chance to prove how good I was by being one of the top. guys. I remember tbir).king like 

this until one of n;iy friends· got hurt. Then, I didn't worry whatsoever ab0.ut making sure . . 

that I caught up to the lead group or whatever. That i'n a sense was good for me .. No, I'm 

not glad that -she got hurt, but that incident did help me. lt helped me realize that who 

cares sometimes. In life, _you're not going tQ always he o.um.ber one ao.d if you can help 

someone jus.t finish, get through that day,. get through ordinary l1fe When they might be 

stnlgglin:g with something, it's ah, better than you can imagine. 
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