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OVERSEAS YOUTH EXPEDITIONS: OUTCOMES, ELEMENTS, PROCESSES

by Simon Kennedy Beames

This case study examines the participant outcomes, critical elements, and processes'of
young people’s experiences on a ten-week expedition to West Africa. A secondary aim
was to explore how one expedition structure caters to the varied_ goals of the
participants. The study’s rationale lies in the limited research focusing on young
people’s accounts of their experiences and how outcomes in overseas youth expeditions
are achieved.

Symbolic interactionism provides a framework for exploring the ways in which young
people construct meaning and identity from their experiences. Mead’s (1934) and
Cooley’s (1962; 1964) work illustrate how individuals develop their ‘self through
interaction with expedition team-members. Blumer (1969) helps to understand how

participants are influenced by their interpretations of the physical, social, and abstract
objects with which they interact.

Principal data collection involved interviewing 14 young people before, during, and six
months after the expedition. Secondary data were derived from informal discussion and
participant observation. Interview transcripts were interpreted using a combination of
phenomenology and thematic analysis. Verification relied on member checks,
investigator triangulation, and peer review.

The data suggest that an overseas expedition is a highly subjective experience. People
came for a wide range of reasons and took away learnings with personal relevance. The
principal outcomes are improved relationships with one’s self, with others, and with
greater society. The critical elements of the experience are living with three different
and diverse groups, being self-sufficient in an unfamiliar rural environment, and
participating in activities perceived as challenging and worthwhile. Participants
processed their experiences through reflection, one-to-one conversations with staff, and
informal dialogue with their peers.

The thesis concludes that effective expeditions encourage each participant to
determine their own learning. Groups comprised of people from varied backgrounds
who interact in unfamiliar settings yield critical opportunities for individuals to re-
examine and modify the attitudes that shape their actions. Finally, staff should ensure
that participants have ample time to interpret their own experiences through
unstructured reflection and informal conversation.
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Chapter One: Introduction

Raleigh International is a youth development charity based in London that
exists “to inspire people from all backgrounds and nationalities to discover
their full potential by working together on challenging community and
environmental projects around the world” (Raleigh, 2003, para. 1). It is one
of many organisations offering British youth a staggering variety of
structured overseas experiences, which include working in hotels in the
Canadian Rockies, teaching English in a Nepalese village, volunteering at an

African Game Park, and building schools in Honduras.

Structured experiences can be considered in four main categories: courses
and cultural exchanges, expeditions, volunteering, and work placements
(Year Out Group, 2004). I consider a structured experience to be distinct
from travelling independently, as it involves using the services of an
organisation to coordinate the young people and the infrastructure they
interact in, before leaving the UK and again in the host country. The majority
of these organisations are registered charities where participants raise a set
amount of money for the organisation. This money then goes towards

administrative fees, in-country living expenses, and project materials.

In 1998, the Year Out Group was formed in response to the increase in
organisations catering to young people seeking alternatives to formal
education. Its principal aim is to promote models of good practice within the
emerged industry of structured, year out programmes (Year Out Group,
2004). At the time of writing, there are 29 organisations offering such
programmes. Every year more young people are going overseas with the
assistance of organisations offering work placements, service projects,
research projects and expeditions (Universities & Colleges Admissions
Service, 2001). In 2002, more than 200,000 British youth travelled abroad

for such a structured experience (Year Out Group, 2004).



The majority of the 29 registered year out programmes offer experiences in
developing nations (Year Out Group, 2004). Developing nations, also known
as low income or third world countries, are characterised by per capita
incomes of less than $5000 US dollars (Ellwood, 1998). These countries
provide settings for organisations offering volunteer and community service
experiences, since poverty, hunger and illiteracy remain common in most of
their rural communities (Ellwood, 1998). The few year out organisations that
operate in North America and Europe offer predominantly professional work

experience and language instruction (Year Out Group, 2004).

Most participants in year out programmes are taking time out before or after
university, or later on in life as a “grown-up gapper” (Year Out Group, 2004).
As a result, the demographics of the participants going overseas on
structured experiences do not reflect the demographics of British society
(Beames, 2003a). However, programmes offering subsidised places for
young people who have experienced some form of social exclusion do exist
(Year Out Group, 2004). Social exclusion can be defined as “what can
happen when people or areas suffer from a combination of linked problems
such as unemployment, poor skills, low incomes, poor housing, high crime
environments, bad health and family breakdown” (Social Exclusion Unit,
2004, p. 1). Raleigh International (Raleigh from now on) is one of the few
year out organisations that has a branch of their programme dedicated to
socially excluded youth. Out of the four categories of structured year out
experiences, Raleigh ten-week adventures are a combination of two of these

categories: service and expeditions.

1.1 Expeditions

This next section describes what an expedition actually is, and how Raleigh is
positioned within the year out industry. Much of this discussion involves

defining an expedition, so that matters pertaining to structured experiences
of this nature can be explored more specifically.



1.1.1 What is an expedition?

It is helpful to discuss the universal features of expeditions as this permits a
deeper discussion of the related outcomes and elements. I propose that

expeditions consist of a journey, have purpose, have an uncertain outcome,

and are self-sufficient.

A major defining feature of an expedition is that it is a journey (Allison,
2002; Drasdo, 1998), where “generally speaking, the longer or the more
difficult the journey the better” (Drasdo, 1998, p. 21). With particular
reference to young people, this journey can be seen as a physical exploration
where they are encouraged to “travel with their eyes, ears, and noses (not to
mention their minds!) firmly open” (Gair, 1988, p. 29). The importance of
exploration was central to the early organisational objectives of the Public
Schools Exploring Society (Levick, 1933). Expeditions can also be regarded
as inner journeys, where travellers explore their feelings and attitudes
(Mortlock, 1984). The use of outdoor challenges as metaphors for the
challenges experienced in people’s daily lives is well documented (Bacon,
1983; Gass, 1990). A Raleigh expedition involves a journey to the host
country, and then travel within the country to the project sites, where further

unsupported excursions may take place.

A second feature of expeditions is that they have purpose (Gair, 1988). For
some expeditions the purpose might be to summit Everest, for some it might
be to conduct scientific research, and for others it might be a service-oriented
purpose such as building a school. This common purpose gives the members
of the expedition a goal towards which they can strive together. This is true
of a Raleigh expedition where each phase involves a different overall purpose,

all of which are labelled as environmental, adventure, or community.

A criterion not only of expeditions but of any kind of adventure is that it has
an uncertain outcome (Priest, 1990). When the outcomes of experiences

become less predictable there is a heightened sense of disequilibrium or



adaptive dissonance, which has been identified as a critical antecedent to
personal growth (Nadler & Luckner, 1992; Walsh & Golins, 1976). Learning
is less likely to occur without this state of internal conflict that results from
old ways of thinking being challenged by new information (Nadler & Luckner,
1992). The loosely planned projects and uncertainty of living in a developing

nation contribute to the unpredictable and organic nature of a Raleigh -

experience.

The fourth expedition criterion is self-sufficiency (Allison, 2002; Drasdo,
1998). Drasdo (1998) is clear that “in the ideal journey no outside support or
assistance is available and no easy escape from commitment is possible” (p.
22). Whether one is attempting to cross a desert or camping at the bottom of
a garden, this criterion of self-sufficiency is crucial to the participants feeling
more in control of their experience. The concept of “locus of control” was
introduced by Weiner (1979) and has been adopted by theorists in outdoor
education (Priest & Gass, 1997; Schoel, Prouty, & Radcliffe, 1988) as an
element of ensuring that participants feel they have the power to change the
course of events. The Raleigh experience is hallmarked by venturers being
highly self-sufficient, as they must manage and prepare all their food, and
keep themselves and their campsite relatively clean, while living, working and

sleeping outdoors with limited equipment.

The four expedition criteria of journey, purpose, uncertainty, and self-
sufficiency have congruence with the features of a Raleigh expedition. The
purpose of a Raleigh expedition is loosely defined as discovering one’s full
potential through participating in adventure and community service
programmes (Raleigh, 2003). While the dates and locations of the
expedition are fixed, what happens on the journey is uncertain and
impossible to predict. Finally, all project teams are given for their three-week

phase a fixed amount of food and equipment, with which they must forge a
self-sufficient existence.



1.1.2 Why do people go on expeditions?

One piece of advice, given me by a friend who had recently completed a PhD,
was to “not be afraid of asking the big questions”. One big question that
lurked in the background for this study was “Why do people go on expedition
in the first place?”. This question is of fundamental importance, as it enables
a comparison between what participants are hoping to gain from the
experience with what the expedition providers are hoping the participants
will gain. Chapters Five and Six focus on these findings of hopes and

outcomes, respectively, and how they relate to each other.

Operation Drake, the precursor to Raleigh, had growth for the young
participants as its principle goal (Mitchell, 1986). Chapman (1986) describes
the aims of Operation Drake as giving “young people a chance to re-awaken
and commemorate that old Elizabethan spirit of challenge and adventure” (p.
10). This quotation presents a rationale for Raleigh’s organisational
existence that is not unlike other organisations, such as BSES Expeditions.
Still, it seems apparent that Raleigh International has made two assumptions
over the years. First, young people need programmes supplementary to
traditional education to help them personally develop further. And second,
adventurous overseas expeditions will help young people achieve this growth.
From my understanding these assumptions go unchallenged, not least from
the young people who go on expedition.

As only one piece of research on overseas expeditions from the UK has asked
its participants about their reasons for going on an expedition (Beames,
2003a), the literature is mostly limited to opinions from academics,
administrators, and field staff. Payne (n.d. cited in Ware, 1978) asserts that
young people are embarking on expeditions out of “desire to take one’s own
life into one’s own hands, to achieve some sort of personal goal and for a
short time to have some say in one’s own immediate destiny” (p. 4). Drasdo
(1998) suggests that the goals of outdoor education are first to learn physical

and technical skills, which is usually a pleasurable experience, and second, to



“make the student a better or more useful person” (p. 8). These two
viewpoints are at odds with each other and highlight two perspectives that I
have encountered through the research process. Drasdo’s comment suggests
that a society promoting outdoor education will influence young people in
ways that are beneficial to itself, whereas Payne sees expeditions as providing
young people with the power to shape their destiny. This dichotomy is an
example of the tension that I will examine in Chapter Three, which outlines
the theoretical framework of this thesis. The perspective that I have chosen

for my analysis of expeditions views that humans have the power to shape the
world in which they live, as it shapes them.

There are many examples of expedition providers stating the goals they have
for participants even though there is limited literature examining the actual
goals of the participants themselves. Based on my own survey of websites
offering overseas youth expeditions, their aims vary from “self-discovery”
(BSES Expeditions, 2003, para. 1) to “leadership, teamwork, and personal
development” (World Challenge Expeditions, 2003, para. 1) to discovering a
person’s “full potential” (Raleigh, 2003, para. 1). Common to many
organisations is the concept of personal gain through doing work for people
in need. This has been explicitly stated by one organisation that offers
opportunities to go overseas to work for international NGOs, national parks,
scientific groups, wildlife departments, and schools, while boosting
participants’ curriculum vitae (Trekforce, 2004). Participants can then
“display evidence of having used initiative, determination and teamwork” to
prospective employers (Trekforce, 2003, para. 1). This illustrates my
perception that people want to somehow better themselves through
participation in an adventurous expedition, but they want to do this through
programmes perceived as socially responsible. This “self-righteous”

motivation for going on an expedition is discussed further in the next
chapter.



Considering early impressions is an important part of case study research
(Stake, 1995). People’s self-righteous motivations for going on an expedition
was one of several impressions I formed through background research,
before formal the data collection began. Another impression was the
apparent assumption shared by the young people and their parents that
taking part in a structured overseas experience will lead to increased
worldliness, maturity, personal growth, leadership skills and self-confidence
(Beames, 2003a). Little information is offered about the processes by which
these possible outcomes come about. For example, in their promotional
literature, organisations have little to say about how working on a three-week
environmental project in Chile involving tracking and counting a rare type of
deer will lead to a greater understanding of self or make one a better “team-
player”. Still, it is difficult to criticise these organisations for not explaining
how overseas experiences lead to personal growth, as there is limited

research conducted on this subject (Beames, 2003a).

1.1.3 The evolution of youth expeditions

The idea of British youth going overseas in search of adventure dates back to
1932, when Surgeon Commander Murray Levick formed what is now called
BSES Expeditions. Originally known as the Public Schools Exploring Society,
the young explorers participated in field projects in remote regions of the
world with the ultimate aim of self-discovery (BSES Expeditions, 2003). For
many years, they remained the sole organisation entirely dedicated to taking
young people abroad to participate in adventurous activities, with the

majority of their participants coming from public schools (Grey, 1984).

Two new organisations dedicated to taking young people abroad, Project
Trust and Gap Activity Programme, were started in 1969 and 1970,
respectively. Although these organisations did not offer expeditions as such,
they coordinated 11-month overseas work placements in settings that were
often remote and adventurous. In response to the growing number of young

People who were undertaking their own adventures and expeditions, the



Young Explorers Trust was founded in association with the Royal
Geographical Society in 1972. Since its inception, the Young Explorers Trust

has served to advise, and in some cases fund, almost 600 youth expeditions
(Grey, 1998).

The period from the mid-1970s to the mid-1980s saw the British overseas
youth expedition transform from a product exclusively for the socio-
economically privileged one catering to a “much larger range of children of
varying social backgrounds and academic abilities” (Grey, 1984, p. 17). An
early example of these programmes was Kennedy’s (1984) overland
expeditions to the Sahara desert with inner city youth from Liverpool. The
1980s also marked the period when expedition research was born and when
these experiences were becoming more accessible to youth from varied socio-
economic backgrounds (Grey, 1984; Kennedy, 1984).

During the 1990s the Young Explorers Trust took measures to help ensure
that the increasing number of overseas expeditions were as physically safe,
environmentally friendly, and culturally sensitive as possible. They
published two sets of guidelines: Safe and responsible youth expeditions
(Young Explorers Trust, 1994a) and Code of practice for youth expeditions
(Young Explorers Trust, 1994b). These booklets were made available to the
public and served to inform and complement expedition providers’ in-house
standards of practice. The growing number of organisations offering
overseas experiences prompted the Royal Geographical Society to organise
conferences on expedition health and safety in 1999 and 2002. Both of these

conferences addressed issues of risk management and “safeguarding”
experiences for young people.

Along with the issues of health and safety highlighted in the 1990s,
expeditions in the new millennium brought new areas of concern. Critics
have identified several ills of the current state of youth expeditions (Allison &

Higgins, 2002). Some of these include the questionable practices of



expedition providers (wearing offensive clothing or using high altitude
acclimatisation drugs, for example), the high price of sending young people
out of the UK, and the absence of a united approach to screen expeditions

and school trips. Having discussed the nature of overseas expeditions, I will

now specifically discuss Raleigh expeditions.

1.2 Raleigh International

The following section provides an overview of Raleigh’s roots, with a critical
examination of its organisational tensions. An understanding of

organisational history and current issues will help the reader put this case
into greater context.

1.2.1 Raleigh’s roots

The organisation that is now Raleigh International has operated under two
other names since its inception in 1978. Originally launched by HRH the
Prince of Wales and Col. John Blashford-Snell as Operation Drake, its aim
was to “develop young people by participating in adventure, scientific
exploration and community service” (Raleigh, 2003, p. 3). In those days the
expeditions were based on The Eye of the Wind, a tall ship that sailed all over
the world. During Operation Drake’s two-year existence, 414 people worked
on projects in 16 countries (Raleigh, 2003). When news of Operation Drake’s
creation first surfaced in December 1977, the headquarters was inundated
with over 58,000 application letters from all corners of the world (Mitchell,
1986). After an initial “weeding out” participants attended physically and
mentally demanding selection weekends in 11 countries, including Nepal,
New Guinea, and Iceland. Early tests included weighing a four metre long
python and making a meal out of a live pigeon. Participants wore numbers to
identify themselves and were observed by selection judges. These selection
weekends no longer bear much resemblance to Raleigh’s newly designed

Introductory days, which are, in essence, information sessions.
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My informal discussions with full-time Raleigh staff suggest that in the 1980s
venturer selection was incredibly rigorous, whereas today it is rare for any
self-funder to be denied a place on expedition. It appears that over the last
25 years there has been a considerable shift from operating expeditions that
are exclusive to those that are inclusive. In other words, there is now a
greater focus on working with anybody who is interested in furthering their
own personal development, whereas the emphasis used to be on working only
with those people identified as already possessing “the right stuff” during the
selection weekend. After this section I will examine this more recent ethos of

development for youth from all backgrounds in relation to the development
of the host communities on Raleigh expeditions.

The success of Operation Drake led to the creation of a more ambitious
organisation: Operation Raleigh, which began in 1984. Operation Raleigh
also based its expeditions from ships: the Sir Walter Raleigh, a utility ship
that was renovated by young people in Hull, and Zebu, a brigantine. Again,
this initiative proved a huge success as 4,000 venturers (participants on a
Raleigh expedition) and 1,600 staff took part during its first four years. The
programme demanded venturers who were “fit, compatible, spoke English
and could swim 450 metres. They also needed to have a spark of leadership
and a willingness to place service before self.” (Blashford-Snell & Tweedy,
1988, p. 18). Although initially conceived as a four-year project, it was
decided that Operation Raleigh would become a permanent organisation
focused on land-based expeditions. As with Operation Drake, participants
needed to possess certain personal characteristics to be selected to go on
expedition. This is a stark contrast to today’s Raleigh, which offers personal

development opportunities to all, regardless of background or skills (Raleigh,
2003).

As the number of non-UK volunteers continued to increase over the years,
Operation Raleigh changed its name to Raleigh International in 1992
(Raleigh, 2003). To date, over 28,000 people from 80 nations have been on
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a Raleigh expedition, making it the UK’s largest registered youth

development charity (Raleigh, 2003). Having recounted Raleigh’s history, I
will now describe the structure of a Raleigh expedition.

1.2.2 Raleigh’s expedition structure

Raleigh operates two expeditions a year to Chile, Ghana, Namibia, Costa Rica
and Nicaragua, and Malaysia. Once all the venturers meet in the host
country for the first time they are split into nine or ten groups of 10 to 12
people. Each group has two or three volunteer staff members. After a week
of induction training on camping and local customs, the volunteers are
deployed on to the first of their three phases. Each venturer spends three
weeks on each of their three projects — one community, one environmental
conservation, and one adventure project.! Between each phase there is a two-
day change-over, where all the volunteers gather at a central location and
have some time to get relatively clean, have a cafeteria-style meal, possibly
sleep on a bunk bed, and exchange stories with venturers from other projects.
On the second day of change-over the Expedition Leader and Deputy
Expedition Leader arrange the venturers into new groups for the next phase.
Raleigh aims to ensure that there is a diverse mix of all four venturer

categories within each project group (Raleigh, 2003).

The premises behind Raleigh’s three-phase structure is an aspect of the
experience I explore in this thesis. It is unclear whether Raleigh’s three
distinct phases of community, environmental and adventure exist to provide
variety in the programme or because they yield different outcomes.
Answering the questions of if and how the actual activities comprised in the
phase elicit different outcomes is part of the second main aim of the

investigation, which involves identifying the critical elements of the
experience.

' Supplementary information on the country of Ghana and Raleigh’s nine
different projects is found in Appendices C and D, respectively.
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On a Raleigh expedition there are four main categories of venturer.
Approximately 40 percent of venturers are called self-funders, who have
raised £3500 for the charity in order to come on the expedition. This money
goes towards administration costs at London head office and the host country
office, return airfare, and in-country project materials, equipment, ground
transportation and food. Twenty percent of venturers are from Raleigh’s

- Youth Development Programme (YDP) and have all experienced some form
of social exclusion, such as long term homelessness, long term
unemployment, substance abuse, or dropping out of school early. Although
the YDP programme is fully subsidised through charitable donations and
grants from bodies such as the European Social Fund and the National
Charities Board, venturers must raise £800 to cover spending money,
personal expedition equipment, and inoculations. Both self-funded and YDP
venturers come from the UK. A further 20 percent of the venturers come
from the host country itself. In this particular case, Barclay’s Bank in Ghana
covered the expedition costs for all host country venturers. The rest of the
venturers are a mixture of international venturers from countries all over the

world, as well as the UK and the host country.

Raleigh’s youth development programme is supported by partnerships with
youth charities, such as Active8 in Hull, and Motive8 in Newcastle, London,
Glasgow, and Plymouth. Other youth get referred to Raleigh by the
Probation Service, the Prince’s Trust, Weston Spirit, job centres, and
homeless hostels. For many YDP venturers, going on an expedition is part of
a year-long journey that has been completed with active encouragement,

support, and preparation from local youth development agencies.

There is a considerable difference in the pre- and post-expedition programme
delivered to the two categories of British venturer (YDP and self-funder).
Once invited, self-funders are asked to attend the three-day Challenge
Workshop before the expedition, and are not offered debriefing sessions

upon their return to the UK. By contrast, once invited on the expedition, the
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YDP venturers attend a six-day Development Week residential as well as the
three-day Challenge Workshop, before going overseas. Several weeks after
their return, the YDP venturers take part in a Follow-up Week, designed to
help them debrief their experience and make a plan of action for their future.
The two pre-expedition residentials are geared towards helping the young
people become more comfortable with the concept of going to a different
country with a group of strangers, learning about the host country, and
getting to know each other. The post-expedition residential exists to help the
young people process their experience and transfer their learnings from the
expedition back into their day-to-day lives. This concept of preparing people
before a challenge and helping them make sense of it afterwards is a widely
accepted element of outdoor education programming (Gass, 1990;
Greenaway, 1993; Schoel et al., 1988). My observations and informal
discussions suggest that there is a tacit understanding that YDP venturers

have a post-expedition programme because they need it more than the self-
funders do.

Catering to the needs of self-funded and YDP venturers appears to present
challenges to the organisation’s programming. Although Raleigh’s (2003)
literature shows no evidence of different goals or expedition elements for the
different categories of venturer, before my formal data collection began I
became aware of clues that suggesfed otherwise. My observations and
informal conversations at Raleigh head office and at Raleigh residentials
suggested that self-funded venturers were looking for more of a
service/international development experience, and saw Raleigh’s primary
goal as helping the host country. By contrast, the much greater attention
paid to pre- and post-expedition programming for YDP venturers suggested
that the primary goal for their programme was personal development. The
notion of one expedition catering to not only two categories of UK venturer,
but to one hundred different individuals, intrigued me greatly and became a

secondary aim of the investigation. The next section outlines how the
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outdoor education research environment provides the rationale for the aims

of the investigation.
1.3 Study rationale and aims

1.3.1 The outdoor education research environment

Recent commentary on the state of research in outdoor education has
highlighted the dominance of studies focused on the participant outcomes of
these programmes (Hattie, Marsh, Neill, & Richards, 1997; McKenzie, 2000).
A review of the articles in the principal outdoor and experiential education
journals shows a field in the process of defining itself and justifying its worth
to the rest of the educational community. Among this literature, summative
results have been highlighted at the expense of investigating the formative
processes (Hattie et al., 1997). Although Walsh and Golins (1976) wrote a
paper exploring the Outward Bound process almost 30 years ago, little work

has been done to challenge or refine this model (McKenzie, 2003).

Addressing the disproportionately high number of studies in outdoor
education concentrating on participant outcomes, Ewert (1983) likened the
elements and processes involved in outdoor education to a “black box”, where
“we know something works, but we don’t know how or why” (p. 27). Part of
my curiosity in expedition-based outdoor education lies in gaining a greater
understanding of the key elements of an experience that yield given
outcomes. In other words, I want to find out what is inside the black box.
Similarly, Conrad and Hedin (1981) explain how “Little effort has been made
to systematically test the assumptions underlying the endorsements or to
investigate empirically which specific forms of experiential programs may be
the most effective in realizing the hypothesized benefits” (p. 6). My interest
in understanding the elements of programmes that elicit the outcomes is
complicated by my conviction that one cannot come to know the critical

elements of an education experience without understanding their
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relationship to participant outcomes. This belief set me on a course to

examine both elements and outcomes of a Raleigh expedition.

In the field of outdoor education there is growing support for needing to
understand young people’s outdoor experiences by listening to their personal
accounts (Barret & Greenaway, 1995). After years of methodologically weak
studies using positivist methods to understand experiences that were highly
personal and subjective in nature, a move towards more naturalistic and
phenomenological research is advocated (Allison & Pomeroy, 2000; Barret &

Greenaway, 1995; McKenzie, 2000).

I had thousands of post-expedition questionnaires available to me at
Raleigh’s head office. The three examples I have included in Appendix G
show that while the information may appear useful, it has little depth.
Knowing that participants felt they were better team-players or leaders does
little to help the organisation or the field improve their practices. Academics
who have reviewed and critiqued the entire body of research done in outdoor
education have been critical of the “happy sheets” often given to exhausted
participants before they board the bus or plane home (Barret & Greenaway,
1995; McKenzie, 2000; Neill & Richards, 1998). Barret & Greenaway’s (1995)
survey of research in outdoor education stated that “Young people’s accounts
of their outdoor adventure experiences and their views about what influenced
their learning and development are almost entirely absent from the literature
reviewed in this Review” (p. 7).

By being with the young people in Ghana and hearing their stories before,
during, and after the expedition, I hoped to better understand the experience
from their points of view. By using naturalistic methods and hearing young
people’s stories, I have taken a very subjective approach, focusing on the
individuals and the meanings they have constructed during their expedition

experience. These two themes are reflected throughout the thesis.
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One assertion made in Raleigh’s mission statement is that participants will
discover their full potential by working on challenging projects all over the
world with people from diverse backgrounds (Raleigh, 2003). This assertion
comprises two assumptions that provide additional rationale for this
investigation. The first assumption is that participants will discover their full
potential while on expedition. While this notion is very ambiguous it
contends that participating in a Raleigh programme will lead to some kind of
personal growth, or certainly more growth than a participant would have had,

had he or she not gone on a Raleigh expedition.

The second assumption is that this personal growth will come about by
working on community and environmental projects, by being overseas, and
by being with a diverse group of people. The two principal aims of
understanding the outcomes and elements of Raleigh expeditions are closely
related to the two assumptions in Raleigh’s mission statement. The
outcomes of a Raleigh experience that I seek to understand are effectively the
specific, personalised manifestations of what discovering one’s full potential
means for each individual participant. Similarly, learning about the critical
elements of a Raleigh expedition necessitates a deep exploration of what
precisely it is about “working on challenging projects all over the world with

people from diverse backgrounds” (Raleigh, 2003, péra. 1) that elicits the
outcomes.

In educational circles, I frequently hear the terms “growth” and
“development” being used interchangeably. Furthermore, during my
interaction with Raleigh staff from the head office, and venturers and
volunteer staff in the field, I have heard these two terms being used
synonymously with Raleigh’s goal of discovering one’s full potential. Iam
intrigued by the meaning of these terms, as they appear too vague to be
useful in specific contexts. Dewey (1973) writes extensively on growth, but
seems unable to articulate succinctly what it is. One of his more helpful

claims is that growth must create conditions for further growth. This isa
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useful criterion for growth and for development as it implies the acquisition

of new, non-specific learning that may lead to further learning.

The term “further learning” is distinct from “learning” on its own. For
example, it is unlikely that memorising a complex mathematical formula,
such as the quadratic equation, will lead to further learning throughout one’s
life. However, it is conceivable that building one’s self-confidence through
repeated successes in progressively challenging conditions may lead to a
lifetime of seeking new experiences, and perhaps further learning,
Whitehead (1929) was particularly wary of what he labelled “inert ideas” as
they were “merely received into the mind without being utilised, or tested, or
thrown into fresh combinations” (p. 1). I believe that growth and
development are defined by a potential, or capacity, for further learning, not
by learning inert ideas or knowledge. It appears that Raleigh’s notion of
discovering one’s full potential is akin to personal growth and development,
and for the purposes of this thesis I have assumed this is the case. With the
reasons for undertaking this research outlined, I will now state the aims of

the investigation.

1.3.2 Aims of the investigation

The first aim of this investigation was to understand the outcome of
discovering one’s full potential by exploring how young people were
influenced by a ten-week expedition in Ghana, West Africa. During my pre-
expedition interviews I could not ask participants how they had been
influenced by their experience: therefore, I asked them how they hoped the
expedition would influence them. These conversations yielded the findings
in Chapter Five: Hopes. Chapter Six: Outcomes, examines how participants
felt they had been influenced by their expedition experience, and what they

are able to do now that they were not able to do before the expedition.

The second aim was to identify the critical elements of this experience that

- accounted for the participant outcomes. As much research in outdoor
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education has focused specifically on programme outcomes, this inquiry
finds part of its rationale in recent recommendations to examine how these

outcomes are achieved (McKenzie, 2000). These findings are outlined and

discussed in Chapter Seven: Elements.

I believe that it is unhelpful to examine outcomes and elements of
experiences in isolation; they are inseparable and must be considered
together. As an expedition is a kind of social life, I draw support from
Cooley’s (1962) view that social life is an organic, complex system of
interrelations, where one part affects all the rest. In order to understand the
outcomes or the elements of an expedition, one must take an holistic
approach and view it as a living organism with inter-dependent features.
After almost two years of study, I realised a hugely organic, human aspect of
the expedition experience was being neglected and merited examination:
how people processed their experiences. The ways in which people came to
know how their experiences influenced their lives is discussed in Chapter
Eight: Processes.

1.3.3 Organisational tensions: Two secondary aims

Through my interaction with Raleigh over a two and a half year period, I have
identified two tension-filled relationships that pertain directly to how young
people may experience their expedition. By introducing these two areas of
tension, I hope to sensitise readers to some of the underlying struggles faced

by the organisation. These tensions also represent secondary areas of
research.

The first area of organisational tension relates to the question of who stands
to gain from the experience. While the goals of adventure education are
entirely focused on personal growth (Priest, 1990; Priest & Gass, 1997),
service learning programmes aim to yield growth for the participant while
providing some kind of benefit for the host or recipient (Jacoby, 1996;

Jakubowski, 2003). Informal conversations with Raleigh recruitment staff
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and venturers and a pilot study (Beames, 2003a) point to Raleigh’s apparent
ability to cater to those looking for an adventure involving outdoor pursuits
(for example, paddling, climbing, trekking) as well as to those looking for an
international development experience (for example, building latrines).
Further discussion and observation suggests that although Raleigh is a
registered youth development charity there is confusion regarding what
participants are expecting on their expedition. This confusion surrounds the
question of whether the development pertains to the young participants’
personal growth or to the nature of the activities on expedition. Therefore,
the first sub-aim of the study is to investigate this relationship between
development for the participants and development for the host community,

in order to understand its connection to the outcomes and elements of
expeditions.

The second area of organisational tension exists with the four categories of
venturers: self-funded and YDP venturers from the UK, host country
venturers from the country the expedition is based in, and international
venturers who come from all over the world. As Raleigh does not prescribe
any aims more specific than discovering one’s full potential, each venturer
appears to have the freedom to determine what discovering one’s full
potential means for them, personally. It is perplexing to consider how
Raleigh staff coordinate a programme where so many people of varied ages,
cultures, socio-economic backgrounds, and education are looking for their
own personal kind of growth — growth that will help them once they leave the
expedition. The second sub-aim of the investigation is to understand how
Raleigh offers one product that caters to one hundred individual venturers.
Now that I have explained the rationale and aims, the following section of the

chapter serves to locate my personal position within the context of the
research.
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1.3.4 Locating the author

I feel it is appropriate to give some background on my relationship with
Raleigh and University College Chichester (UCC), as well as on my own
personal history with outdoor education. Prior to beginning this project I
had no affiliation with Raleigh or UCC, but had learned of a PhD studentship
on offer that involved research on the expedition experience with Raleigh. I
applied for this position in March of 2001 and eight months later moved with

my wife to England from Hong Kong, where we had lived for several years.

Once I moved to England, I met with Raleigh staff and talked to them about
what kind of research would be most useful to them. They replied that they
knew their product “worked” and they did not need anybody to prove that to
them. What they wanted to know was how expeditions worked. Raleigh staff
believed that if they understood how their clientele was influenced by their
expeditions, they could design experiences that were more educational and
meaningful. Over the last two years I have visited the Raleigh head office in
London every month to keep people there informed of my progress and to
stay abreast of current hdppeningé. Much of the data collection took place

during a three-month expedition to Ghana, which was financed by Raleigh, in
the autumn of 2002.

My own interest in outdoor education can be traced back to when, as a ten
year-old, I went to a Scout camp for a week. Camp Jackson Dodds is an
hour’s drive north of Montreal and represented another world: one with
rudimentary living conditions, no TV, lots of unfamiliar physical challenges,
and being outside almost all of the time. When I was 13 years old my school
class went on a five-day trip, concentrating on rock climbing, camping, and
white-water rafting. Although this trip and the week at Scout camp were
positive experiences, my leisure time was happily filled with suburban
mainstream sports such as tennis, ice hockey, rugby, soccer, and swimming.

My fleeting interest in adventurous outdoor pursuits lay dormant until my
university days.
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During my last year of undergraduate study I elected to take several courses
in outdoor education, one of which was a seven-day canoe trip. It was on this
trip that I had an epiphany of sorts, as I experienced several powerful events
very close together. First, I was in awe of being in such a physically beautiful
place, a place of lakes and islands with beautiful, big old trees. I was in awe
because I had time to sit back and behold it, rather than seeing it on a
television screen or driving through on a motorway at 60 miles an hour.
Second, I was with a small group of eight people that relied on each other for
all decisions and actions, all of which had immediate concrete consequences,
such as burning the macaroni and cheese and us not eating supper. Not only
were we placed in groups with people we did not know well, but we were
physically isolated from the other groups. This remoteness meant that we
made our own fun and had to deal with our own conflicts. Third, we had to
learn how to live outside with only the most basic tools. Being introduced to
a new environment and then soon after cooking, washing, travelling, and
generally living as though we had been doing this for years generated strong
feelings of accomplishment. A fourth way this trip affected me was that
although I had never been keen on geography, history, environmental
science, or literature while at school, I came away having learned some things
across many disciplines without realising it. On that trip we read poetry
around the fire, gave offerings to the spirits of the native people who once
travelled these waterways, and learned that the way to remember a white
pine has clumps of five needles is because white has five letters. A fifth way I
was influenced was that the trip provided me with an extended period of time
away from my day-to-day life. This reflective time enabled me to see the path
that I was being swept along, not because it was forced on me, but because I

had not opened my eyes to the myriad opportunities the world offered.

Fourteen years later I can deconstruct this experience because I have read
much outdoor education theory and been on countless expeditions all over

the world. I included my memories of the canoe trip in Temagami because it
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illustrates the fire sparked by that experience and how my life changed
because of it. For the ten years leading up to the start of my PhD studies I
worked solidly in outdoor education, trying to help young people have their
own adventures and have their own epiphanies. A large part of my reasons

for doing this PhD centres on a desire to understand how people learn and

grow from expedition experiences.

Summary

In this opening chapter I have attempted to outline a point of departure from
which I can explain how I conducted a research study on the expedition
experience with Raleigh. Initially, I described a British industry offering a
variety of structured overseas experiences for young people. Within that
industry, Raleigh situates itself as a youth development charity that offers
expeditions, as opposed to other experiences such as teaching placements
that might be done alone or with a partner. All of the Year Out Group
organisations offering structured experiences appear to be founded on the

assumption that these experiences will elicit personal growth in some form.

This study aims to inform and better Raleigh International’s practice and to
contribute knowledge to the body of outdoor education theory. Besides my
own curiosity, the rationale for the study is found in critiques of previous
research in outdoor education (Allison & Pomeroy, 2000; Barret &
Greenaway, 1995; McKenzie, 2000). Understanding the expedition
experience involves investigating the reasons why people decided to go on
expedition, how they felt the experience influenced their lives, and what they
thought were the aspects of the experience that led to the outcomes. Asthe
study progressed, I realised that a crucial fourth aspect of this experience

concerned how participants made sense of their experience.

Apart from the two main aims of understanding the outcomes and elements
of the experience, I have also highlighted two of the underlying

organisational tensions that sometimes go unspoken, yet could benefit from
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debate. The first secondary aim is to answer the question “Is the
‘development’ in youth development charity for the young people or for the
host communities?”. It appears that some people see Raleigh as something
more of an international aid organisation, doing good for people in great
need, whereas others see Raleigh as existing to develop the young
participants by using service projects as a vehicle for this growth. The other
secondary aim asks the question “How can Raleigh offer a similar product to
such a diverse clientele?”. A third strand of discussion, perhaps not a
question, explores the issue of power and facilitation in structuring and
processing the expedition experience and how this relates to the

organisation’s aims of young people discovering their full potential.

Finally, I have tried to locate my position within the research context, with a
particular focus on how I became involved in the field of outdoor education
and my personal motivations for doing the PhD. The following chapter
outlines some foundational writing in experiential education that I found

useful, as well as past research on overseas youth expeditions.
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Chapter Two: Review of Literature

This chapter is divided into two sections. The first part outlines the eclectic
theory of the field of experiential education that relates specifically to
expeditions. This body of knowledge borrows heavily from philosophical
inquiry, empirical psychological theory, and social anthropology. The various
theories that make up this body of work can be referred to as the foundations

of experiential education, as they pre-date the field of experiential education,
born in the early 1970s (Garvey, 1990).

The second part of the chapter focuses on the empirical research conducted
on the outcomes, elements, and processes of youth expeditions. Much of this
research has been done within the last 30 years and has been directly aimed
at serving the field of experiential education that has emerged during this
time. Ideally, I would concentrate solely on research done on overseas youth
expeditions, but in the absence of a substantial body of work in this sub-
branch of outdoor education, I have extended the review of literature to

include more general research in outdoor education that is relevant to
expeditions.

2.1 Foundations of experiential education

What follows is an outline of what experiential education is and what theories
it draws from that relate to the expedition experience. My intention is to

broadly examine key concepts that I will refer to later on in the thesis.

Experiential education has been defined informally as “learning by doing
combined with reflection” (Priest & Gass, 1997, p. 17). The Association for
Experiential Education’s (2003) official definition is that "experiential
education is a process through which a learner constructs knowledge, skill,
and value from direct experiences" (para. 2). Outdoor education is a branch

of experiential education that seeks to develop the self, the group, and an
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appreciation and awareness of the natural environment (Hopkins & Putnam,
1993). Adventure education refers to outdoor education concentrating

primarily on the development of personal and social skills (Priest & Gass,
1997).

My personal view of experiential education begins by placing it at the
opposite end of the spectrum from didactic forms of gaining knowledge.
Take the example of a math teacher showing students how to solve various
equations and then having the students do exercises where they apply the
prescribed method of solving the equations. Experiential education involves
reversing this traditional paradigm of learning and presenting the problem
first, with the students’ task being to solve it in a manner suitable to them. I

now turn to the foundational theory of experiential education, which is most
relevant to expeditions.

2.1.1 Philosophy

Much of the foundational theory of experiential education is rooted in
philosophical inquiry. Hunt’s (1990) and Wurdinger’s (1997) work have
outlined how the field of experiential education has drawn upon the writings
of Plato, Aristotle, Dewey, James, Hahn, and Unsoeld to inform its practice.
Hunt outlines Plato’s belief that the best way to raise children was for them to
learn virtues that would enable them to assume the obligations and
responsibilities of adulthood. These virtues were best learned through
experience. Seen this way, if a young person wanted to become more
comfortable working with a group of strangers, the best method to learn this

skill would not be by attending a lecture, but by going and working with a
group of strangers.

Dewey’s thoughts on education and experience have particular relevance for
experiential educators. He asserts, “I assume amid all uncertainties there is
one permanent frame of reference: namely the organic connection between

education and personal experience” (Dewey, 1973, p- 507). This oft-quoted
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passage sums up the biggest assumption made in this thesis: that people
learn through personal experience. For Dewey (1973), the onus was on the
educator to place the student in what he called an “indeterminate situation”
(p. 227) that necessitated critical and creative thinking to negotiate. In other
words, Dewey believed that the educator’s job was not to lead students down
aroad, but to place students in forks in the road, where they had to assess the
benefits and pitfalls of a certain courses of action, and then act on their
decision. Dewey’s concept of the indeterminate situation is strongly
connected to the way experiences are structured for learners, as it implies
that educators need to coordinate learning environments where many
different courses of action may be taken by the participant. This element of

the indeterminate situation will be discussed later on in the thesis, in relation
to structuring expeditions.

Dewey (1973) strongly felt that the onus was on the teacher to discover the
learner’s interest, as “this interest is always a sign of some power below; the
important thing is to discover the power” (p. 452). James (1900) also shared
a similar viewpoint, as he believed that learners should choose the subject to
be learned. Students’ interests guiding the content to be learned is an
important point to consider. The subject the learner wants to understand
may conflict with predetermined goals set for learners by organisations
and/or teachers, which suggests that educators must provide a wide range of

activities in order to cater to the students’ varying interests.

Although theorists and researchers may draw upon Dewey’s writing to
support their work, Dewey (1973) did advocate that teachers wield enough
control over a learner to “select the influences which shall affect the child and
to assist him [sic] in properly responding to these inﬂuenc;es” (p. 447). 1
question this kind of control when considering the structure of the
experience, since it may not be as experiential as it seems. Still, a
fundamental part of Dewey’s (1973) thinking that I draw from is his
straightforward statement that what one “has learned in the way of
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knowledge and skill in one situation becomes an instrument of
understanding and dealing effectively with situations that follow. The
process goes on as long as life and learning continue” (p. 520). This
statement highlights two of my assumptions that are supported by Blumer’s
(1969) symbolic interactionism perspective, which informs this study. The
first assumption is that people will learn from experience and apply what

they have learned to subsequent experiences. The second assumption is that
the process of learning from experience is continuous.

One of Dewey’s (1973) main criteria for effective educative experiences is that
any growth elicited from experience should create conditions for further
growth. This criterion is an example of Dewey’s principle of continuity,
which highlights that education is not an end in itself; it is a journey - a
process. As I said, I find that some of Dewey’s ideas place too much emphasis
on the teacher controlling the learning environment. However, his notion of
learning not serving a specific end but being a lifelong process of exploring
one’s passions and interests speaks to experiential educators who are
considering how one may structure educational experiences. In Dewey’s
mind, experiences should arouse curiosity and strengthen initiative; their
value is judged only on the ground they move toward. This supports an
approach to programming that is not “hard and fast”, but “fluent, embryonic,

vital” (Dewey, 1973, p. 472) and, I would add, not predictable or
predetermined.

2.1.2 Psychology

Another source of foundational experiential education theory.comes from the
field of psychology. From behaviourist psychology, experiential education
draws upon Skinner’s (1968) claim that people learn through experiencing
the consequences of their actions. The concept of conséquences in outdoor
education programmes is central (Priest & Gass, 1997), although I do not
agree with Skinner’s other concept of shaping behaviour through rewards

and punishment. Dewey (1973) also saw direct experience eliciting similar
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learner outcomes, as reflected in his claim that “when we experience
something we act upon it, we do something with it; then we suffer or undergo
the consequences” (p. 495). An example of the role of consequence on
expedition would be cooking a spaghetti sauce on a camp stove and burning
it because it was not stirred. This concrete experience will alter the person’s

behaviour: the next time they are in charge of cooking the spaghetti, they will
be more attentive.

From the side of humanistic psychology, Maslow’s (1968) hierarchy of needs
illustrates how one cannot attend to the more abstract and complex nature of
self-actualisation until basic physiological (warmth, food, water) and
psychological (security, love) needs are met. This suggests that staff
members on Raleigh expeditions should not hold a one-to-one discussion

about a student’s goals for the course until they are dry, well fed, and feel
safe.

Perhaps the best-known model in experiential learning theory is Kolb’s
(1984) learning cycle, which involves doing (concrete experience), thinking
about what you did (reflective observation), considering alternative ways to
tackle the problem (abstract conceptualisation), and ends with trying out
different solutions (active experimentation). This learning cycle has been
adopted by countless organisations, corporations, and associations as a
mantra for learning through experience. Kolb’s learning cycle remains a
widely accepted and referred-to model in experiential learning literature,
despite being regarded by some theorists as somewhat clichéd and recently
described as “scientifically, philosophically, and epistemologically refutable”
(Webb, 2003, p. 71). The two stages of reflective observation and abstract
conceptualisation relate more specifically to how people’s experiences _
influence future actions and have relevance to later discussions of how young

people process their experiences on an expedition.
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2.1.3 Anthropology

The area of anthropology that has contributed most to experiential education
literature is rites of passage. Although the term “rites of passage” has existed
since 1909, when it was coined by the Belgian anthropologist van Gennep
(1960), the notion of youth being removed from society to undertake
challenging tasks without their families and then returning to their
communities as transformed people is timeless and universal (Meade,
1996b). Over informal conversation I have heard many people describe
expeditions as a modern-day rite of passage for British youth. I was curious

about what a rite of passage was in anthropological terms, and about what
similarities it might have with a Raleigh expedition.

Originally, I had included rites of passage as one of the research questions.
How is a Raleigh expedition a rite of passage for British youth? However, as
time went on I realised that this question was big enough to be a thesis in
itself, and abandoned this line of pursuit to focus more deeply on the
expedition’s outcomes, elements and processes. During my PhD upgrade
viva, the subject of dropping the rites of passage focus surfaced. It was
suggested that I reclaim some of the work I had done, as not only would it
help recount my own PhD journey, but this part of the theory could still play
an important part in the findings. My challenge then became to incorporate
those parts of rites of passage literature that would complement the focus on
the expedition’s outcomes, elements, and processes. In the end, I decided to
outline the basic theory of rites of passage and the outdoor education

research on it, as part of this theory was particularly relevant to the chapter
on the elements of a Raleigh expedition.

First translated into English in 1960, the book The Rites of Passage described
how life is a series of passages from one stage to another, each passage
comprising three rites: separation from one’s original social pattern, passing
through a state of transition unlike the past or coming state, and

incorporation back into one’s original social structure (van Gennep, 1960).
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Initiation into adulthood is just one of several rites of passage that also
include birth, childhood, marriage, and funerals.

My next step was to explore the similarities between the Australian
walkabout and native North American vision quest. Although the vision
quest was considered a ritual for those searching for solutions to a problem, it
was often used specifically to help bridge the transition from adolescence to
adulthood. This episode involved the individuals venturing off alone into the
woods in search of a vision or sign. After being without food or water for
several days they would enter a state of altered consciousness, which, coupled
with the anticipation of a sign, elicited insight into their struggles. A shaman
would often help these initiates interpret their experience when they returned
(Suler, 1990). The vision quest is not dissimilar to the walkabout, in which
the “young native [sic] faces a severe but extremely appropriate trial, one in
which he must demonstrate the knowledge and skills necessary to make him
a contributor to the tribe rather than a drain on its meagre resources”

(Gibbons, 1974, p. 597).

In Africa there are countless tribes that each have their own rituals, rites of
passage being just one example of the many rituals that are an integral part of
their life (Somé, 1996). In many cases, initiation involves being suddenly
removed from one’s family and taken to a sacred site. It is here that
community elders teach initiates the oral traditions of their people, often with
particular attention paid to past struggles (Houston, 1996; Van Wyk, 2002).
Spending time alone is another common feature of the transition phase. Part
of this solitary reflection time is to encourage the youth to question who they

are and how they intend to take on an adult role in the community (Gibbons,
1974; Maddern, 1990; Suler, 1990).

Now that I had a basic understanding of what a rite of passage was and some
Common cross-cultural features of initiation, a deeper question begged

answering: What can these ancient rites and rituals teach us in the 21st
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century? I asked myself how young people in the “developed world” mark
their transition from adolescence into childhood in the year 2003. A growing
body of literature suggests that young people need challenging and structured
rituals to mark their coming of age (Kornfield, 1996; Meade, 1996b; Oldfield,
1996; Somé, 1996). Kornfield (1996) states that “if nothing is offered in the
way of initiation to prove one’s entry into the world of men and women, it
will be done unguided in the road or the street, with cars at high speed, with
drugs, with weapons” (p.42). Rites of initiation in the military, college
fraternities and sororities, street gangs, and sports teams are not considered
positive, “growth” experiences as they are missing a crucial, spiritual
dimension (Meade, 1996a; Somé, 1996). The irony is that these underground
rituals are often much more physically demanding, “status-elevating”,

challenging, and “pride-eliciting” than a publicly sanctioned ritual such as
taking a driver’s education course.

Where the indigenous youth travelled to strange and unfamiliar territories to
face unknown challenges that would draw on all of his or her knowledge and
skills, youth from the industrialised nations are required to prove content
mastery over subjects in a familiar and protected environment such as a high
school exam sat in the gymnasium. It would appear that young people need a
more formal, public initiation involving tests that require them to draw on

inner reserves of strength and make decisions with real consequences, while

using their creativity, self-reliance and initiative.

In response to this absence of formal, challenging rites of passage into
adulthood, educators have considered how traditional approaches can be
woven into modern society (Grof, 1996; Maddern, 1990; Meade, 1996b;
Somé, 1996). Almost 30 years ago Gibbons (1974) wrote about how North
American youth could benefit from adopting principles of the aboriginal
Australian. His vision spurred the creation of an alternative education
programme called the Walkabout programme in over 150 North American
secondary schools (Knapp, 1989). Gibbons (1974) suggested that the modern
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walkabout comprises several challenges, two of which were embarking on an
adventure demanding daring, endurance, and skill in an unfamiliar
environment and identifying a human need for help without expecting
reward. This Walkabout programme met with success, in part due to its

subjective, flexible nature, which encouraged young people to design their
own challenges.

The idea of using rites of passage to help explain expeditions has been around
for several years. One example of an outdoor education programme that
clearly structured its activities around the rites of passage model is an
American coming-of-age programme that centres on teenagers undertaking a
backpacking trip (Venable, 1997). Having identified a void in a young
person’s passage from childhood to adulthood, Venable devised a rites of
passage experience encompassing a weeklong hill-walking expedition. The
idea is that one leaves home (separation), adapts to and exists in an
unfamiliar environment (transition), and then returns to the home
environment as a responsible adult, with new social status (incorporation).
The trip culminated with a church service where the individuals were
recognised as adults by their family and community. The effect of this
experience was measured pre- and post-expedition (4 and 12 weeks after)
with three different scales of spiritual, religious, and existential well-being.
The findings of the exploratory project were encouraging, despite the small

sample size and statistically insignificant increases of the three types of well-
being.

Another North American practitioner has further deconstructed the rites of
passage concept as it relates to a young person’s growth through a wilderness
expedition (Andrews, 1999). By building on Turner’s (1969) discussion of
communitas, Andrews proposes three dimensions of the transition, or
liminal, phasé that are similar to Hopkins and Putnam’s (1993) model of
outdoor education: Developing a sense of community, sense of self, and

sense of place. It was argued that wilderness expeditions involve a release
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from normal social order and status, in a way that elicits stronger
connections - a sense of community - between participants (Andrews, 1999).
Andrews argued that on expedition one’s sense of self is heightened by
participants finding themselves in a situation where they are “identity-less”.
The wilderness expedition offers young people an environment where they
can concentrate on who they are and want to become because they are not
bound by previous identities, roles, and responsibilities (Andrews, 1999).
This state of ambiguity then becomes a breeding ground for personal growth.
The third dimension of liminality within a wilderness expedition is an
increased sense of place stemming from one’s disconnection from normal
surroundings and feelings of connectedness to the natural environment
(Andrews, 1999).

Most recently Bell’s (2003) work has outlined how outdoor programmes
using a classical rites of passage model to frame their experiences are
generally ineffective at facilitating the third phase of van Gennep’s (1960)
model: incorporation. Bell (2003) suggests that programmes using a rites of
passage framework should consider following a “contemporary adventure
model” which leaves “participants to choose their own roles after a liminal
experience” (p. 49), while at the same time not over-exaggerating claims of

participant transformation.

This discussion of rites of passage was born out of my own curiosity
surrounding the apparent similarities between coming of age rituals and
youth expeditions. Theorists and researchers suggest that Western youth
need formal and publicly recognised rituals to mark their transformation to
adulthood (Kornfield, 1996; Meade, 1996b; Oldfield, 1996; Somé, 1996). A
more detailed discussion on the role of van Gennep’s concept of separation is
part of Chapter Seven, which focuses on the critical elements of the

expedition experience.
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Although innumerable philosophical, psychological, and anthropological
theories existed before experiential education became a field in its own right,
I have highlighted several that are most relevant to understanding the
overseas expedition experience. 1 will return to the foundational theories as

well as the empirical research reviewed in the next section, when the findings
are discussed in later chapters.

2.2 Expedition research

This section examines research conducted on overseas youth expeditions. In
keeping with the aims of the investigation the section reviews both the
participant outcomes and the critical elements of these expeditions. A third
section considers ways in which participants process their experiences on

expedition, as this is an area that emerged during the investigation.

2.2.1 Outcomes of expeditions

This first area of past research looks specifically at investigations conducted
on the outcomes of overseas youth expeditions in the areas of intrapersonal
gains, interpersonal skills, environmental awareness, and enhanced career

prospects.

Intrapersonal is a term referring to the relationship with one’s self (Priest &
Gass, 1997). Among the most widely acknowledged intrapersonal gains from
outdoor education programmes are those of increased self-concept,
leadership, and reflective thinking skills (Priest & Gass, 1997). There are
several possible outcomes which begin with the prefix “self” (confidence and
esteem, for example), all of which refer to the “mental image one creates
about oneself” (Klint, 1999, p. 164). Much early theoretical writing suggested
that participation in outdoor outdoor education programmes led to increases
in overall self-concept (Drasdo, 1998; Hahn, 2003). This area became
heavily researched, which is evident in meta-analytical studies that have
combined the statistics of many studies in order to measure the effect of

outdoor adventure programmes (Cason & Gillis, 1994; Hattie et al., 1997).



35

Intrapersonal gains have been attributed to participants experiencing
repeated success when encountering outdoor programme elements that are
progressively challenging (Nadler & Luckner, 1992). Kennedy’s (1992)
research highlighted how expeditions accounted for increased levels of
confidence with the participants. Similarly, Grey (1984) reported the
expedition outcome of increased determination. This determination is akin
to the “undefeatable spirit” and “tenacity in pursuit” described by Kurt Hahn
(2003, p. 2), the founder of Outward Bound, as some of the key aims of
demanding adventure-based programmes. More recently, research has
shown that increasing self-esteem and self-confidence was the most
important goal for young people in Raleigh’s YDP programme (Beames,
2003a).

All of the outcomes related to increases in self-esteem and self-confidence
may help to justify more funding for certain adventure-based programmes
but there is little research exploring what these increases mean in the broader
context of participants’ lives. For example, if people have reported an
increase in self-esteem, how does this affect their actions? I am curious to
understand how participants’ meanings are developed from the way they
interpret their experience, and furthermore, how these meanings influence

their actions.

A considerable part of the intrapersonal gains from expedition-based
programmes surrounds individuals getting to know themselves better,
specifically their strengths and weaknesses (Grey, 1984). One premise of
outdoor education experiences is that the unfamiliar setting and social
environment serve to minimise the defence mechanisms protecting
participants’ core feelings (Nadler & Luckner, 1992). Allison (2002) claims
that young people explore their feelings and past while on expedition, which
helps them gain a fuller undelfstanding of their real self.
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Related to participants exploring attitudes and feelings on expedition is the
hope that the experience will lead to the increased development of
participants’ principles or values (Allison, 2002). Grey’s work (1984)
indicates that a broader outlook on life may result from going on an overseas
expedition. This broader outlook on life, though vague; may include such
outcomes as being able to more critically consider issues of social justice
(Jakubowski, 2003) or increased clarity on one’s place in the world.
Certainly, in service-based programmes there is a hope that young people will
return to their homes with an increased desire to help those in need within

their community (Dickson, 1988).

Complementing the intrapersonal gains from expeditions are the
interpersonal, or social, gains. The term interpersonal refers to an
individual’s relationships with other people (Priest & Gass, 1997). Although
several theoretical inquiries have outlined how expeditions strengthen the
relationships people have with others (Drasdo, 1998; Gair, 1997; Hopkins &
Putnam, 1993), links between participating in an expedition and an increased
ability to relate to and work with others have also been reported by several
researchers (Allison, 2000, 2002; Grey, 1984; Kennedy, 1992; Stott & Hall,
2003). Grey (1984) reported that while on expedition many young explorers
“had learnt the necessity of working with others and realised their ability to
do so” (p. 18). This theme is strongly reflected in Kennedy’s (1992) research,
where increased “respect, tolerance, and cooperation” (p. 59) for other people
was reported. Allison’s work (2002) also strongly indicated that expedition
participants became more comfortable in their relationships with other
people, both during the expedition and long after. Gair (1997) states that “an
expedition is a powerful medium for maximizing the potential for group
development and cohesion” (p. 26). Gair’s claim appears limited to those
groups remaining together after the expedition, so that further projects can
benefit from their collective increased development. Even if groups do not
stay together post-expedition, as with Raleigh, there appears to be an

assumption among participahts and programme staff that participants will
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learn from their experiences with one group and apply this learning to
challenges with another group. The processes by which people learn from

experiences such as these are explored in the final section of the chapter.

Aside from the personal and social growth associated with outdoor education
programmes, the relationship between the self and the natural world is
considered to be of equal importance (Hebborn, 1993; Hopkins & Putnam,
1993; Priest, 1990; Priest & Gass, 1997). Although the outdoor setting may
represent an arena for physical challenge (Hopkins & Putnam, 1993), some
would argue that environmental education element is about developing a
much deeper connection to the land (Henderson, 1999b; Van Matre, 1972).
This emphasis may address issues under the heading of deep ecology, with
the goal of “healing our alienation between the self and the natural
environment” (Henderson, 1999b, p. 449). Compared to the intrapersonal
and interpersonal outcomes of outdoor adventure programmes, “the
environment has received little attention “ (Barret & Greenaway, 1995). Itis
intriguing why so little emphasis has been placed on addressing attitudes
towards the natural environment in youth expeditions, when this relationship
is regarded as an important branch of outdoor education programming
(Hopkins & Putnam, 1993; Priest, 1990).

The two reports of research on attitudes and behaviours towards the
environment while on expeditions offer conflicting views. On one hand there
is a report of no lasting changes in attitudes and behaviour after the
expedition (Haluza-Delay, 1999). On the other hand, Allison (2002) found

clear links between having been on expedition and gaining a deeper
appreciation of the wilderness énd nature. There exists very little research
relating directly to individuals’ relationships with the natural environment, as
much of the research is being conducted on intrapersonal and interpersonal
outcomes. In fact, evidence suggests that youth expeditions have a more
positive effect on participants’ careers than on their awareness and

appreciation of environmental issues (Andrews, 1999; Grey, 1984).
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Considerable significance has been placed on how expeditions affect a young
person’s life after the expedition (Allison, 2000, 2002; Dickson, 1988;
Kennedy, 1992). Allison (2000) coined the term “post-expedition
adjustment” in reference to the adaptations undertaken by expeditioners
when they return home. A consistent outcome of expedition participation is
improved employment prospects (Kennedy 1992, Grey 1984). Grey’s (1984)
study reports that “it was in job interviews that expedition membership
appeared most useful” (p. 18). This is certainly consistent with the findings
from my pilot study (Beames 2003a), where improved job prospects was one
of the principal reasons young people in the YDP programme wanted to go on
expedition. Allison’s (2000; 2002) work found that expedition participants
benefited from taking the time to reflect on their career goals, and emerged
with clearer direction.

I regard the main aims of outdoor education - learning about self, others, and
the environment — as noble and important, but somewhat limiting. There is
plenty of room for this definition to include the relationship one has with
society, as well. In expedition literature there is little mention of how
individuals who have worked within their team of ten people over several
weeks may then relate to bigger networks of people that exist in local
communities and greater society. The one investigation on overseas youth
expeditions that did examine this issue found no evidence indicating that
participants had changed their attitudes or behaviours towards the
community (Kennedy, 1992).

This section has presented the literature related to participant outcomes on
expeditions. Past research has focused primarily on the intrapersonal and
interpersonal gains from participating on expeditions, at the expense of
examining the outcomes related to participants’ relationships with the
natural environment and greater society. The following section examines the

aspects of expeditions that may elicit the outcomes.
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2.2.2 Elements of expeditions

Although much research has considered the outcomes of outdoor education
programmes, particularly evident in three large meta-analyses (Cason &
Gillis, 1994; Hattie et al., 1997; Neill & Richards, 1998), less work has
concentrated on understanding the mechanisms leading to these outcomes.
McKenzie (2000) supports this view, claiming that “the available literature
indicates that the current understanding of how adventure education
program outcomes are achieved is based largely on theory, rather than on
erhpirical research” (p. 25). McKenzie’s comments provide rationale for the
second aim of this study, which is to learn about the elements of the

expedition that influence participant outcomes.

The seminal work conducted on how learning outcomes are achieved in
outdoor adventure programming was by Walsh and Golins (1976). They
described the processes involved in a traditional Outward Bound course
where the learner is placed in a unique physical and social environment, then
given a problem-solving task that creates a state of dissonance. The
participant adapts to this state by mastering skills. The process of adapting
to unique settings and challenges serves to reorganise and redirect the
meanings of the person’s experience (Walsh & Golins, 1976). Nadler and
Luckner (1992) built on this model, adding several facets. The first was that
the experience involves being placed in a cooperative environment, second,
that the skill mastery leads to feelings of accomplishment, and third, that the
experience is processed in order to transfer learning to their day-to-day lives
(Nadler & Luckner, 1992).

Aside from these linear, flowchart-like models, Walsh and Golins (1976) and
Priest and Gass (1997) listed a number of key elements of an adventure
experience. Walsh and Golins identified seven critical elements: the learner,
the physical environment, the social environment, the tasks, the state of
adaptive dissonance, and the transfer of learning. Adaptive dissonance has

also been referred to as disequilibrium, which can be defined as “an
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individual’s awareness that a mismatch exists between old ways of thinking
and new information. It is a state of internal conflict that provides motivation
for an individual to make personal changes.” (Nadler & Luckner, 1992, p. 7).
An important point here is that regardless of whether one uses the term
disequilibrium or adaptive dissonance, this state is reached by placing the
learner in unique physical and social environments, where they undertake
problem-solving tasks (McKenzie, 2003; Nadler & Luckner, 1992; Priest &
Gass, 1997; Walsh & Golins, 1976).

Priest and Gass (1997) went on to identify ten “hallmarks of good adventure
programming” (p. 22): experiential, dramatic, novel, consequential,
metaphoric, transferable, structured, voluntary, concrete, and holistic. I do
not regard all of these elements as critical, though they may offer useful
guidelines for programme planners, and healthy debate among theorists.
What is of greater importance and interest to both myself and Raleigh, and
perhaps the field of outdoor education, is not a list of magical ingredients that
must be checked off a list, as above, but a deeper examination of elements of
Walsh and Golin’s (1976) model. For example, what is it about the physical
or social environment that may cause a person to rethink how they want to
live their life once back at home? How can adaptive dissonance be used as an

educational tool on a Raleigh expedition?

McKenzie’s (2003) most recent work proposes that Walsh and Golin’s (1976)
model is limited by its linear construction (that is, one thing leads to another,
which leads to another). Instead, she puts the physical environment, the
social environment, the course activities, and the instructors all on the same
level - as course components - which collectively lead to a state of adaptive
dissonance and then mastery, which is used “to regain a state of equilibrium
and overcome dissonance” (p. 20). The model is completed by stages of
reflection and learning (McKenzie, 2003). This perspective is helpful as it
recognises that the combination of course components as a whole leads to the

state of disequilibrium or adaptive dissonance. McKenzie’s research



41

highlighted five qualities of course activities that influenced outcomes:
achieving success, challenge, learning new skills, being responsible for
oneself, and having fun. While I recognise that these models (McKenzie,
2003; Walsh & Golins, 1976) are helpful for making sense of the Outward
Bound process, I am interested in the programme components of a Raleigh
expedition, as there are a number of variables that do not exist in typical
Outward Bound courses, such as living overseas in a developing nation,

having a large service component, and having untrained staff.

Curiosity surrounding the structural make-up of an expedition is not new, as
more than 30 years ago Drasdo (1998) asked “Might it be possible, for the
purposes of outdoor education, to separate out the elements essential to a
satisfying expedition?” (p. 41). In order to more readily consider the many
elements of an expedition I have separated them into three categories:
physical environment, social environment, and activities. Similarly, Spradley
(1980) considers all social situations to be defined by a “stream of behavior
(activities) carried out by people (actors) in a particular location (place)” (p.
86). 1 now examine how these three components of a social situation shape

the expedition experience.

Physical environment

A primary consideration for an expedition’s physical environment is
remoteness. This idea dates back to the early days of the Public Schools
Exploring Society where participants travelled through “wild and trackless
country” (Levick, 1933, p. vii). Remoteness and isolation are still very
possible in this modern era of expeditions. Despite the ability to
communicate by radio from most locations, access to and evacuation of
participants from project sites may still be a matter of days. In the case of
| Raleigh, the expedition groups may not have feelings of isolation from other
humans, as they are often close to or in the middle of towns and villages
which are full of local people. While a Raleigh expedition is very much an

outdoor experience, the wilderness component is not a principal focus. For
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the purposes of this thesis I take Nash's (1982) view that wilderness is a term
with relative meaning and can encompass “Any place in which a person feels
stripped of guidance, lost, and perplexed” (p. 3). On a Raleigh expedition
these feelings of disequilibrium may elicit a “wilderness” state of mind,
influenced by personal and cultural values (Nash, 1982). Nash’s point

illustrates how individuals attach different meanings to things, based on their

previous experiences.

The importance of being in a novel environment is related to remoteness.
Placing participants in a novel setting is central to the theoretical foundations
of experiential education (Nadler & Luckner, 1992; Priest & Gass, 1997;
Schoel et al., 1988; Walsh & Golins, 1976). Walsh and Golins (1976) claim
that “the learner’s entry into a contrasting environment is the first step
towards reorganising the meaning and direction of his [sic] experience” (p.
4). Being in a novel environment adds to participants’ feelings of
disequilibrium as they experience a heightened sense of arousal (Nadler &
Luckner, 1992). Similarly, once removed from familiar surroundings
individuals are forced to adapt and function in this alternative environment
(Kaplan & Talbot, 1983).

The power, violence, and beauty of wild places may have a profound effect on
young and possibly vulnerable people, who may take little notice of the
natural environment when they are at home (Kennedy, 1992). This element
is further enhanced by people’s entire existence (working, trekking, eating,
sleeping) being outdoors and may be experienced differently under various
weather conditions. This is a marked change from a more urban existence,
where an individual’s existence may not differ from day to day, as it is lived in
climate-controlled environments. The outdoors provides natural
consequences for participants’ actions or non-actions. These natural
consequences are more readily accepted by participants since they are less
likely to be considered unfair or inappropriate (Kimball & Bacon, 1993).

Whereas some adventure education programmes use contrived activities with
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controllable conditions and artificial consequences (Loynes, 2002), the
Raleigh experience emphasises a power relationship that is as much between
the participant and their existence in the natural world as it is between
participant and staff. As Walsh and Golins (1976) state about the outdoor

environment, “Arbitrary and consequential rules are in existence which are

not man-made [sic]” (p. 4).

The effect of the length of expedition on the outcomes is the final point in this
section. Despite searching for studies in outdoor education that have
examined the effect of course length on participant outcomes, I found little
work in this area. There is evidence indicating that participants in courses
longer than 20 days may benefit more than those people in shorter courses,
in terms of amount of perceived change in themselves over time (Neill &
Richards, 1998). As most overseas youth expeditions available to British

youth are longer than 28 days (Year Out Group, 2004) there is little scope for
further comparative research in this area.

An important point in this section is that expeditions provide a physical
environment in stark contrast to the one participants are accustomed to in
the UK. The next section examines the social elements of expeditions that

influence participant outcomes.

Social environment

It has been suggested that the small community of people on the expedition
provides participants with greater stability (Kennedy, 1992). Within this
social setting there are opportunities for young people to reassess their role in
society as they have more direct responsibilities to the group (Kennedy,
1992). This might happen as the group divides up camp chores such as
cooking, setting up tents, and cleaning up after the meal. In this situation
everyone in the group has a clear understanding of each member’s
responsibility to the efficient functioning of that group. Kimberly and Bacon

(1993) had similar views regarding the influence of the group on personal
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development, stating that “because personality is formed and shaped largely
through our contact with others, it can be reshaped through this same
intimate contact” (p. 21). This idea of individuals being in a continuous state
of interpretation and production of the self while interacting with others is
congruent with the symbolic interactionist framework (Blumer, 1969)

discussed in the following chapter.

The ideal size for a group of young people in outdoor programmes has been
suggested as between seven and 15 (Walsh & Golins, 1976). The benefits of a
group this size is that it is large enough for individuality, diversity, and
conflict to exist, but small enough for conflicts to be resolved. Walsh and
Golins refer to this social environment as the ten group: an interdependent
group with a common objective. Interestingly, these writers also describe
this group as a primary group, thus illustrating their links to Cooley’s (1962)
work, which explains how primary groups are “fundamental in forming the
social nature and ideals of individuals” (p. 23). The friluftsliv approach to
“outdoor nature life” in Norway, suggests smaller groups of five to eight
people are desirable, as they provide opportunities for “close and good
communication” between participants (Tellnes, 1993, p. 15). The individual
interacts with this group through each phase of a Raleigh expedition.
Ultimately, the organised set of attitudes of the individuals within the group
may be incorporated into each venturer’s construction of the self (Mead,
1934). The goal of the ten group is to promote “individual decision-making
which at the same time has the support of a peer group and which takes into
consideration the wishes and welfare of the group” (Walsh & Golins, 1976, p.
6).

There is little research addressing the mix of individuals in a group and how

this influences participant outcomes. Smith (1983) theorised that “there is

bE

much value in the adventure group being ‘heterogeneous’™ (p. 41). His
experiences working as an outdoor leader and guide are typical of many

outdoor programmes that operate courses for homogeneous populations
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such as youth at risk, over 60’s, and college students. Smith’s writing was
influenced by social psychology theory proposing that individuals’ attitudes
are shaped and formed by group membership (Kretch, Crutchfield, &
Ballachey, 1962).

Feeling supported when taking risks has been highlighted as an important
antecedent to learning (Greenaway, 1995). This emphasis on how individuals
may alter their interpretations and actions from interaction with their group
suggests that the group plays a crucial role in the development of the self.
Having considered the social elements of expeditions, I will now outline the

third and final area of programme elements that may influence participants’
experiences.

Activities

Walsh and Golins (1976) describe the activities on Outward Bound courses as
“characteristic problem-solving tasks” (p. 6). The most common activities on
overseas youth expeditions are activities surrounding adventure, service,
scientific research, and environmental conservation (Year Out Group, 2004).
Expeditions using adventure as a vehicle for learning may have climbing,
trekking, and paddling as their main activities, whereas service-based
expeditions might use community projects as the method for participants to
learn and grow. While the different programme activities used as methods to
attain those goals are varied, the goals of the two programmes may both
centre on personal and social growth. Rather than reviewing the different
activities that have been employed on youth expeditions, such as climbing,

trekking, school-building, and trail clearing, it is more useful to examine the

nature of these activities, as they share common concepts.

The first common concept of expedition activities is that participants are
fascinated and interested in what they are doing (Dewey, 1973; Kaplan &
Talbot, 1983). Related to this is a central tenet of outdoor education

programmes that participants should have the right to participate or not
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(Schoel et al., 1988). This suggests that individuals who have been told what
a Raleigh expedition encompasses and have decided to participate based on
this knowledge will be more invested in the experience than someone who
had not been informed of what the expedition entailed or who was coerced
into participating. The young people taking part in a Raleigh expedition have
chosen to participate in this experience for their own individual reasons.
Greenaway’s (1995) work found that an important antecedent to learning was

being open to learning in the first place.

As with the physical environment discussed earlier, challenging activities
where the participant has little prior experience may elicit crucial feelings of
constructive anxiety (Nadler & Luckner, 1992; Walsh & Golins, 1976). These
challenging activities offer participants opportunities to master new skills
which then lead to feelings of accomplishment (Nadler & Luckner, 1992). It
is recommended that challenges are encountered incrementally, so that
people are presented with increasingly difficult tasks as their skills increase
(Nadler & Luckner, 1992; Priest & Gass, 1997; Walsh & Golins, 1976). Ina
more egalitarian approach to outdoor education such as Raleigh’s, these
increments can be negotiated between the participants and staff members.
This ensures that all parties have input and ownership over the processes, as

recommended by Dyson (1995).

A third concept shared by the different activities offered on expeditions is a
strengthened relationship between rewards and effort (Kennedy, 1992). For
example if a person works hard at using a shovel and wheelbarrow to move
earthata building site, the harder they work, the sooner the objective will be
reached. In day-to-day urban life this relationship between rewards and
effort may be more complex, and in some instances, disheartening. This can
be illustrated in the case of the student who spends hours studying hard but
still receives low grades; the student is not rewarded for their hard work. On

a Raleigh expedition the activities are full of consequences for the group’s



47

actions or non-actions. For example, if the group navigates poorly they may
end up walking extra miles.

Related to the link between rewards and effort on an expedition is the
strengthened relationship between what is necessary to do and what is
desirable to do (Kaplan & Talbot, 1983). Life in an industrialised nation such
as the UK may not provide young people with situations that are both
desirable and necessary to do. On expeditions, environmental conditions
may influence people’s actions as much as social conditions. In most cases,
people will want to set up a shelter to avoid getting wet when it rains, or get
inside a mosquito net to avoid getting bitten. This point of how the
environmental conditions can make the necessary more desirable illustrates
how Raleigh venturers are interacting with, and being influenced by, forces
that exist beyond their project group, the staff members, and the people of
the host community. Expeditions, unlike many residential outdoor education
programmes, involve people’s actions being influenced by environmental
variables that cannot be controlled by the individual themselves, nor the

project group.

Another point regarding the activity elements of an expedition is the
planning of these elements. Participants themselves playing an active role in
planning the expedition (Gair, 1988) is consistent with commonly held tenets
in outdoor education of feeling in control (Weiner, 1979) and of taking
ownership of the experience (Dyson, 1995). This point illustrates how on
effectively run educational expeditions it is part of the staff's mandate to step
back and let participants'take charge of their programme. Further support is
provided by Conrad and Hedin (1981), who claim that autonomy is the most
powerful predictor of personal development through experiential education
programmes. As I will discuss in Chapter Three, symbolic interactionism
theory puts power in the hands of individuals to shape their future, while in
the presence of other environmental, social, or psychological forces (Blumer,

1969). All of the above common concepts have a strong connection to the
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theoretical framework, which finds its premise in the power of the individual
agent to take control of their life and construct their own reality. Symbolic
interactionism helps to see the different activities on a Raleigh expedition as
interactions that the young people would not have had if they had stayed at

home. These novel interactions lead to the venturers constructing meanings

that they otherwise would not have.

The last area of activities that influence programme outcomes is a branch of
experiential education known as service-learning. I have included a
discussion on the role of service-learning in expeditions as it is arguable that
Raleigh offers a combination of service-learning and outdoor education. A
number of papers have described how service-learning is a branch of
experiential education which is gaining increasing prominence in the
Western world (Boss, 1995; Jacoby, 1996; Jakubowski, 2003; Warren &
Loeffler, 2000). Jacoby (1996) defines service learning as “activities that
address human and community needs with structured opportunities
intentionally designed to promote student learning and development” (p. 5).
Typically, service-learning programmes involve living and working in a host
community on projects that have been deemed important by the members of
that community (Jacoby, 1996; Kendall, 1990).

In the UK, the service project being part of an adventure that centres around
“doing good for others” is not widely referred to as service-learning, although
it is a term that accurately describes a major programmatical element of
Raleigh expeditions, as well as experiences offered by other overseas youth
development organisations. Service-learning programmes must be
thoroughly considered, so they are not merely exercises in being exposed to
life in a developing nation, but rather, engage participants with the daily life
of the host country (Levison, 1990). Similarly, service-learning projects must
ensure that those being served are in control of the services being provided,
those being served become better able to serve as a result of the project, and

those who serve are also learners (Jacoby, 1996; Kendall, 1990; Stanton,
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1993). Dickson (1988) recommends educational programmes for young
people where the experience is based on “the adventure culminating in

service, and the service itself an adventure” (p. 26).

In its strictest terms, service learning cannot occur without formal reflection
(Jacoby, 1996). Service without reflection would likely be regarded as
volunteerism, as it is not connected to any structured academic curriculum.
The literature in service-learning and outdoor education may lead readers to
believe that while both involve learning from experience, one may learn
without formal reflection in outdoor education (Bacon, 1987; Gass, 1993), but
will not learn without formal reflection in service learning (Jacoby, 1996).
Another feature of service learning is reciprocity, where all parties “are
learners and help determine what is to be learned. Both the server and those
served teach, and both learn” (Kendall, 1990, p. 22). Furthermore, it is

imperative that the members of the host community identify the service tasks

and then control the service provided (Jacoby, 1996).

As two branches of experiential education, outdoor education and service-
learning both share the view that the worth of a programme is measured by
student learning, as opposed to student performance. For example, a
'programme would not be deemed weak if the participants did not become
efficient brick-layers or rock climbers. The greater emphasis placed on
student learning rather than on the service provided is one that I suspect
would not sit well with Raleigh, as they place considerable importance on
their commitment to the host community and want to complete the projects
on schedule. Therefore, it is unclear whether a Raleigh expedition is an
outdoor education programme that uses service as a tool to reach its aims of
learning about the self, others, and the environment, or if it is an adventurous
service programme. This is an example of the tension inherent in being an

organisation that exists for both the development of its participants and for
the development of the host communities.
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This chapter began by exploring the foundational theories of experiential
education that relate to overseas youth expeditions. The next two sections
examined the empirical research that has been conducted on overseas youth
expeditions, relating to how participants are influenced by these experiences
and the elements of the experiences that elicited the outcomes. The final
section outlines the writing in outdoor education addressing how people
process their experiences. It provides a useful reference for considering how

Raleigh participants make sense of their experience.

2.3 Processing outdoor adventure experiences

For the purposes of this thesis I take processing to entail making meaning
from experience “that enables us to behave in useful ways in the future”
(Knapp, 1999, p. 219). Facilitation has been defined as “those techniques that
are used to augment the qualities of the adventure experience based on an
accurate assessment of the client’s needs” (Gass, 1993, p. 219). I find that
this definition is too narrow as it refers only to adventure activities and
implies that the facilitator has to be an expert who knows what is best for the
learner. I prefer a more general approach where facilitation can mean
anything that helps someone process their experience. Reviewing and
reflecting upon experience as a means to learning and influencing future
actions has become one of the most widely accepted facets of outdoor
adventure programmes (Gass, 1990; Greenaway, 1993; Kolb, 1984; Priest &
Gass, 1997; Schoel et al., 1988). Before examining the different ways that

people may process their experience it is helpful to look specifically at

reflection.

Dewey (1933) defined reflection as “active, persistent, and careful
consideration of any belief or supposed form of knowledge in the light of the
grounds that support it and the further conclusions to which it tends” (p.
118). As with Kolb (1984) and Dewey (1933), Schon (1983) sees reflection as

being part of a greater process linking experience and future action:
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The practitioner allows himself [sic] to experience surprise,
puzzlement, or confusion in a situation which he [sic] finds uncertain
or unique. He [sic] reflects on the phenomenon before him [sic], and
on the prior understandings which have been implicit in his [sic]
behaviour. He [sic] carries out an experiment which serves to

generate a new understanding of the phenomenon and a change in the
situation. (p. 68)

This meaning was captured and simplified by Boud, Keogh, and Walker
(1985) who state that reflection is where people “recapture their experience,
think about it, mull it over and evaluate it” (p. 19). This latter definition of
reflection has particular relevance to the symbolic interactionist perspective

that people reflect on their experiences and these reflections influence future
actions.

Outdoor leaders have been debating the merits of deliberate and structured
processing of experiences for half a century (James, 1980). One group
believes that the “mountains speak for themselves”, others feel it is the
instructor’s job to highlight important learning points for the participants,
and a third camp sees the staff’s role as being able to use metaphors as a way
to increase participant learning (Bacon, 1987). The first stage of processing
was the dominant model of the 1960s and 1970s, and focused primarily on
the experience, with no emphasis placed on formal review sessions. In this
kind of programming, the instructor’s principal role is to “deliver the

students into an extraordinary experience of action and adventure, leaving
them to make of it what they will” (James, 1980, p. 5).

In the case of Colorado Outward Bound, where much of this early debate took
place, many of the instructors relied principally on the “tried and true”
(James, 1980, p. 2) structure of the programme and left it up to participants
to make sense of their experience in their own time. Bacon (1987)

summarises this viewpoint in which the experience is regarded as “so
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positive, profound, and powerful that it will automatically generalize to the
student’s daily life; instructors do not need to be excessively concerned about
transference” (p. 3). The idea that a well-structured experiénce is more
critical to learning than its facilitation is echoed by Proudman’s (1995)
statement that “If a teacher truly believes in the experiential process, the

teacher will create safe working boundaries for students and then get right
out of the way” (p. 243).

McKenzie’s (2003) research oh the Outward Bound process in Canada
suggests that the Mountains Speak for Themselves model is effective, as the
solo, typically 24 to 48 hours spent on one’s own, was regarded by
participants as a more important time to reflect on the course and their lives
than opportunities provided by formal group discussions. Greenaway (1990)
suggests that learning can happen without reviewing, although the learning
may be limited. Similarly, Schoel et al. (1988) write that “because of the
implicit lessons in the Adventure experience, a leader who is reluctant to
Debrief can survive without it” (p. 165).

The second model of processing is known as the Qutward Bound Plus model,
and involves active reflection on the course activities, thereby expanding the
instructor’s role to include discussion leader and experience facilitator.
While this model does not “ignore the primacy of experience” (Bacon, 1987,
p. 3), there is a deliberate and overt emphasis on reﬂecting and learning from
experience. This model also employs “imported techniques” to run courses
specifically for substance abusers, corporate managers, and troubled youth
(Bacon, 1987). A weakness of the Outward Bound Plus model is that
although the programme emphasises experience and adventure, “there is a
sense that the course activities are less important than the verbal
discussions” (Bacon, 1987). A related criticism of this model is its over-

reliance on approaching a debriefing session with memorised, pre-selected
questions (Gassner, 1998).
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In response to a perceived over-emphasis on verbal discussion in the
Outward Bound Plus model and a lack of structured reflection to encourage
learning from experience in the Mountains Speak for Themselves model, a
third model rose to prominence during the late 1980s and 1990s. Bacon
(1987) explains that this model was born from a need to “conserve the OBP
gains in specificity and transferability while simultaneously reasserting the
primacy of experience” (p. 7). This third approach to group processing is
known as the Metaphoric model. Although in the Outward Bound Plus
model the course activities may be used as metaphors for participants’ daily
life activities, the reflective processes are employed retrospectively, by
looking back upon an experience and searching for meaningful connections
between the experience and day-to-day life. This lies in contrast to the
Metaphoric model, which introduces the concept of the activity as metaphor
before the action starts. This way, participants are making important,

relevant connections between the outdoor programme and their lives back

home before the action even begins.

The Metaphorié model has been built upon to include several variations of
advanced processing techniques (Priest & Gass, 1997). Hovelynck (2000)
suggests that these models were not developed in generational, linear

fashion. He refers to all approaches using metaphors as “introduction-

action-reflection” models.

Hovelynck goes on to describe a fourth model of facilitation called
“reflection-in-action” where facilitators intervene and direct the dialogue
towards personal or “idiosyncratic” meaning during conversation and
activity. This model requires a facilitator to help the participant develop their
own, personal metaphor during the programme (Hovelynck, 1998). In this
approach the emphasis shifts “from developing metaphors for participants to
facilitating the development of metaphors by participants” (Hovelynck, 1998,
p. 10). This model evolved out of a concern that the trend in the processing

of outdoor education programmes was shifting the balance in power away
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from the participant, towards the instructor, who controlled the variables and
could steer the discussion in different directions of his or her choosing. This
trend has been criticised in other papers (Hovelynck, 2001; Loynes, 2002;

Ringer, 1999) and will be discussed further in a section on power in the

following chapter.

Beyond these four models of facilitation exists an alternative for helping
people learn from their experiences that does not fit clearly into Bacon'’s
(1987), Gass’ (1993), Priest and Gass’ (1997), and Hovelynck’s (2000)
models. This alternative model was first proposed by Greenaway (1993) and
centres on participants facilitating their own experiences. More recent
research has shown that corporate managers who have been given minimal
training in reviewing techniques are able to run successful sessions with their
co-workers (Priest, Gass, & Fitzpatrick, 1999). Even though the facilitators
were not highly trained, the key to their positive experiences rested in
“remaining neutral, asking probing questions, pausing for silence, and
focusing on listening” (Priest et al., 1999, p. 52). Although this work is
regarded as exploratory, it is important because it suggests that participants
may not need to rely on expert facilitators in order to process their
experiences. All of the advanced processing techniques notwithstanding,
Neill (2002) claims that the majority of outdoor programmes rely on the first
two models of processing: the Mountains Speak for Themselves and
Outward Bound Plus. |

I have taken time to outline the different approaches to processing outdoor
experiences as it is useful to understand how Raleigh employs or does not
employ them. The Raleigh case is intriguing in terms of processing, since it
involves what appears to be a unique and powerful experience in the
presence of volunteer staff with little training. At first glance it would appear
that Raleigh expeditions rely primarily on the Mountains Speak for
Themselves model with some application of the Outward Bound Plus model.

Informal discussions at Raleigh’s London head office suggest that the
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administrative team is undecided on whether Raleigh expeditions could
benefit from more or less formal processing. The nature of the staff’s role in
processing may have considerable influence on how participants feel they are
affected by the prograthe. If the self is product of an individual’s social
situations, then the staff’s influence on the social forces that shape the self
cannot be ignored. Chapter Eight examines the ways in which participants
came to know how this ten-week experience has influenced their lives, with

recommendations for Raleigh’s approach to processing summarised in the
conclusion.

Summary

This chapter began by locating expedition-based programmes within the field
of outdoor education, which lies within the greater field of experiential
education. Though the field of experiential education benefits from a vast
amount of foundational theory from eclectic sources, I highlighted specific
works from anthropology, philosophy, and psychology that have particular
relevance to this thesis. The chapter continued with an overview of research
conducted specifically on overseas youth expeditions. This review of
empirical investigations highlighted the need to understand expedition
outcomes beyond popular terms such as self-esteem and self-confidence. An
examination of the literature on the critical elements of expeditions made use
of more general outdoor education research, as the work on how expedition
outcomes are achieved is limited. Finally, the subject of how people process
their experience was presented in historical fashion, from the early
Mountains Speak for Themselves model to more advanced facilitation
techniques ﬁsing metaphors to help transfer learning. This review provides
the baseline for a later examination of how people processed their expedition
experiences. The following chapter outlines the thesis’ theoretical

framework, an interpretivist sociological perspective called symbolic
interactionism.
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Chapter Three: Theoretical Framework

Choosing and justifying a theoretical framework through which I could
deconstruct and interpret the expedition experience has been the most
difficult aspect of the project for me. Gradually, I learned that a considerable
part of the PhD involves using this theoretical framework to ground the
study, inform its methodology, and interpret the findings. Although I
originally thought that the anthropological theory of rites of passage would
underpin the study, I realised that the investigation demanded a framework

that would help me understand the expedition experience from the

participants’ perspective.

Before going on the expedition I read several introductory texts on social
theory (for example, Layder, 1994; Morrison, 1995; Ritzer, 1988;
Swingewood, 2000). I struggled to find strong connections between classic
social theory and Raleigh, but was encouraged by sociology’s interpretivist
literature — symbolic interactionism in particular. Three months spent
collecting data in Ghana highlighted how the investigation required a
framework that could explain how young people construct meaning and
identity from an overseas expedition. Symbolic interactionism helped me
understand how expedition participants were constantly encountering new
experiences and interpreting these experiences through reflection and

conversation.

I am fully aware that symbolic interactionism’s principal criticism is an

inability to account for larger, external structures in society (Giddens, 1979;

Stryker, 1980). I also acknowledge that there are structuralist perspectives
that could more adequately account for venturers being products of the

| social, political, and cultural forces that have influenced their lives. However,

these perspectives would not provide the agent-centred emphasis required to

understand the expedition experience from the participants’ point of view.
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The investigation demanded a theoretical framework that views individuals

as constantly interpreting their lives as they are lived, basing their actions on

this process (Blumer, 1969).

This study is about young people constructing meaning and identity on their
expedition, and Blumer’s (1969) perspective and methodology of symbolic
interactionism — principally supported by Mead (1934), Cooley (1964, 1966),
and Goffman (1990) - is the most appropriate choice for its theoretical
framework. The rest of the chapter is divided into four sections. The first
outlines symbolic interactionist theory, while the second section focuses
specifically on how the self is socially constructed. The third section
examines how this theoretical framework is useful for understanding the

expedition experience. Finally, I address criticisms of symbolic
interactionism.

3.1 Symbolic interactionism

Though not originally known as symbolic interactionism, this agent-centred
view of social life has its roots at the University of Chicago, and draws much
of its theoretical basis from the writings of Cooley (1962; 1964; 1966) and
Mead (1934). It was Blumer (1969), a former student of Mead’s, who coined
the term “symbolic interactionism” and outlined it both as a perspective for
examining social life and methodology for conducting research. Symbolic
interactionism as an approach to studying social life is summed up by Blumer
(1969) as “a down-to-earth approach to the scientific study of human group
life and human conduct...It lodges its problems in this natural world,
conducts its studies in it, and derives its interpretaﬁons from such
naturalistic studies” (p. 47). What follows is a thematic outline of the

important concepts that informed Blumer’s perspective.

The Chicago School of sociology saw social life as a constantly developing
network of relationships rather than an objective structure (Layder, 1994).

Their way of tackling the inherent dualisms of social theory rested in a
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rejection of any objective social structure. The humanistic influence within
symbolic interactionism sees structures as dehumanising, mythical entities
that discount people’s feelings, meanings, and experiences (Layder, 1994). As
this objective structure of society was rejected, Cooley (1962) claimed that
“self and society are twin born” (p. 5), and cannot exist without each other.

Cooley (1966) saw society as a living organism — a human whole ~ that would

die if cut up. This organic view was characterised by

...a complex form of processes which is living and growing by
interaction with the others, the whole being so unified that what takes

place in one part affects all the rest. It is a vast tissue of reciprocal
activity. (Cooley, 1966, p. 28)

The idea of reciprocal activity is illustrated in the way society’s structures
exert influence on the individual agents that have constructed them (Rock,
1979). This position leaves all social life to be accounted for by interpersonal
relationships, whether micro face-to-face encounters or larger, complex
macro-sociological networks of human relationships that have existed over
time. Structures do exist, but they are not regarded as objective, external
entities. Symbolic interactionism sees structure as a complex, social network

of relationships (Blumer, 1969). Mead (1934) also viewed the individual and
society as inseparable:

...the behaviour of an individual can be understood only in
terms of behaviour of the whole social group of which he [sic] is
a member, since his [sic] individual acts are involved in larger,

social acts which go beyond himself [sic] and which implicate

the other members of that group. (p. 6-7)

Similarly, Blumer (1969) asserts that symbolic interactionists regard society
as “...individuals interacting with each other” (p. 7). It is through

interpretation of these interactions that individuals are able to construct
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meaning, which in turn modifies attitudes and behaviours. These concepts
introduce the important theme that individuals’ identities are influenced by

the social situations they interact within.

Blumer (1969) outlined three premises of symbolic interactionism. The first
premise is that individuals act towards objects based on the meanings they
have for them. For example, a young British person from London may regard
mud as being a negative object that gets their clothes dirty. Rural Ghanaians
might have another meaning of mud, as they make bricks out of mud and
build houses with them. In this case mud has different meanings for
different people. The second premise is that meanings arise out of
interaction with those objects. Again, if a British person were to visit rural
Ghana, they might see houses and entire villages made from mud bricks.
This new interaction with mud would modify the British person’s meaning of
mud to now include a building material. Blumer’s third premise is that
meanings are constantly being interpreted and modified by people’s
interaction with objects. Meanings are not fixed. There may be othér
meanings that can be attached to the word mud that we have not come to

know, as we have not interacted with them yet.

Blumer’s (1969) premises explain how on a Raleigh expedition the meanings
that the young people attach to social, physical and abstract objects are not
fixed, but are constantly being adjusted from their interactions with different
agents. In other words, reality changes according to agents and the context
of the situation (Layder, 1994). Blumer (1969) describes this as a process

where “objects are being created, affirmed, transformed, and cast aside” (p.
12).

Coser (1971) states that “society must be understood as a structure that
emerges through an ongoing process of communicative social acts” (p. 334).
Mead’s (1934) distinction between self-conscious acts and unself-conscious

acts is useful for understanding what interpretation can mean. He argued
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that unself-conscious acts were non-symbolic as they did not involve a
process of imagining one’s actions from another person’s perspective.
Symbolic interactionism, on the other hand, involves self-conscious gestures
where people “interpret each others’ attitudes and act on the basis of the
meaning yielded by such interpretations” (Coser, 1971, p. 335). More
generally, Mead’s approach to explaining social life, which he labelled social
behaviourism, comprised of humans interpreting each other’s actions,
gestures, and language. Seen this way, verbal and non-verbal language
allows humans to express and interpret meanings derived from complex
social interactions. Subtle gestures and the spoken word both contribute to
the language of interaction and meaning making. Mead’s claim was that
people did not merely react to others’ behaviour, as an animal would; they
interpreted it before responding appropriately.

This discussion of self-conscious and unself-conscious acts demands an
elaboration on the notion of “acting towards an object”, which is central to
symbolic interactionism. All the objects that humans act towards can be
classified as physical, social, and abstract (Blumer, 1969). Physical objects
are inanimate, such as chairs, cars, and trees. Social objects are people, and
abstract objects refer to intangible concepts such as justice and courage. This
idea of interacting with objects clarifies that individuals do not only interact
with other humans, but interact with intangible, abstract issues, as well as
physical objects, all of which elicit interpretations of these interactions. As
the individual interacts with objects they have an internal conversation,
interpreting and transforming meaning “in light of the situation” (Blumer,

1969, p. 5). More simply, these interpretations inform what humans think
and do.

People act towards different objects based on the meanings those objects
have for them (Blumer, 1969). Their past experiences affect the meanings
they have for different objects, whether it is a physical object like a knife or an

abstract object such as a virtue. These meanings are challenged, then
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confirmed or modified, based on social interactions. This mental state where
an individual experiences a mismatch between old and new ways of thinking

is a common feature of outdoor education programmes (Nadler & Luckner,
1992; Walsh & Golins, 1976).

3.2 The genesis of the self

A largé part of symbolic interactionism’s usefulness in understanding how
people experience their Raleigh expedition lies in what Mead (1934) refers to
as the genesis of the self. Coser (1971) sums up the interactionist view of this
genesis as where a “person’s self grows out of a person’s commune with .
others...it arises dialectically through communication” (p. 305). Partof a
child’s development involves becoming able to take on the role of the “other”
‘and visualise oneself from the other’s point of view (Mead, 1934). This
suggests that people’s thoughts and behaviours are influenced by those
around them; an individual’s reflexivity with his or her social world is a
constant and dynamic relationship that shapes who they are. As Coser (1971)
says, “The individual self is individual only because of its relation to others.
Through the individual’s ability to take in his imagination the attitudes of

others, his self becomes an object of his own reflection” (p. 337).

Mead argued that the final stage of human maturation involved taking the
role of the generalised other — the attitude of the whole community. Rather
than the individual just taking into account other individuals’ attitudes
towards themselves, they consider others’ attitudes “towards various phases
or aspects of the common social activity” (Mead, 1934, p. 155). The point
crucial to my thesis is that people construct their selves, or identities, through

a social process that arises through a dialectical relationship with their social
life.

As I have shown, early interactionist writing had a heavy emphasis on the self
and how it was constituted through social life. One of Mead’s (1934)
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important theoretical contributions was a deeper explanation of this process.
For Mead (1934) the self was a product of the I and the me:

The ‘T’ is the response of the organism to the attitudes of the others;
the ‘me’ is the organized set of attitudes of others which one himself
[sic] assumes. The attitudes of the others constitute the organized

‘me’, and then one reacts towards that as an ‘T’. (p. 175)

This process outlines how humans incorporate the feelings and behaviours of
the people they interact with into a part of their self, known as the
generalised other, as introduced above. The generalised other is the “self as
conceived and apprehended in terms of the point of view of significant others
and of the community at large. It reflects the laws and the mores, the
organized codes and expectations of the community” (Mead, 1934, p. 197).
The notion of individuals considering other’s attitudes and actions before
acting was also conceptualised by Cooley (1964).

Cooley’s (1964) contribution to understanding the self centred on what he
termed the looking glass self. Like Mead (1934), Cooley (1927) believed the
self was formed by an individual’s reflexive relationships with their social
world, and regarded society as “interweéving and interworking of mental
selves. I imagine your mind, and especially what your mind thinks about my
mind. I dress my mind before yours and expect that you will dress yours
before mine” (p. 200-201). This belief formed the basis for the looking glass
self, which is a three step process comprising “the imagination of our
appearance to the other person, the imagination of his [sic] judgment of that
appearance, and some sort of self-feeling” (Cooley, 1964, p. 184). The looking
glass self contributes to my analysis by illustrating the emphasis placed upon
individuals interpreting others’ interpretations - a critical point. During

~ interactions, individuals use their interpretive abilities to consider the
outcomes of different courses of action before they act, as if through the eyes

of others. The I and the me (Mead, 1934) and the looking glass self (Cooley,
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1964) provide two important concepts about how the self is negotiated and
constructed through social interaction.

Another concept that informs Blumer’s overall symbolic interactionist
perspective is Cooley’s (1962) primary group. This concept has particular
relevance to Raleigh’s project groups of young people, and will be explored
later in the chapter. In essence, Cooley referred to an individual’s family and
closer circle friends as their primary group. The difference between a
primary group and other people in society is that in a primary group people
do not expect a personal benefit or gain from their relationships with other
members of the group. This lies in contrast to non-primary group
relationships, which tend to be characterised by an “exchange of specific
services or benefits” (Coser, 1971, p. 308). Cooley (1962) described primary
groups as being characterised by “intimate face to face association and
cooperation. They are primary in several senses but chiefly in that they are
fundamental in forming the social nature and ideals of the individuals” (p.
23).

Coser’s (1971) interpretation of primary groups appears more romanticised
and idealistic, when he states that “In these groups men [sic] are drawn away
from their individualistic propensity to maximize their own advantage and
are permanently linked to their fellows by ties of sympathy and affection” (p.
308). This statement suggests that primary groups are bastions of harmony
and peace. Though I do see primary groups as having a strong influence on
the development of its members, this process is not without conflict, as any
member of a family would probably agree. Not only did Cooley (1966) regard

this conflict as inevitable, he saw it as a necessary and healthy part of social
life.

Another writer who informs the theoretical framework is Goffman (1990) and
his dramaturgical conception of the self. As with other interactionists,

Goffman sees the self as a product of social interactions, which he regarded
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as performances between actors and audiences. An aspéct of Goffman’s work
that helps my analysis is his belief that people have different sides to their
personalities that they reveal to various different people. This concept entails
individuals managing “the impression that they give to others in order to

appear in as favourable a light as possible” (Donnelly, 2002, p. 95).

A considerable part of impression management involves the actor presenting
the audience with a front, which can be divided into one’s appearance and
manner (Goffman, 1990). From a research point of view it is conceivable that
my study participants were presenting a front they wanted me, in particular,
to see. For example, they could manipulate their front to give me the
impression that they were virtuous students whose greatest desire was to
help noble villages in the developing world. Similarly, when I was not
around, these individuals might present their peers with the front of someone
completely uninterested in community service. Goffman’s analysis, however,
goes beyond the actor presenting different fronts to specific audiences. In
Goffman’s (1990) eyes, the audience become willing collaborators to the
actor’s performance, as they are asked “to believe that the character they see

actually possesses the attributes he [sic] appears to possess” (p. 28).

An “idealised” front is derived from congruence between the actor’s front and
the expectations of the audience (Goffman, 1990). Drawing upon Cooley’s
(1964) concept of the primary group, Goffman (1990) explained that “when
the individual presents himself before others, his [sic] performance will tend
to incorporate and exemplify the officially accredited values of society” (p.
45). This point illustrates how individuals have the autonomy to construct
their own identity, but this self-determination is constrained by the perceived
expectations of the audience. The actor’s identity is confirmed and

strengthened by playing the same part to the same audience on different
" occasions (Goffman, 1990).
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Using interviews, informal dialogue, and observations for data collection
enabled me to compare the selves that participants were presenting to me
with the selves I witnessed them presenting others. Not only did using
multiple methods of data collection enable me to understand how
participants constructed meaning and identity, it also offered additional
avenues for verifying the trustworthiness of the data (Merriam, 1988; Stake,
1995). As such, Goffman’s (1990) concept of the presentation of self provides
a useful lens through which to examine the selves that individuals presented

to different audiences (myself included) before, during, and after the
expedition.

Symbolic interactionism focuses on the “dynamic activities taking place
between people” (Cohen, Manion, & Morrison, 2000). Consequently, the self
is a dynamic entity that “emerges out of our relationships with other people”
(Coakley, 1994, p. 44), which are constantly changing as we find ourselves in
new situations. The following section outlines how expedition participants

act in relation to one another by acting, perceiving, interpreting, and acting
again (Cohen et al., 2000).

3.3 Symbolic interactionism and expeditions

As I have explained in the previous section, symbolic interactionism is based
largely on how individuals construct meanings from their interactions
(Blumer, 1969). This next section outlines how symbolic interactionism
provides a useful theoretical framework for understanding the expedition
experience. By adopting the language of the symbolic interactionist, the
outcomes of the experience can be viewed as the meanings constructed by the
young people. Similarly, understanding the interactional and interpretive

processes that led to the construction of those meanings helps to identify the
critical elements of the experience.

3.3.1 Experiential education and interaction
As discussed in Chapter Two, some of Dewey’s (1973) writing has been

adopted by the eclectic body of knowledge known as experiential education
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theory. Dewey’s writing has additional relevance in this study because of a
strong connection with the tenets of symbolic interactionism. Part of
Dewey’s (1973) pedagogical creed is that “the only true education comes
through the stimulation of the child’s powers by the demands of the social
situations in which he finds himself [sic]” (p. 443). As with symbolic
interactionism and life on a Raleigh expedition, individuals learn and

construct meaning through constant interaction with objects in their social
~world. Rather than seeing education as preparation for future living, Dewey
sees education as a process of living. This process of living involves
individuals living in a series of situations, where “interaction is going on
between an individual and objects and other persons” (Dewey, 1973, p. 519).
Experience and learning is interactive and social. Coser (1971) sums up
Mead’s thoughts on this subject: “Experience is not first individual and then
social. Each individual is continually involved in a succession of joint

enterprises with others, which form and shape his [sic] mind” (p. 335).

Similar to Blumer’s (1969) third premise that humans are continually
interpreting the meanings we have for objects we interact with, Dewey (1973)
believes that “the educational process is one of continual reorganizing,
reconstructing, transforming” (p. 491). I have drawn on Dewey to build
support for my argument that while on a Raleigh expedition young people are
constantly experiencing new activities, in new places, with new people. If this
is so, young people are also constantly processing and interpreting old ways
of thinking with options for further thinking and acting. This is another
reference to the state of internal conflict known as disequilibrium (Nadler &
Luckner, 1992) or adaptive dissonance (Walsh & Golins, 1976) referred to in
the review of literature.

3.3.2 Discovering or constructing the self? _
- As a theoretical framework for this investigation, symbolic interactionism

must be able to offer an understanding of how venturers’ selves discovers
their “full potential” on a Raleigh expedition. As a youth development
charity, Raleigh is, arguably, in the business of developing people’s selves. I
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draw upon Mead’s (1934) work to explain how venturers’ selves are the
product of their I responding to the generalised attitudes of the other people
on the expedition (the me). This concept illustrates how venturers’ attitudes
and behaviours are shaped by the people with whom they interact. The
generalised other is an “abstract summation” (Rock, 1979) that influences a
venturer’s actions, as it “represents the forces of conformity and social
control” (Ritzer, 1988, p. 299). The strength of this influence depends on the

unity and interpersonal connections of the groups that are interacted with
(Rock, 1979).

The interaction between an individual and others on a Raleigh expedition is
most typically confined to relations within one’s project group, consisting of
10 to 12 venturers and two volunteer staff. The members of this primary
group have a different relationship between themselves and people outside
this group, as their relationships are characterised by not expecting
compensation for services rendered to each other and an understanding that
the good of the group has greater importance than the needs of one member
(Cooley, 1962). Ultimately, “this group is the cell in which characteristically
human growth takes place” (Coser, 1971, p. 309). The I and the me, along
with the primary group, are concepts vital to understanding the expedition
experience, as they imply that a venturer’s development of self is founded

upon social relations and interactions negotiated during the expedition.

On a more philosophical level, symbolic interactionism explains how
venturers’ reality is based upon their interpretations of their interactions with
other agents. A relativist ontology where reality (and therefore meaning) is
not fixed is also congruent with a subjectivist epistemology, where knowledge
is based solely on personal experience (Denzin & Lincoln, 2000). Blumer
(1969) gives an example of this relativist viewpoint in his statement that “a

~ tree will be a different object to a botanist, a lumberman, a poet, and a home
gardener” (p. 11). A relativist perspective permits the Raleigh experience to

be conceived as being full of social interactions, where individuals are
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constructing meaning from their personal interpretations. There appears to
be an incongruence between Raleigh’s (2003) goal of people discovering their
full potential and symbolic interactionism’s account of people constructing
meaning and identity. It may be helpful to reconsider Raleigh’s goal as

helping people “construct” their full potential, rather than discover it.

3.3.3 Constructing meaning on expedition

As each individual’s interpretation is central to a symbolic interactionist
analysis of the expedition experience, it is helpful to look at three ways
venturers may interpret their experience: formal reviewing, informal
discussion, and reflection. It is common practice for outdoor educators to
hold structured discussions before, during, and after activities, in order to
help the participants process their experience (Bacon, 1987; Gass, 1990;
Greenaway, 1993; Nadler & Luckner, 1992). A common assumption in
outdoor education is that activities not complemented by review sessions
may offer fewer opportunities for learning than activities with reviewing
(Greenaway, 1993; Priest & Gass, 1997; Schoel et al., 1988). Although there
may be group discussions on a Raleigh expedition, it is much less common to
have formal review sessions, principally because the staff members are not
trained group facilitators. Expedition staff are responsible adults who
accompany the group, rather than coordinate activities and review sessions
that may yield specific, predetermined participant outcomes. This has
congruence with the Generative Paradigm (Loynes, 2002), which advocates
that the staff and young people share responsibility for shaping the
experience. It may be that the strongest network of agents, or those
individuals with the strongest lines of articulation, end up having the greatest

influence on the rest of the group, regardless of whether they are staff or
venturers.

Another example of formal discussion is the one-to-one sessions between
venturers and staff, usually held each week on expedition. These discussions
centre on the venturers’ goals for that phase and how they are going about

achieving them. Again, the staff are not there to impose their agenda, but to
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support the venturers as they manage their own personal development. A
symbolic interactionist would regard these dialogues as a means to clarify the
young people’s interpretation of their own experiences and to assist them as

they construct meanings that will shape their attitudes and behaviours
(Blumer, 1969).

While I agree that structured, creative review sessions may enhance learning,
they do not have a monopoly on the way people learn through experience, as
it is perfectly reasonable for participants in outdoor education programmes
to interpret their own experiences through informal dialogue and self-
reflection. A symbolic interactionist view supports the idea that through
interaction, dialogue, and reflection, meaning is constantly being re-
evaluated and re-shaped, as individuals bring their experiences to new
situations (Blumer, 1969). In other words, everyone on a Raleigh expedition
is constantly reflecting on their experiences, while they are day-dreaming,
digging latrines, or chatting to a fellow venturer while fetching water. The
concept of meanings constantly being modified is the basis of Blumer’s
(1969) third premise, and explains how people are continually processing
their expedition experience, as these thoughts cannot be consciously

suspended until a one-to-one session or group review session takes place.

Raleigh’s aim of discovering one’s full potential is ambiguous enough for the
participant to negotiate what form that full potential will take. Learning that
was not predetermined is produced from their experiences and interactions,
rather than being derived from a set of targeted outcomes instilled into the
participant. The symbolic interactionist may then view the expedition
experience as a “dynamic process that allows people to develop the ability to
think, to develop in distinctively human ways” (Ritzer, 1988, p. 303). In
effect, everyone on a Raleigh expedition is constantly constructing meaning

- and shaping social life through interaction with themselves, other people, and
the conditions in which they find themselves.
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3.4 Addressing criticisms of symbolic interactionism

As I have argued, there is not one perfect theoretical framework for every
research project, only the most appropriate. While the previous sections
have described how symbolic interactionism is the most helpful framework
for understanding the expedition experience from a young person’s
perspective, this next section endeavours to demonstrate that symbolic
interactionism provides an adequate account of the power of external
structures in society. Although I am aware that other social theories may
attend to structural issues more comprehensively, in the context of

understanding people’s personal expedition experiences I do not believe that
this shortcoming is of great significance.

3.4.1 External structures

The first criticism of symbolic interactionism is that it provides inadequate
links to external, structural, and institutional variables (Giddens, 1979;
Stryker, 1980). While it accounts for personal encounters and constructing
meaning through interaction with one’s immediate surroundings, it does this
at the expense of explaining larger, institutional structures that exist over
time, such as governments, schools, and trade unions. Layder (1994) sums
up this critique in his statement that, “the weakness of SI is that it does not
postulate any connections with these localised, face to face issues and wider,
structural features” (p. 74). Similarly, Coben et al. (2000) explain how critics
of interpretive approaches to social research neglect “external - structural -
forces to shape behaviour” which leave individual’s actions “hermetically

sealed from the world outside the participants theatre of activity” (p. 27).

Blumer’s (1969) position counters that structures are incapable of

interpreting meaning and acting, as humans do. So it follows that individuals

— all of whom interpret and act — are at the root of all institutional action.

A network or an institution does not function automatically because of

some inner dynamics or system requirements; it functions because
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people at different points do something, and what they do is a result of
how they define the situation in which they are called upon to act.
(Blumer, 1969, p. 19)

This quotation relates to the first defining feature of symbolic interactionism:
the rejection of dualisms. This point is highlighted in Rock’s (1979)
statement that symbolic interactionism is “simultaneously inside and outside
society, individual and collective” (p. 130). The main premise for this
viewpoint is that all social life is reducible to the actions of individuals.
Collins (1981) explains that “all varieties of macro-structure can be translated
into these kinds of aggregations of micro-events” (p. 988). For the symbolic
interactionist there is no objective external structure. Structures do exist, but
in the form of complex networks of human relationships. Seen this way,
society is simply the interlinking of the separate acts of many individuals.
Blumer (1969) called this interlinkage “joint action”, where the actions of
different individuals meet to act towards a common purpose. These “lines of
articulation” explain how Raleigh’s head office could function, for example.
The functioning of larger institutions, like universities, can still be reduced to
the actions of each individual within that structure; it is the network of
relationships that becomes more complex in nature. Further, the outcomes
of joint action depend on the strength of the lines of articulation between the

different agents. Blumer (1969) reduces even the largest structural processes
to human interpretation:

Whether the collectivity be an army engaged in a campaign, a
corporation seeking to expand its operations, or a nation trying to
correct an unfavorable balance of trade, it needs to construct its action

through an interpretation of what is happening in its area of operation.
(p- 16)

This explanation of how symbolic interactionism accounts for larger

structural issues through joint action allows us to see how organisations and
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cultural values are produced by human interaction. Traditions, institutions,
and ideologies that have existed for generations are given enduring qualities
by past joint action influencing current interpretations and actions. Maines
(1977) is clear that “there is nothing inherent in the perspective that
precludes the analysis of social organizations and social structure” (p. 235).
And, despite his criticism of symbolic interactionism, Giddens (1979) does
concede that generally speaking, society’s participants possess a sophisticated

understanding of the social world they inhabit and of the reasons they act in
certain ways.

Stryker’s (1987; 2000) structural symbolic intéractionism perspective is
helpful in understanding the complex relationship between individuals and
society. Like Cooley (1964), Stryker regards individuals and society as
inseparable. Stryker (2000) contends that the most basic proposition of
symbolic interactionism is that “society shapes self shapes social behaviour”
(p. 26). This structural view of symbolic interactionism places considerable
emphasis on the ways in which social structure constrains, but does not
determine, human agency (Stryker, 2000). I recognise that venturers on a
Raleigh expedition do not construct meaning and make choices independent
of social structures. This view is reflected in Beal’s (2002) statement that
“humans have some degree of freedom, yet we are always constrained by our
social context” (p. 357).

Blumer’s (1969) perspective does not deny that structural aspects of society
influence the individuals that live within it. An important feature in this
context is that these influences are not objective external structures, but are
networks of other humans, and some of these networks are powerful and
have existed for a long time. The social influences upon an individual’s self
can be considered as “a constellation of diverse generalised others” (Rock,
1979, p. 145). In order to understand how a Raleigh expedition is
experienced from a participants view it is only logical that the point of

departure for empirical research is the individual. This approach does not
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ignore the social forces that influence a person’s attitudes and actions, but
considers the dialectical relationship of how the individual self is shaped by
the same social situations that they have the power to transform (Mead,
1934). |

In my efforts to find other interactionists to fortify my claim that this
perspective could account for structural issues, I examined Goffman’s (1961)
work on institutions. Although its basis on the workings of a mental asylum
may seem far removed from youth expeditions, it is worthy of discussion as it

provides a platform for further discussion on structure and the development
of the self.

Goffman (1961) described a total institution as “A place of residence and
work where a large number of like-situated individuals, cut off from the wider
society for an appreciable period of time together, lead an enclosed, formally
administered round of life” (p. xiii). At first glance, a Raleigh experience
might fit this description. However, although a Raleigh expedition might
involve characteristics of total institutions such as everyone working towards
a goal, most facets of an expedition are incongruent with Goffman’s model,
which postulates being in an inescapable domain, under strict authority, with
a 24 hour regimented schedule, with little choice, and restricted social
mobility. These defining features of a total institution have obvious
congruence with mental asylums, which may aim to strip a person of all
agency and the belief that they have any command over their world
(Goffman, 1961). This lies in contrast to a Raleigh experience that appears to

expose participants to a world of self-determination, autonomy, and freedom
of action.

While I reject the notion of Raleigh being an external, authoritative
institution that dominates the young venturers, I accept that the activities,
physical setting, and social environment of an overseas expedition have

considerable influence on the meanings constructed by each participant.
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Seen this way, it is conceivable that Raleigh is, to a limited degree, a quasi-
institution: the label Goffman (1961) gave to institutions that shared only
some of a total institution’s characteristics. On expedition, an individual’s
self is influenced by the amalgamation of the generalised others of the staff
team, members of the project group, and inhabitants of the host community.
This leaves the Raleigh expedition as a construction site of meaning and

identity that is facilitated and constrained by social interaction.

Cooley’s (1962) claim that the self and society are twin-born is at the root of
understanding the symbolic interactionist framework, which regards the self
and society as being heavily intertwined. Rock’s (1979) comments imply a
reciprocity between institutions and individuals, where “organisations are
‘simply’ representations which are animated and produced by the people who
defer to them” (p. 132). Cohen et al. (2000) sum up this point in their
statement that “Individuals interact; societies are made up of interacting
individuals. People are constantly undergoing change in interaction and

society is changing through interaction” (p. 26).

The interpretive, individualist tradition unashamedly reduces social life to
people interpreting, constructing meaning, and acting. This primary tenet
enables the symbolic interactionism perspective to account for larger, macro-
sociological issues as complex inter-relations between humans. Ultimately, if
there are no individuals interacting, interpreting and acting, there is no

society: no organisations, values, cultures, or governments.

3.4.2 Power
Another criticism of symbolic interactionism is that it inadequately accounts

for aspects of power and domination. As Layder (1994) sums up, “this
tendency to miss the ‘deeper’, less easily observable aspects of economic and
political power is a persistent weakness in SI's analyses” (p.74). My
interpretation of power and symbolic interactionism sees power as force that
lies within the strength of the lines of articulation between the separate acts

of individuals concerned. Humans have the capacity to consciously act in
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relation to others’ actions (Mead, 1934) while negotiating influential social
forces, such as one’s primary group, television advertising, or the

government.

In the context of Raleigh, the venturers interact with, and are influenced by,
their project group, expedition staff, and the host community, to name three
examples. The young people appear to have considerable freedom and
autonomy within a structure defined by the organisation. Structural
symbolic interactionism (Stryker, 1987, 2000) helps to understand how
venturers on a Raleigh expedition have the power to shape their experience
up to a point that is defined by, or perhaps negotiated with, Raleigh. Even
though Raleigh organises the proj'ects, dates, locations, and equipment, these
parameters are not forced upon venturers the way an oppressor would
control the activities of its subjects. The individual venturers know what the
expedition entails before committing to it, and choose to come on the
expedition with the understanding that Raleigh has organised a ten-week
experience, involving three separate phases, each in a different part of thé
country, with a new group each time. Just as Raleigh'’s staff in Ghana
organises the expedition structure, networks of volunteer staff and venturers
may amass power to challenge the structure laid out for them. This might be
done by using different equipment, buying supplementary food, or by

sleeping in a community hall rather than in the tents provided, for example.

Loosely planned projects and relatively untrained staff have congruence with
aspects of the Generative Paradigm (Loynes, 2002), which posits that
“meaning and value emerge within the experience rather than being
represented or defined by the programme structure or the facilitator” (p.
122). Loynes also stresses that the facilitator’s role is to accompany rather
than lead, .in a fashion that is egalitarian rather than hierarchical. This lies in
contrast to the more common paradigm in outdoor education involving a
scientific approach to programming, where course designers include specific

activities in order to yield specific outcomes for the participants (Loynes,
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1998). The Generative Paradigm’s points of emerging meaning and
egalitarianism (Loynes, 2002) are congruent with symbolic interactionism’s
view that meaning is constructed through an interactive and interpretive

process (Blumer, 1969).

The issue of power for the symbolic interactionist and for Raleigh can be
reduced to the practices of the individual or networks of individuals. In this
sense, power does not lie solely within the organisation. Power can be
created and exercised by any group of agents that are inclined to coordinate
their individual acts in lines of articulation (Blumer, 1969), whether they be
Raleigh employees or venturers. Goffman (1983) claims that individuals
(venturers on a Raleigh expedition, for example) have the power to influence
the structures within which they interact. The phrase “power to influence” is
crucial, as it does not imply an absolute power over external sources of
power. Rather, it highlights the tension-filled balance between an
individual’s ability to act autonomously in the face of larger social

constraints.

The Raleigh experience is shaped by the young people on the expedition, the
volunteer staff, head office in London, the in-country project partners, and
the villagers among whom the venturers live and work. Cooley (1966) would
consider all of these elements to be part of an organism that is the Raleigh
experience. I have chosen to employ a symbolic interactionism framework
because it “creates a more active image of the human being and rejects the
image of the passive, determined organism” (Cohen et al., 2000, p. 26). Yes,
the expedition experience involves power and structure, but these are created
by social processes (Blumer, 1969) and negotiated by the individuals and

their interpretations, constructed meanings and actions.

Summary

Through this chapter I have outlined how symbolic interactionism is a

perspective of social theory that is helpful in understanding the expedition



experience. Ten weeks with Raleigh in a developing nation is a highly
personal experience and demands a theoretical framework emphasising the
power of the human agent to interpret and make meaning of their
interactions with people, inanimate objects, and abstract concepts (Blumer,
1969). Symbolic interactionism rejects objective external structures, seeing
all social life in terms of complex networks of human relationships (Blumer,
1969). This explains how expeditions are defined by social processes between
the venturers, staff members, and people from the host community. The self
is a social product that is constantly being constructed through interaction in
these situations. As individuals interpret these interactions they re-examine
and modify meaning, which leads to altered ways of thinking and behaving,

These concepts permit a deeper analysis of the findings.

The following chapter discusses the research approach and outlines the

methods used to collect, interpret, and verify the data.
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Chapter Four: Methodology

This chapter has been divided into four sections. The first part examines the
philosophical assumptions that form the foundation of the research. Second,
I discuss how the symbolic interactionism framework informs the method.
The third part describes the case study methodology employed to conduct the
research. Finally, I outline the methods used to collect, interpret, and verify
the research data. Throughout the chapter I will show how the philosophical

foundations, case study approach and methods of inquiry are congruent with
the theoretical framework.

4.1 Philosophical foundations

Guba and Lincoln (1994) state that “Questions of method are secondary to
questions of paradigm” (p. 105). This entire investigation is rooted in four
principal beliefs that “shape how the qualitative researcher sees the world
and acts in it” (Denzin & Lincoln, 2000, p. 19). These beliefs form a
paradigm, which become the departure point for research — the foundation
upon which the theoretical framework, methods, and findings all rest. The
four tenets that constitute a constructivist paradigm are: reality is
constructed differently by different people, personal experience is the sole
source of knowledge, the research occurs in a natural setting, and findings
are interpreted by the researcher and verified for accuracy with the
participants (Denzin & Lincoln, 2000). These beliefs all support the claim
that knowledge is constructed as opposed to discovered (Denzin & Lincoln,
2000; Stake, 1995). The theoretical framework of symbolic interactionism
has congruence with the constructivist paradigm, as they both centre on the
personal experience of each participant. In symbolic interactionism, this
subjectivity is evident in the interpretation each agent uses to interact with

~ the social, physical and abstract objects that surround them (Blumer, 1969).
It has been suggested that the constructivist paradigm is most suited to the
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subjective, personal nature of experiential education programmes (Allison &
Pomeroy, 2000; Delay, 1996).

A number of qualitative researchers state that objectivity and interpretation-
free research is not possible (Denzin & Lincoln, 2000; Phillips, 1993; Smith,
1988). In order to understand the expedition experience as it is lived by

~ different people, the participants’ thoughts must be understood by listening
to and interpreting their accounts. The researcher cannot be erased from the
process (Humberstone, 1997). Rather than being detached from the data and
trying to remain as objective as possible, researchers and informants co-
construct knowledge (Delay, 1996; Kvale, 1996; Smith, 1988), whereby
researchers become an instrument of the study and the interviewee becomes
a co-investigator or collaborator (Stake, 1995). In this sense, the
constructivist embraces the investigation’s subjectivity, rather than
attempting to eradicate it, as this brings the researcher to a deeper
understanding of each participant’s personal experience. As Schwandt
(2000) states “...reaching an understanding is not a matter of setting aside,
escaping, managing, or tracking one’s own standpoint, prejudgements,
biases, prejudices. On the contrary, understanding requires the engagement
of one’s biases” (p. 195). Similarly, Stake (1995) argues that "subjectivity is
not seen as a failing needing to be eliminated but as an essential element of

understanding” (p. 45).

Barret and Greenaway (1995) claim that subjectivity has been missing from
much of the research in outdoor education. Other researchers in outdoor
education have criticised studies employing positivist methods, for they have
little congruence with the relativist and subjectivist nature of outdoor
education (Allison & Pomeroy, 2000; Barret & Greenaway, 1995;
Humberstone, 1996). Barret and Greenaway (1995) state that “The scientific
research paradigm employed in most of the research reviewed has been
shown to be ill-suited to the task of studying the complex phenomena which

constitute the experience of outdoor adventure” (p. 7). A field that focuses on
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such personal areas as learning about oneself and one’s relationship with
others demands methods that are also personal. This means focusing on how
each individual experiences similar conditions, as each individual comes to a
Raleigh expedition with their own backgrounds, expectations, and goals.
There cannot be one measurement of what a person gains from such an
experience. Each participant has their own personal expedition experience,
and by coming to understand each experience, we can come to understand

the expedition experience in more general terms.

McKenzie (2000) suggests that research in outdoor education should employ
“qualitative data collection techniques, such as interviews, surveys, and
observation, to gather in-depth data, as well as to inductively discover any
‘new’ program characteristics that may be influencing outcomes” (p. 26).
Having discussed the subjective nature of research demanded by outdoor
education programmes, I will now outline how subjective approaches to

understanding individuals’ experiences have congruence with symbolic

interactionism.

4.2 Symbolic interactionism and method

As I have said, symbolic interactionism appeals to me because it offers a
theoretical perspective for examining issues as well as methods for
conducting empirical research. By way of introducing this section I have
included a lengthy, but helpful, quotation that outlines Blumer’s (1969)
thoughts on how symbolic interactionism fulfils the requirements of an

empirical science in its capacity.

...to confront an empirical world that is available for observation and
analysis; to raise abstract problems with regard to that world; to
gather necessary data through careful and disciplined examination of
that world; to unearth relations between categories of such data; to
formulate propositions with regard to such relations; to weave such

propositions into a theoretical scheme; and to test the problems, the
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data, the relations, the propositions, and the theory by renewed

examination of the empirical world. (Blumer, 1969, p. 48)

With that preface, the following section expands the theoretical framework by
outlining how symbolic interactionism theory informs the method in three
principal ways: doing research in the empirical world, using methods that fit
that specific problem, and interpreting data.

Any method for data collection based on humans interacting in daily life
must also take place in daily life. Reality exists in the empirical world and
that is where research must take place (Blumer, 1969). For young Raleigh
venturers, their reality on expedition was in Ghana, West Africa. That is why
I observed them and interviewed them in the field, as opposed to a
phenomenological methodology, which would have allowed me not to go to
West Africa at all, but merely hear about it afterwards. Beal (2002) suggests
that data used to explain human group life must be found in the everyday
actions of people, as that is where “symbolic reality is created, refined, and
lived out” (p. 360). Further, Layder’s (1994) interpretation of symbolic
interactionist methodology stresses the researcher’s goal of trying to unravel
“the ‘meaningful worlds’ of those social groups that are the topic of interest”
(p. 63).

Unlike a laboratory, where conditions can be manipulated to fit the methods,
research in the empirical world demands that the researcher manipulate the
methods to fit the conditions. Doing naturalistic research means that
conditions between different studies are never identical, and accordingly, it
falls on the researcher to decide upon suitable methods, methods that are
“constructed in the light of the nature of the empirical world under study”
(Blumer, 1969, p. 27). In-depth interviews and participant observation are
effective methods for gathering information on how people define their social

situations and use these definitions to inform their actions (Coakley, 1994).
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A third way that symbolic interactionism theory informs the methodology lies
in how it is founded on humans interpreting the actions of others (Blumer,
1969; Mead, 1934). As Raleigh venturers interpret their own actions and the
actions of others, so do I, as a researcher. My observations of them filling a
wheelbarrow full of earth or my taped conversations with them during a
lunch break all rely on my interpretation of their actions and their
interpretations of events, actions, and thoughts. Interpretation is also part of
the research process itself, as the investigator must use their skill vigorously
to interpret the experiences of their informants (Stake, 1995). Much of this

vigour is derived from the methods of verifying the data, which are addressed

later in this chapter.

Cooley believed that “the study of human actions must be concerned with the
meanings human actors attribute to the situation in which they find
themselves; hence, the study must go beyond a behavioural description”

(Coser, 1971, p. 310). In order to investigate these meanings, researchers

P13

need to share their participants’ “states of mind” (Cooley, 1930, p. 290).
These foundational beliefs underpin the choices I have made regarding data

collection, interpretation, and verification.

4.3 Case study approach

This section describes the overall approach to the investigation. As well as
matching the research paradigm with the philosophical orientation of the
phenomenon being studied, it must have congruence with the overall
approach to investigating the research problem. I needed to devise a set of
methods that would allow me to work within the unique constraints of a
Raleigh expedition, as well as effectively help me answer the investigation’s
aims. Not surprisingly there was not one approach that afforded the freedom

of “custom-tailoring” to the conditions.

One example of a methodology that was initially promising, but ultimately

inadequate, is phenomenology. While it involves analysing personal
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accounts of an experience in order to understand its essence (Colaizzi, 1978;
Moustakas, 1994; Polkinghorne, 1989), it looks primarily at the lived
experience (Van Manen, 1990), does not use observation in the field, and
attempts to be as objective as possible (Polkinghorne, 1989; Van Manen,
1990). ‘

I was intrigued by Geertz’ (1973) comment that he did not need “an
experimental science in search of law but an interpretive one in search of
meaning” (p. 5). This led me to consider an ethnographic approach, which
views humans as suspended in webs they have spun themselves (Geertz,
1973). Initially, an ethnographic methodology did not seem unreasonable, as
I was in the field for a prolonged period of time with data coming primarily
from interviews and observations (Creswell, 1998; Spradley, 1980). Still, a
purely ethnographic approach was inadequate as even though I was in the
field for a long period of time, I was frequently moving between project sites
and was not with any one participant for a long period of time.

The best way to tailor my methods to the inquiry was to pick and choose
methods from different research traditions. This involves the researcher
becoming a bricoleur or “handyman” who uses whatever materials,
strategies, and methods are at hand in order to piece together a
representation of a complex situation (Denzin & Lincoln, 2000). Similarly,
Miles and Huberman (1994) state that “research is more a craft than a slavish
adherence to methodological rules” (p. 5). This liberating concept of multiple
methods made using a case study approach for this research the clear choice.
A case study examines a phenomenon that is bounded by time and place
(Creswell, 1998), using in-depth data collection from a variety of methods
and sources. The strength of the case study research design lies in its
“flexible set of guidelines that connect theoretical paradigms first to
strategies of inquiry and second to methods for collecting empirical material”
(Denzin & Lincoln, 2000, p. 22). Similarly, Stake (2000) makes it clear that

case studies are defined by having an interest in a specific case, not by the
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research methods. There is a natural symbiosis with symbolic
interactionism, as Blumer (1969) states that the researcher’s methods should
be “constructed in the light of the nature of the empirical world under study”
(p. 27). Blumer’s (1969) steadfast commitment to flexible approaches to
research is evident in his claim that inquiry “is not pinned down to any

particular set of techniques” (p. 41).

Using multiple methods involves employing particular methods at
appropriate stages of the research process. Althohgh an investigation may be
a journey that begins at point A and hopes to finish at point B, there is no set

map and the route cannot be predicted. Finding the route along the way is

...a tough job requiring a high degree of careful and honest probing,
creative yet disciplined imagination, resourcefulness and flexibility in
study, pondering over what one is finding, and a constant readiness to

test and recast one’s views and images of the area. (Blumer, 1969, p.

40)

Even though most research begins with set research questions, Stake (1995)
claims that the best research questions actually evolve during the study. This
organic research process effectively catered to the evolving nature of this
case, which began two months before the expedition and lasted through the
ten-week expedition, until six months afterwards. Blumer (1969) referred to

this kind of research as exploratory, as it was

...a flexible procedure in which the scholar shifts from one line |
to another of inquiry, adopts new points of observation as his
[sic] study progresses, moves in new directions previously
unthought of, and changes his [sic] recognition of what are
relevant data as he [sic] acquires more information and better

understanding. (p. 40)
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An evolving research process is certainly an accurate description of my
experiences of conducting this investigation. As I was not sure how the
research would progress, I had to make decisions as the investigation
unfolded. Rather than following a predetermined script, my interpretation of
my experiences and interactions shaped my actions. This continual
interpretation of the case is never-ending and evolves “even in the last phases
of writing” (Stake, 2000, p. 441). This evolution was present throughout the

writing process, as my interpretations progressed until I submitted the thesis,
and still continue today.

Another benefit to using flexible methods of inquiry is that the researcher
may pursue unforeseen issues that arise over the course of the study, while
following those issues that surround the aims of the study. Stake (1995)
refers to themes brought to the case by the researcher as etic themes and
those brought to the case by the participants as emic issues. In this
investigation, the etic themes are related to the outcomes and elements of an
overseas Iyouth expedition, such as being self-sufficient in an unfamiliar
environment. The emic themes are those that emerge through the course of
the investigation as “issues of the actors, the people who belong to the case”
(Stake, 1995, p. 20). As I began the research process I was clear on the
general themes that [ wanted to investigate, as they interested me and were
theoretically relevant. As Stake (2000) says, “case researchers enter the
scene expecting, even knowing, that certain events, problems, and
relationships will be important” (p. 441). I was very open to exploring issues
which were important to the young people I was working with. Investigating
both emic and etic issues gave me the best of both worlds; I could investigate
themes I was interested in, while letting the inquiry take its own direction ~

an evolving process guided by the participants.

Interviews can be especially effective if they are more of a conversation
around issues or themes, rather than a question and answer session

stemming from a scripted interview protocol (Kvale, 1996; Stake, 1995). At
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the outset of each interview [ would propose three or four issues that I
wanted to discuss with the participant. This made for a free flowing, natural
dialogue, which made it easier for people to share their thoughts. In most
cases, the informants’ issues surfaced quite naturally during discussions. At
the end of our interviews I would ensure that participants had the

opportunity to raise any other issues, thoughts, or questions that had come to
them during the interview itself.

4.4 Methods

The next section of the chapter refers to methods - the practical techniques
used to collect, interpret and verify empirical material. The methods are

informed by a constructivist paradigm, a theoretical framework of symbolic

interactionism, and a case study methodology.

4.4.1 Data collection

As a point of departure for the methods section, I address the ethical issues
involved in social science research, as they must be considered long before

any data collection may begin.

Ethics

Stake (2000) sees the naturalistic researcher’s role as a sensitive and
privileged one, where they are “guests in the private spaces of the world”,
which demands that “their manners should be good and their code of ethics
strict.” (p. 447). Being a guest in people’s private worlds can involve a degree
of tension, as the investigator’s efforts to maximise potential contributions to
the body of knowledge one is researching may result in physical and/or
psychological damage to the study participants (Cohen et al., 2000). Cohen
et al. (2000) advocate placing priority on the welfare of the participants “even
if it involves compromising the impact of the research” (p. 58). An example
of this is when visiting some waterfalls on the expeditioh, I strongly advised
two venturers not to climb the adjacent rock face, as they could have killed
themselves if they had fallen. Although I interfered and altered their actions,
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it would have been unethical to let them climb, as I recognised the hazards
and they did not.

This investigation followed three principle guidelines for human research:
informed consent, cbnﬁdentiality, and consequences (Kvale, 1996).

Informed consent refers to participants participating voluntarily and being
able to withdraw without penalty. Confidentiality means that private data
identifying the participants will not be included. The third guideline involves
making participants aware of any possible risks or benefits associated with
their participation. All participants read, understood, and signed a consent
form. The one participant under 18 had his consent form co-signed by his
father. A copy of the consent form is included in Appendix B.

The second ‘guideline of confidentiality is not unproblematic, as even the best
attempts to use pseudonyms and disguise locations may be recognised by
others involved in the study (Christians, 2000). To maximise the degree of
confidentiality, Frankfort-Nachmias and Nachmias (1992) propose several
techniques. The main technique I employed was to avoid specific identifiers
that would make someone’s identity obvious to anyone else on the Raleigh
expedition. In practice this meant not stating details about a person’s life,
such as the university they attended or fhe town they lived in. I used
pseudonyms and minimised identifiers when writing the participant profiles

in Appendix A. The same pseudonyms are used in the findings chapters.

Van Manen (1990) discusses how investigators must be aware of the far-
reaching effects that research involving interviews may have. He warns that
the research process may have a lingering or transformative effect on the
researchers, participants, institutions, and even some people on the
periphery (Van Manen, 1990). These matters were negotiated by alerting the
study participants and the expedition staff to the possibility that the
investigative process may somehow affect them in ways that could not be

foreseen. I was certainly aware that this project would have an impact on my
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life, as it was unrealistic to think that I could retain any distance from what
was happening around me; on the contrary, if I had not become deeply
involved with the study participants and all those affiliated with Raleigh, the
research would have suffered. Data verification techniques (described below)
such as investigator triangulation and peer review served to temper any

undue research bias that may have stemmed from the strong relationships I

“had with many of the informants.

One ethical problem I foresaw was that of my informants disclosing sensitive
information about their past during our interviews. I knew as my
relationship with the 14 participants evolved, so too would a degree of
familiarity and comfort, which might result in some young people wanting to
share some of their troubles with an adult they had come to trust. Over my
career as an outdoor instructor this topic has been part of numerous in-house
training sessions I have attended. If an informant is about to share
information that involves themselves or others being physically endangered,
the adult must inform them of their duty to pass this on to the organisation’s
administrators. This way, the informant can decide if they want to continue
with the disclosure. The difficulty lies in making these conditions clear early
on, so that interviewees can choose not to share this information. As it
turned out, I heard about some substahce abuse (mostly in the past), but
nothing involving physical, sexual, or emotional abuse. Although case
studies involve an intense interest in the lives of the study participants
(Stake, 2000), being privy to such sensitive information demands that
researchers preserve the dignity of their participants and put their well-being
as the first priority of the study (Christians, 2000; Cohen et al., 2000). Once
I had established ethical guidelines, the next task was to recruit some

participants.

Sampling

Purposive sampling is a method of choosing participants that best serve the
aims of the study (Cohen et al., 2000). This type of sampling allowed me to
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handpick 15 informants who represented a wide variety of personal
backgrounds. While recognising that this method of choosing participants is
"deliberately and unashamedly selective and biased” (Cohen et al., 2000, p.
104) it was the most suitable, given the large amount of venturer diversity on
Raleigh expeditions. Cooley (1969) recognised how one could use “the
knowledge thus gained in synthetic interpretation of larger social wholes” by
establishing “well-chosen samples, as in studies of individual persons, of

typical local or institutional conditions” (p. 307).

Four months before the expedition was set to leave for Ghana, invitations to
participate in the study were sent to all of the young people'coming on the
expedition (see invitation letter in Appendix B). I also attended an
information session with venturers at the Raleigh head office, where I asked
for informants. Maykut and Morehouse (1994) suggest that qualitative
researchers need to "select persons or settings that we think may represent
the range of the experience on the phenomenon in which we are interested”
(p. 57). In order to reflect a cross section of the UK venturers on expedition,
my aim was to choose 16 people from the ages of 17 to 25 years old, half of
whom were YDP venturers and half who were self-funders, with an even
gender split. [ reiterate that this was not a positivist study that relied on a
high sample size in order to boost validity, but was a case study that benefited

from a small but varied sample to gain a greater understanding of one case.

The rationale for choosing 16 people was twofold. First, [ wanted to limit the
total number of participants so that I might get to know their stories and hear
their thoughts in greater depth than if I had to interview and observe 50
participants. Still, I wanted to have enough participants so that I could hear
from people who fulfilled the different criteria as outlined above. As Stake
(1995) said about choosing cases, "balance and variety are important;
opportunity to learn is of primary importance” (p. 6). I chose not to use
international and host country venturers for this investigation in order to

focus more clearly on British young people who leave the UK, experience a
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challenging ten weeks of activity in a foreign culture, and then return home to
their original community. Rather than focus on what the "Raleigh
experience" is in general, I aimed to narrow down the kinds of participants,
so that I might conduct the research to a greater depth and ultimately come

to know much more about the majority of the venturers: those from the UK.

By the time I conducted the first interviews I only had 15 informants in place,
as I had one less male self-funder than anticipated. There were three male
self-funders with an age range of 17 to 25 years old, four female self-funders
with an age range of 18 to 23 years old, four male YDPs with an age range of
20 to 23 years old, and four female YDPs with an age range of 18 to 26 years
old. After the first round of interviews, one male YDP did not come on
expedition because he and his social workers deemed he was not ready. At
the start of the expedition I was left with a total of 14 informants: Eight
female and six male. One male YDP venturer left the expedition after five
weeks on his own volition — he was terribly homesick. This same person was
eager to participate in a final interview with me, and so missed only one of
the five meetings. One female YDP venturer preferred to not be interviewed
a fifth time as she said she “had a really difficult few months of family
problems” when she got back from expedition and did not want to talk about

that. A description of each participant is in Appendix A.

A smaller sample size with a wide variety of ages and backgrounds was
congruent with the symbolic interactionism framework, as it allowed me to
get to know each participant more fully. Since I understood a considerable
part of the personél circumstances that they brought to the expedition, I was
able to interpret their expedition experience at a deeper level. A deeper
comprehension of their thoughts and interactions with others helped me gain
a better understanding of the case. Having a familiarity with each person and
their individual story was a factor that enabled the interpretive nature of the
research to be stronger, as opposed to an element of the methodology that

should be minimised or eliminated (Stake, 1995). Now that I have explained
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how I came to have 14 willing informants, I shall turn to the specific methods
used to collect the data.

Interviews

Primary data collection was in the form of five sets of formal, open-ended,
recorded interviews with 14 informants. The decision to rely heavily on
interviews was made for two reasons. First, few research studies in the field
of outdoor education have focused on hearing the stories of the participants
who are living, or have lived, the experience in question (Barret &
Greenaway, 1995). This approach is advocated by Patterson et al. (1998),
whose hermeneutic research involved collecting data through “open-ended
first hand descriptions of the experience rather than through the use of some
predetermined operational model” (p. 445). For Blumer (1969), interviews
are an effective way to collect empirical data on how people interpret their
social situations and how the meanings they develop inform their subsequent
actions. The second reason for using interviews was a natural extension of
symbolic interactionism, as my conversations with the informants - our
interaction — would help us both make meaning from the expedition
experience. This is supported by Mishler (1986) who states that interviews
provide the basis for “a direct interpretation of a complex unit of social
interaction, in comparison to the standard approach where such inferences

are based on decontextualised bits and pieces” (p. 241).

Each interview was conducted one-on-one in as secluded a setting as
possible, to maximise privacy and minimise disruption. All interviews were
transcribed verbatim into a notebook in the field, and then on to a computer
file. The first interview took place at a three-day Challenge Workshop at a
residential camp in Kidderminster (rural Birmingham) two months before
leaving the UK. The Challenge Workshop exists to help prepare people for
the expedition (for example, what equipment to bring and what to expect)

and for the young people to get to know each other.
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The second, third, and fourth interviews took place once during each three-
week phase of the expedition. Having consulted with Raleigh staff, it seemed
most appropriate to conduct the interviews on the project sites, as opposed to
during the two change-over day stretches between phases. During these
change-over periods participants would be distracted and less interested in
talking to a researcher in the little free time they had. Once in Ghana, the 14
participants spread out among five of the nine project groups. During each of
the three phases.I travelled around the country in a Landrover with a
Ghanaian Raleigh staff driver and often with another staff member. We
spent two nights at each of the five project sites. In most cases we would
arrive at the project site in the afternoon, and do what ever the group was
doing (playing football, working, cooking) until mid-morning the next day.
At this time one of my participants and I would excuse ourselves and find
quiet place to talk. After the interview I would transcribe the recording, take

a break, then interview another informant.

The final interviews took place at various locations in the UK in June 2003,
six months after the expedition. They took place in cafés and parks — always a
quiet comfortable place of the participant’s choosing. Those venturers who

live outside London were given the choice of my coming to visit them or them

travelling to London, with their train fare paid by Raleigh.

All formal interviews were recorded on a small, handheld dictation machine.
Each interview was recorded on its own dedicated mini-cassette. I
deliberately attempted to create an atmosphere of informality during the
interviews. First, I would start talking about something unrelated to the
topics that we wanted to discuss — usually something amusing and topical
that was happening on the project. This served to put the interviewee at ease
and help them forget there was a tape recorder nearby. It was remarkable
how unfazed participants were by the presence of a machine recording their
words. This was consistent with the pilot project where participants showed

no inhibition whatsoever.
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The decision to do five rounds of interviews was predicated on the rites of
passage model. AsIindicated in Chapter Two, during the early stages of my
research studies, van Gennep’s (1960) three stage rites of passage model
played an integral part. As I wanted this model to inform my methodology, I
needed to interview the informants before they went on expedition, during
expedition, and once they had returned to the UK. Furthermore, since the
expedition itself was a large part of the research focus, it seemed logical to

interview each of the 14 participants during each of the three phases: hence,

five interviews.

Despite rites of passage no longer being a major aspect of my research, the
interview structure remained ideal, as I still wanted to hear people’s thoughts
before, durihg, and after the experience, with particular emphasis on the
expedition itself. Logistically, I would not have been able to interview people
more often than I did while on expedition. If I had done just one interview
with each participant I would have needed to go to Ghana for only two weeks.
Had I had done that, I fear I would not have got the “feel” of expedition life,

with all its changes in group dynamics, location, and project activities.

Observation and informal conversation

Having a deep familiarity with the phenomena being investigated is of no
small importance (Stake, 1995). Similarly, Blumer (1969) states that “no
theorizing, however ingenious, and no observance of scientific protocol,
however meticulous, are substitutes for developing a familiarity with what is
actually going on in the sphere of life under study” (p. 39). Besides talking to
people and taking notes on my observations, I needed to be immersed in the
experience — living the experience-—— to gain a deeper understanding of the
case. Rock (1979) claims that participant observation is “perhaps the pivotal
strategy of interactionism” (p. 178). I was aware that participant observation
can influence the social situation the researcher is immersed in (Spradley,
1980), and I knew that participants might think and act differently with the
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researcher present (Mayo, 1933). In general, I endeavoured to be
unobtrusive while playing a moderately active role within the group. I
wanted to participate in the group’s activities without bringing any undue
attention to myself. My observations and discussions with staff and
venturers assured me that my presence on the project sites was sufficiently

unthreatening and informal.

I want to emphasise the importance of observation in this study, even though
the interviews represented the more formal aspects of the data collection and
interpretation. Sometimes subconscious observations register in the mind
and are then compared to the data from the interviews, in a gradual,
reflective process (Stake, 1995). In this sense, observations become a form of
triangulation for the interviews. In practice, my notebook was full of
questions based on my observations and ponderings, rather than purely
observations. By meshing togethér observations and interviews, new
questions and issues emerge and conflicting data can be examined more
deliberately, ultimately leading to a deeper understanding of the
phenomenon being researched. Similarly, unrecorded informal interviews
with fhe participants and non-participants all help the researcher gain a
greater understanding of the case (Stake, 1995).

Another source of secondary data was my interaction with non-study
participants, or more clearly, people who were affiliated to Raleigh but were
not part of my focus group of informants. Unlike a phenomenological |
approach where researchers are expected to suspend their beliefs and focus
entirely on what the informant is telling them (Moustakas, 1994;
Polkinghorne, 1989), my case study approach involved considering
perspectives from people who were on the periphery. Epistemologically, it
was unjustifiable to cast aside or ignore other viewpoints that I had heard or
seen, as they had relevance to the research. This was information that I had
come to know and could not be disregarded or suspended in an objectivist

tradition.
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Peripheral information most often came in the form of informal conversation
with the expedition staff and other venturers while on expedition, and head
office staff before and after expedition. This additional source of data meant
that my thoughts were being interpreted and re-interpreted even after I had
felt the findings were firmly established. This is similar to Blumer’s (1969)
third premise that the meanings one has are in a constant state of
interpretation. My interactions with volunteer staff members, head office
staff, and other venturers became a form of both additional data and
triangulation, which enabled me to develop a clearer overview of the
expedition experience. This informal data collection, along with the
interviews and observations, left me with an enormous amount of
information that required organising and analysing. Once I had collected the

data, I needed to make some sense of it.

4.4.2 Data interpretation

Stake argues that qualitative researchers, "perceive what is happening in key
episodes or testimonies, and represent happenings with their own direct
interpretation and stories” (1995, p. 40). In the world of naturalistic
research, and specifically case study research, there are no set rules for
collecting and analysing data (Creswell, 1998; Kvale, 1996; Van Manen,
1990). Broadly speaking, my interpretation of 69 interviews, ten weeks of
observation, and countless informal discussions, relies heavily on “greatly
subjective” work that involves “thinking about it as deeply as I can” (Stake,
1995, p. 77). Although part of the interpretation involves categorical
aggregration — a collection of instances of a particular theme (Stake, 1995) -
the qualitative researcher “concentrates on the instance, trying to pull it apart
and put it back together again more meaningfully” (Stake, 1995, p. 75).
Furthermore, although I had identified common themes that could be
“meaningfully organized, interpreted, and presented” (Patterson et al., 1998),

I needed to accept that my verified interpretations could still have differences
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with other researchers’ interpretations of the same data. This points to the

case’s individuality and not the reproducibility of the research (Stake, 1995).

The concept of interpretation intrigues me greatly. How can such a
subjective process yield findings that can be considered trustworthy? I
remain impressed by Stake’s (1995) passionate plea: “It is my integrity as a
researcher that I beg to be recognized, that my interpretations be considered”
(p. 76). Once I understood that qualitative data analysis centres on the
researcher’s personal interpretation, it was then my duty as an interpreter to
go about my research with as much rigour as possible. I felt I could defend
my choice to be an interpreter with the support of many qualitative

. researchers (Denzin & Lincoln, 2000; Guba & Lincoln, 2000; Maykut &
Morehouse, 1994; Merriam, 1988; Schwandt, 2000; Silverman, 2000; Stake,
1995; Van Manen, 1990; Wolcott, 1994). Nevertheless, the role of the
qualitative researcher comes with the important responsibility of exercising
caution and judgement during the processes of collecting, analysing, and
presenting data (Sta‘ke, 1995; Wolcott, 1994).

Early on I made the decision not to use a computer programme, such as
NUDIST, to manage and analyse my data. This was made for two reasons.
First, even though 69 interviews appears sizeable, it was a smaller quantity of
data than some researchers I have met possess. My data were already made
more manageable by being in staggered lots from the five sets of interviews.
These lots were examined one at a time. The second reason is that several
‘people who had recently completed PhDs with the assistance of programmes
such as NUDIST and ETHNOGRAPH explained to me that using the
computer to interpret the transcripts had somehow removed the “soul” and
“human-ness” from the process. I have made a case for subjectivity in the

research process and I did not want to dilute this argument.

The inductive approach that I adopted was not copied from someone else’s

tried and true method for interpreting interviews. This was not because I did
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not want to use an established method; it was simply because there is no
history of expedition-based interview research being done over the course of
ayear. If there was not an existing method for analysing five rounds of
interviews that I felt was congruent with the rest of my research process, I
would have to tailor my own methods of interpreting these interviews — a
patchwork comprised from others’ methods. I took great care during this
process, as I was keenly aware that “the strengths of qualitative data rest very
centrally on the competence with which their analysis is carried out” (Miles &
Huberman, 1994, p. 10). The most useful solution was to create my own
situation-specific method of analysing interviews. Designing a tool to
interpret interviews relied on developing my own system of coding, derived
from thematic analysis (Boyatzis 1998) and phenomenology (Colaizzi, 1978;
Moustakas, 1994; Polkinghorne, 1989).

So how does one make the journey from hundreds of pages of transcripts to
several themes that form the pillars of one’s findings? Again, in my case the |
process was inherently simplified as I was unable to analyse all the interviews
at once. Since there were five rounds of interviews over eleven months, I was
able to concentrate initially on the 14 at hand, before comparing them to
previous data. As I read the interviews over and over I would take steps, not
unlike those used in phenomenologica1 analysis, where I would highlight
meaningful phrases which would then be clustered together in themes
(Colaizzi, 1978; Moustakas, 1994; Polkinghorne, 1989). In case studies the
same process is referred to as categorical aggregation: “the aggregation of
instances until something can be said about them as a class” (Stake, 1995, p.
74). This method fitted with my desire to let themes emerge and become
defined during the research process. While I felt categorical aggregation as
the sole technique of data analysis might be adequate, I wanted to use a more

systematic approach.

Boyatzis (1998) claims that developing specific codes for qualitative data

lends structure and consistency to research on people, organisations, and
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events. These codes are “tags or labels for assigning units of meaning to the
descriptive or inferential information compiled during a study” (Miles &
Huberman, 1994, p. 56). The structure I sought came in the form of themes
that I developed during the course of the study, using a technique called
thematic analysis (Boyatzis, 1998). As similar statements arose during my
readings of the transcriptions I gave them a collective label and a definition.
This tag, as I called it, could then be written beside highlighted statements
that were evidence of the same theme. Furthermore, these tags could be
counted to give a rough idea of how many people had similar thoughts. More
than just a tool to get data ready to present in a neat and tidy format, coding
is an ongoing process that drives the data collection process (Miles &

Huberman, 1994).

As I read and re-read the interview transcripts, I highlighted phrases thatI
deemed meaningful - that in itself “invoking the privilege and responsibility
of interpretation” (Stake, 1995, p. 12). In an example from the data, the
phrase “Frank is a nice guy” would not be considered a meaningful phrase, as
it bears little relevance to the expedition. On the contrary, someone saying,
“I miss my first phase group so much” would get highlighted as it might
indicate that the person was struggling with being separated from the group
they were part of for the first four weeks of the expedition. If this theme of
having feelings of separaﬁon from the first phase group came up with several
people, then I would make up a theme to reflect this. It would be given a
label, a description, an example of a positive indicator, and a tag. From then
on, a tag of “sep 1” could be scribbled beside any statement in someone’s
transcript that was a positive indicator of that theme. This process is very
similar to phenomenological research where one highlights and extracts
meaningful phrases and then clusters these phrases into themes (Colaizzi,
1978; Moustakas, 1994; Polkinghorne, 1989). Two examples of coded

interview transcripts are in Appendix F.
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Further structure was given to the process by constructing a table with the
headings M, F, YD, and SF, which stood for male, female, youth development,
and self-funder, respectively. This way if a female self-funder had one or
more positive indicators of a theme a check could be put in the box. The aim
of this was not to be able to make statements such as “four out of four female
self-funders missed their first phase group”, but to highlight any trend that I
might not have noticed. This way I could pursue the theme more closely in

the next round of interviews. Table 1 is an example of coding after the second

round of interviews.

Table 1. Example of coding

Theme Description Positive Tag ¥ 1S
Examples D |F
Venturer Living and working It’s so cool that all of | Div : M |1 2
diversity with YDP, FR, HCV, us are so different
and IV F >
Service Feels good/important | It's great to be Serv M 1
E" to help others helping these people
) F 1
E Good group | Likes positive Ithinkourgroupis | Group | M |1x | 1x
influence of grou the best...we all get
¢ by = along . F |3 3
E,. Hard/ Expedition life will Living out here - Hard M | 2 2
@ | challenging | push/testthem working, cooking, F 3x |2
etc... it’s really tough
Cultural See/discuss how I love talking to the Cult M |2 1
exchange other people live, Ghanaians about F 3 1
work, believe what they believe

The above example shows how in the venturer diversity theme, positive

indicators were found in the transcripts of one male YDP, two male self-

funder, one female YDP, and two self-funder venturers. Note that in the good
group theme there are crosses in the YD/SF grid. These Xs indicate that one
male YDP and one male SF participant did not feel that their group was a
positive influence on them — a negative indicator of the good group. As the

number of themes increased it became helpful to place the themes into
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similar groups or categories, on the far left of the table (Elements). The

tables from each round of interviews are in Appendix E.

All of these themes prompted questions and issues that I discussed with third
party individuals (see verification below) between each round of interviews.
This discussion would leave me with three or four emic areas that I would
pursue during the next round of interviews. The following interview would
seek feedback regarding the accuracy of my interpretation and go on to
explore the co-constructed themes in greater depth. This process helped me
gain a greater understanding of the meanings venturers had modified and
constructed through their interactions with various social, physical, and
abstract objects. Similar to the hermeneutic approach used by Patterson et
al. (1998) the researcher and the participants continue examining and
developing the themes to greater depths until they are satisfied that the
interpreted text adequately serves the aims of the investigation. This
synthesis and interpretation of data was an ongoing process in the form of
five cycles that followed each of the five interviews. After interpreting each
round of interviews I then had to verify that my interpretations were accurate

and trustworthy.

4.4.3 Data verification

All the best data interpretation cannot be considered trustworthy unless it is
subjected to methods of checking and balancing, collectively known as
verification. As this investigation is qualitative and does not use statistics, I
have made a very deliberate decision to avoid common positivist terms such
as validity and reliability. Rather, I have opted to employ words more
suitable to interpretivist inquiry such as trustworthiness, credibility, and
dependability (Denzin & Lincoln, 2000) to explain the confidence that I have

in the data with regard to the claims and generalisations that I will make.

Schwandt’s (2000) assertion that “there is never a finally correct

interpretation” (p. 195), helped me understand that my interpretations would
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not be quite the same as anyone else’s, and that this was acceptable. More
specifically, this was only acceptable if my interpretation was rigorous in
nature and had been exposed to the scrutiny of others. This scrutiny from
discussing the emerging findings with others during the research process is
an attempt to get closer to the “truth” by examining converging accounts of
the same data (Allison & Pomeroy, 2000; Stake, 1995). Member checks,
investigator triangulation, peer review are three common tools employed to
increase the credibility of qualitative research (Stake, 1995; Merriam, 1988).

Member checks involve the researcher discussing their interpretation of the
interviews with each participant. Member checks are common in almost all
types of naturalistic, interview-based inquiry (Merriam, 1988; Moustakas,
1994; Polkinghorne, 1989; Stake, 1995; Van Manen, 1990) and have been
called the most crucial of all verification procedures (Merriam, 1988). Each
interview session began with an examination of my account of our previous
interview, during which participants had the opportunity to comment on and
amend my interpretation of our conversation. The very last member check,
after the fifth interview, was different in that I did not meet with each
participant. To verify the accuracy of my interpretations I sent each
participant a photocopy of the interview transcript that I had used for the
analysis and that was full of my highlights, comments, and tags. With this
transcript I also sent a summary of the main themes that I felt were reflected
during our conversation. Participants had the option to return any

comments within a stamped and addressed envelope that I provided.

The second method employed to increase the credibility of the findings was
investigator triangulation, which involves a colleague interpreting a
transcribed interview, then comparing notes on the main issues they found
(Merriam, 1988; Stake, 1995). This helps to ensure that the researcher does
not bring too much personal bias to the investigation. Three individuals
helped me with investigator triangulation. One was a volunteer staff member

on expedition, which permitted us to have meetings after I had done my
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preliminary analysis of the interviews. She would analyse one of the
interviews using her own system of coding and then we would compare notes
for consistencies and inconsistencies. The other investigator triangulators
were a male and a female staff member at Raleigh head office in London.
Together we met five times in the months that followed the expedition, going
through a similar protocol. Nameless transcripts helped to ensure the
investigator triangulators did not know the identity of the person I was
speaking with. The investigator triangulators provided clarity and
confirmation to the conclusions I was drawing, as well as offering direction to |

where the next probe into the data might venture.

A third method of verification I used was called peer review. Peer review

involves the researcher discussing their findings with colleagues (Merriam,
1988). In fny case I relied on senior staff members within Raleigh
International. While on the expedition, this person was the Ghana Country
Director, and while in London, I met with Raleigh’s Director of Development.
In both cases, I was able to present my cﬁrrent, overall findings, in an
informal setting, to someone with a deep, long-term professional relationship
with Raleigh. They both appreciated being part of the research process, and
through our conversations, I felt I was_able to consolidate my understanding
of what I'd found and what I needed to do next. Peer review was particularly
helpful in identifying which themes should be included in the findings. As so
many themes emerged, my peer reviewers were able to assist me in
highlighting those themes that were particularly strong in terms of

theoretical relevance to literature in outdoor education, and in organisational

relevance to Raleigh.

4.5 Generalisation

Generalisability has been defined as “the degree to which the findings are
applicable to other populations” (Ryan & Bernard, 2000, p. 786). Schofield
(1993) explains that a growing number of qualitative studies are being
structured in a way that increases their ability to help people understand



103

other situations. Furthermore, Stake (2000) states that most academic
researchers studying cases clearly expect generalisability to other cases.
Although I hope theorists and field staff will be able to generalise from my
findings, generalisation has not been my primary goal and has not been the
driving force behind the research design. My intention has been to
concentrate on conducting research that is highly rigorous. I draw support

from Schofield (1993) who states that

The goal is not to produce a standardized set of results that any other
careful researcher in the same situation or studying the same issues
would have produced. Rather it is to produce a coherent, illuminating
description and perspective on a situation that is based on and

consistent with detailed study of that situation. (p. 93)

In discussing my thesis with seasoned social scientists, one question that has
been raised repeatedly is “How strongly will you make claims from these
data?”. The way I approached my research, and ultimately the claims I am
making, was to make stronger claims about more specific phenomena
(Silverman, 2000), as opposed to making sweeping statements about a broad
subject. With this in mind, certain generalisations may be made from the
research findings despite its small database (Stake, 1995). Itis not
uncommon to make smaller petite generalisations about one case in a
particular situation, providing the researcher has taken steps to validate their
work (Stake, 1995). For example, the issues and implications for the
particular Raleigh expedition that I followed may be applicable to other
Raleigh expeditions to Ghana, and possibly to other countries where they
operate, whereas grande generalisations about expeditions run by different
organisations may be completely unfounded. I followed common advice to
newcomers in naturalistic research, and that is to be cautious with one’s

claims and generalisations (Silverman, 2000; Stake, 1995; Wolcott, 1994).
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From Kennedy’s (1979) perspective, the key to generalisation rests with the
reader of the research report and not the researcher. In this sense, the onus
is on the reader to extract points that they judge to be useful to their own

practice. Kennedy (1979) states that generalisations

...should be made by those individuals who wish to apply the
evaluation findings to their own situations. That is, the evaluator
should produce and share the information, but the receivers of the
information must determine whether or not it applies to their own
situation. (p. 662)

Rigorous and careful data collection and interpretation will permit me to
~draw conclusions that will benefit the practitioners in the field and build on
the existing body of outdoor education theory. Some of my findings
regarding the elements, outcomes and processes involved in a Raleigh
expedition may be directly applicable to programmes run by other
organisations offering overseas expeditions, despite differing destinations,
aims and lengths. Some findings will also be of use to other outdoor

education programmes, whether they are expedition or residential-based.

Summary

Denzin and Lincoln (2000) claim that all research is interpretive, whether it
is qualitative or quantitative. Stake (1995) states more forcefully that the
need for researchers to exercise subjective judgement while they analyse and
synthesise data is imperative. During this chapter I have demonstrated that
the methods I employed to answer the aims of the investigation are
congruent with a constructivist paradigm and a theoretical framework of
symbolic interactionism. The methods used to collect, interpret and verify
the data highlight the importance I have placed on understanding how each
individual constructs meaning from the social situations they found
themselves in. Interviews and participant observation offered two suitable

ways to collect empirical data on expeditions. The data were then carefully
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analysed with techniques from phenomenology and thematic analysis.
Finally, peer review, investigator triangulation, and member checks served to
verify the data for accuracy and trustworthiness. My intention has been to
persuade the reader that this interpretive process of investigating the
research problem is trustworthy and that the findings outlined in the

following chapters will be given full consideration.

The next four chapters represent the findings from this investigation.
Chapter Five examines participants’ reasons for coming on the expedition.
Chapter Six discusses how they were influenced by their experience in Africa.
Chapter Seven distils the elements of the experience that elicited the
outcomes in the previous chapter. Finally, Chapter Eight explores the ways

in which participants processed their expedition experience.
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Chapter Five: Hopes

The first of four findings chapters explores the different reasons that
venturers had for going on expedition. Understanding the reasons people
came on expedition sets the groundwork for a discussion about how people’s
hopes compared to their reported outcomes. This chapter is based entirely
on conversations I had with the 14 informants at the Challenge Workshop,
two months before they went on the expedition. The answers to the question
“Why did you come on the expedition?” are many and varied, and have
importance for two reasons. First, these answers can be compared with
participants’ thoughts on how they were influenced by the experience.
Similarly, people’s reasons for going on expedition can be compared to
Raleigh'’s organisational aims. The nine themes that emerged under
venturers’ hopes are classified into three categories: themes pertaining to
one’s self, to relationships with other people, and to society in a broader

context.

5.1 Self
The findings yielded three reasons related to the self that venturers had for

going on the expedition. People sought an overall growth, to increase their

self-confidence, and to enhance their careers.

5.1.1 Overall growth

A number of people had come on the expedition hoping they would undergo
a broad personal transformation, something which they felt could not be
reduced to a phrase such as “gain self-esteem” or “become a better leader”.
This notion of overall growth through participating in a Raleigh expedition
was clear to Gordo before he left for Ghana: “I thought I could do something
really good with my gap year that would help me grow up and be more
independent — so I'd appreciate uni and enjoy it because I'm more grown up

and mature”. Similarly, Roni felt that this experience would be full of
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learning and growth. This was reflected in her statement: “I feel like I've got
to learn more about myself...a lot to grow”. Friio’s comment indicated that he

believed the Raleigh expedition would be an experience unlike anything he
had ever come across and would alter the direction of his life. His main

reason for joining the Raleigh expedition was “to see how the experience of a

lifetime can change my life”.

These three quotations are consistent with my informal conversations with
other venturers who, before leaving the UK, were looking for some
amorphous, overall personal growth and felt sure this could be gained from a
ten-week expeditiori with Raleigh. It appears that for these venturers,
personal growth and the development of the self held similar meanings to
discovering one’s full potential. Similar to Dewey’s (1973) and Whitehead’s
(1929) claims, venturers were seeking growth that was not going to be found
through learning inert concepts for the sake of it. Rather, Raleigh venturers
were seeking a “growth experience” that would lead to further personal
development. One kind of growth that may affect many aspects of a person’s

life is increased self-confidence.

5.1.2 Increase self-confidence

My pilot study (Beames, 2003a) showed that developing confidence and self--
esteem were the major reasons for prospective YDP venturers wanting to go
on a Raleigh expedition. My conversations with participants before they left
for Ghana are consistent with the findings of the pilot study,’ in that both YDP

and self-funder venturers were hoping to finish the expedition with more

self-confidence than when they started.

Lily was convinced that the Raleigh expedition would help her confidence
“big time”. Similarly, Rufus felt he needed to “pick up more self-worth, boost

my self-esteem. People tell me I don’t really need that, but I need to gain

some more confidence”. Nonnie told me “I want to develop myself — become

more confident”. All of these quotations are from people who appeared to be
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unsatisfied with their present selves and sought to construct a stronger self
by participating in a Raleigh expedition. Just as interaction with physical,
social, and abstract objects leads to modified meanings of these objects
(Blumer, 1969), the novel situations that venturers found themselves in on

expeditions provided opportunities to re-interpret their identities. In this

sense, a venturer’s self is another object whose meaning can be modified.

Being exposed to new social situations was an important aspect of the
Raleigh expedition for Roni. She explained how she needed to get away from

her current social circumstances, as her self was not developing in this overly

familiar environment.

What's happened with me is that I've gotten too used to my comfort
zone, too used to sitting around, staying in one spot - being in my
familiar surroundings. It gets scary to then step out the longer you
stay in it. The more I start dipping my feet out, the better it will get for

me — the more beneficial it will be for me as a person. (Roni)

I am intrigued by the great depth to which people have examined their own
lives and personalities. These venturers assessed their strengths and
weaknesses and decided that a Raleigh expedition would address these
weaknesses — lack of self-confidence in particular. Aside from terms such as
self-confidence and self-esteem, the underlying message in the above four
quotations is that venturers were hoping to gain confidence that would
enable them to take risks they felt afraid to take, for fear of failure. The above
respondents were both self—funded and YDP venturers, so this need is not
restricted to one category of venturer. Another point that intrigues me is how
both Rufus and Roni use terms such as self-worth and comfort zone. The
investigator triangulators and I speculated that these terms may have been
learned from social and educational programmes the venturers were involved
in before the expedition. Terms such as self-confidence, self-esteem,
leadership, communication, and teamwork were widely used on the five pre-
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expedition residential programmes that I attended. Of these programmes,
two were for YPD, one was for self-funders, one was for both YDPs and self-
funders, and one was for expedition staff. Having discussed the themes of
overall personal growth and increased self-confidence, I now address the last
theme under the self category: how people hoped the expedition would have

a positive impact on their careers.

5.1.3 Career enhancement

A strong reason people decided to go on a Raleigh expedition was the hope
that by putting “participated in Raleigh International expedition to Ghana”
on their CV, they would improve their chances of finding employment after
the expedition. A desire to increase employment marketability from
participating in an overseas youth expedition is consistent with the reported
outcomes of previous research (Kennedy, 1992). In the current study, it was
evident that after the expedition, Maria wanted her CV to show that she was a
responsible person who had some experience teaching at an African primary
school. Maria stated, “I think I'd like to get into child care when I come back
— that [Raleigh] would look good on my CV”. Tracy’s thoughts were on two
levels, as she genuinely wanted to increase her self-confidence, but was also

very clear about her plan to discuss the Raleigh expedition during her air

force interview.

I want to be an officer in the air force and you need to be really
confident and I’'m not that confident at the moment. An experience
like going to Ghana would increase my confidence. I would sound
good at the interview — have quite a lot to say about what I'd done. So,
to have something to talk about at the interview and to build my

confidence — it’s a two-way thing. (Tracy)

Both Maria and Tracy hoped to improve their chances of being offered a job
by presenting a front that they thought would appeal to their audience, in this
case a prospective employer. A Goffmanesque (1990) perspective would
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suggest that the actors wanted to be able to project to the audience those
character traits that would portray them as desirable employees. After
perceiving what qualities the employer was looking for, these venturers could
present the employer with a front having greater congruence with these
qualities. This explains how Maria’s and Tracy’s identities might develop
through interaction with a prospective employer. Now that I have discussed
participants’ motives for going on expedition that relate specifically to the
self, the following section examines participants’ reasons that pertain to their

relationships with other people.

5.2 Others

My first round of interviews yielded four interpersonal reasons why venturers
chose to join the expedition. These include wanting a gap year experience
with a team, opportunities to interact with a broader cross-section of people

than usual, a greater ease and comfort in their social interactions, and an

escape from their normal social pattern.

5.2.1 Gap year with a team

The data suggest that some venturers were particularly attracted to Raleigh
because the expedition entailed being with a team of people. The team aspect
was important, as these respondents did not want a work placement that
might be spent alone in an unfamiliar community. More specifically, some
venturers were searching' for experiences involving a primary group
composed of other young people. Nonnie told me that she “wanted to go with
a big group - not as a pair or individual”. Natasha suggested that working
with a team was part of her attraction to Raleigh’s programme, as she
“wanted to go on a gap year”, but “didn’t like the other charities because with
many of them it’s only you and one other person and you spend your year
doing the same thing”. Friio simply wanted to “interact with people and work
as a team”. Being in a team with other youth from the UK was an important
consideration for these three venturers, and a feature that they relied on the

organisation to arrange. To have a team experience with a purpose in rural
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Ghana necessitated outside coordination, which would have been nearly

impossible to arrange on one’s own.

In a similar way, this expedition structure arranged by Raleigh included
provisions for the safest possible transportation in-country and as well as a
proven network of medical support. For Gordo, Raleigh’s brochures
suggested that they were an organisation that “looked well-organised, good,
and had the medical side of things...that appeased the parents”. Tracy’s
thoughts were similar, as she described how she was attracted to the semi-
structured nature offered by Raleigh: “I wanted to travel, but didn’t want to
go on my own; for safety and so I didn’t have to organise it”. There appeared
to be a commonly held belief that unlike travelling independently, Raleigh
offered a safety net along with the basic logistical support of ground

transportation, local knowledge, and organised projects.

By going on a Raleigh expedition instead of backpacking through West Africa,
participants were exercising their poWer to choose an experience with greater
structure. Stryker’s (2000) perspective would suggest that venturers decided
to participate in a Raleigh expedition precisely because of the influence that
the Raleigh structure had on human action. This constraining structure has
the capacity to facilitate, as well as inhibit, meanings that are developed
through human interaction (Stryker, 2000). Seen this way, the format of a
Raleigh expedition provides individual agents with the freedom to construct
meaning and identity within a structure that is partly predetermined by
Raleigh and partly negotiated with other venturers, staff, and people from the

host community. The interpersonal gains that participants hoped to achieve

are discussed in the next section.

5.2.2 Interpersonal gains

The main feature of this theme is how people sought an increased ease or
facility when socialising with people they did not know. Rufus stated that
“Raleigh gives me a way to meet new people. It’s teaching me how to interact
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with people, talk to people, communicate — just on a friendly, social level. 'm
not used to doing that”. Simone shared Rufus’ hope that Raleigh would
improve the ease with which she could “talk to different people from different
Places — not just your friends from London — at school, at work, and from
other countries. After this, if you work you'll be able to talk to people — it
won’t be so hard”. An analysis drawing on Cooley’s (1930) work suggests that
through increased social interaction with the three different project groups
on expedition, individuals develop new meanings about themselves and how

they perceive others perceiving them.

Mead’s (1934) work is also helpful in considering how in the social situations
Presented on expeditions, individuals may become more adept at balancing
their own, unchecked responses to the circumstances they find themselves in
with the collective attitudes of those around them. An example of this is how
Mildred seeks to temper her I, and give herself more time for a deeper
interpretation of her responses to others’ behaviours. As she says herself, “I
know there’s things I need to work on at work because I'm not very tolerant.
I can make my mind up about someone like that. If they’re going to help me,
I go with it and if they don’t, I leave it”. As with Rufus and Simone, Mildred
seeks an increased understanding of how her self responds to others around
her. Their hope is that this enhanced understanding will lead to a greater

facility in social situations with people they do not know very well.

All of these informants believed that they had some kind of personal deficit
that needed attention, and that Raleigh would address this deficit. I find this
intriguing from a research point of view. For example, what leads people to
self-assess their personality? Furthermore, what information leads people to
believe that participating in a Raleigh expedition will give them what they
think they need? My early, pre-interview encounters with Raleigh suggested
that some venturers and staff see outcomes such as increased interpersonal
skills as an inherent part of the experience that just happens on its own. The
belief among some venturers énd Raleigh staff members that they will gain
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interpersonal skills does not appear to be based on any research, expedition
curriculum, or in-house Raleigh literature. This point eventually led me to
expand my inquiry into the processes by which young people gain certain

outcomes, which I address in Chapter Eight.

5.2.3 Interaction with broad cross-section of people

One theme comprising viewpoints exclusively from one category of venturer
centres on the self-funders who were looking for opportunities to work with
people from other socio-economic backgrounds. More simply, some self-
funders were aiming to live with, befriend, and learn about, people in the
YDP programme. Apart from wanting to work with a team, Nonnie wanted
to work “with people from different parts of the community, ‘cause I've never
worked with people that are homeless”. Even after being at the Challenge
Workshop for 24 hours, Gordo was certain that he would learn not only about
other people from other backgrounds in the UK, but that this interaction
would emphasise or confirm that he had been afforded a privileged

upbringing.

Already this Challenge Workshop has shown me - I live in the country
in Scotland and there’s this bloke from the middle of London on the
YDP project. It’s going to really open my eyes about how lucky I am.

(Gordo)

Not one YDP venturer ever mentioned they were looking for the opportunity
to work with self-funders. Conversely, two self-funders mentioned it as a
part of the expedition that they were attracted to, as did two more self-
funders later on in the expedition. By seeking opportunities to interact with a
variety of young people on the expedition, each participant was effectively
seeking the growth of their self. Mead’s (1934) genesis of the self is useful in
understanding how a venturer’s self is a product of the I, and in this case, a
me broadened by the social context of the expedition. This self can then be

regarded as a reflection of an individual’s interactions with diverse people
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outside their normal social life at home. The last theme in this section
illustrates how for some people, the attraction to Raleigh was less about
developing prospective social relationships and more about leaving their

current social relationships.

5.3.4 Escape |

Among all the findings, almost every theme was evident in both YDP and self-
funded venturers. A second exception to this was the escape theme, which
was only found among YDP venturers. The following’ comments relay a
feeling of desperation to escape a social pattern that is unfulfilling,
dysfunctional, or negative. Rufus was clear in his statement “I can’t wait to
get away — I wish I was going away tomorrow”. Dale’s feelings were similar
and perhaps exacerbated by his long-term unemployment: “I want to go and
just do something, so I'm not bored...I want to get away. All I want to dois
for [sic] October to get here so I can get over there”. For Friio, Raleigh was

an opportunity to break out of a lifestyle that, in his words, was “going

nowhere”:

[ sat back and thought about where my life is going...it’s going
nowhere. It felt as if it was in a cycle going over and over again...Every
time I look at the Raleigh slides I just want to leave...they’re very
powerful. I could go [on expedition] and see that and come back and
tell people I've seén this amazing sunset — it’ll be in my head for the

rest of my life and it will change my life. (Friio)

For Roni, Raleigh was a chance to have a significant experience in radical
contrast to her life in East London. Although she liked her job, she longed to
“have a totally different experience — an experience that I would not have in
my normal 9 to 5 job, where you're sitting in front of a computer all day”.

The escape theme has similarities to an American study on three-day outdoor
programmes, which found that “the trip served as an escape mechanism from

family pressures and negative peer influences” (Garst, Scheider, & Baker,
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2001, p. 47). If the self is a social product, as Mead (1934) and Cooley (1930)
would have us believe, then the venturers who were looking to escape their
current social pattern may have actually been looking for a new self. This
new self would be influenced by the people that each individual interacted
with on expedition. Seen this way, the expedition can be regarded as an
opportunity to construct a new identity with the assistance of a new primary

group.

Identity aside, the prospect of getting away from one’s routine life and
experiencing something unimaginably different and exciting appeared to be
very attractive to several YDP venturers. The peer reviewers and I shared the
interpretation that three venturers in particular cared little about where they
might go, as long as it was away from their home and social life that they felt
was inescapable, uninspiring, and without opportunity. The final category in
this chapter’s findings discusses the reasons why venturers chose Raleigh.

These reasons relate to venturers’ relationships with broader aspects of

society.

5.3 Society

In this instance I take society to mean those people outside a person’s
primary groups, with whom they do not have face-to-face encounters in
normal UK life. The two themes that emerged in this category were
participants’ desire to do community service and to travel to a foreign land,

where they could live in an unfamiliar culture.

5.3.1 Service

A major reason that people had chosen to go on a Raleigh expedition was the
opportunity to help others in a developing nation. The qualifying part of this
phrase is “in a developing nation”, as people did not appear interested in
helping those in need in their home communities in Britain. There were
many people, both interviewed and not, that appeared to be focused on a
romantic idea of “going to Africa to help the poor people”. Jacoby (1996)



116

refers to this as a self-righteous approach, where well-endowed people serve
those they deem to be less fortunate than themselves. I was impressed by the
self-funded and YDP venturers who were so keen to help those with very little
in a developing nation. I wondered if people’s motivations were intrinsically
driven, or if they were going to Africa so they could tell others that they had
travelled to a far away place for a noble purpose. This cynical view could be
explained by Goffman (1990) as people wanting to present others a self that
was benevolent, caring, and selfless. Although this may not be true of the
people I have quoted below, my observations suggest that some venturers
had chosen an adventure experience with elements of service so they could

present future audiences the front of the international aid worker.

For Lily, the service element was one of the main draws for going on the
expedition, as she told me: “I want to go to Ghana because I love working
with people and I love helping people”. Rufus was seeking a deep feeling of
satisfaction that he felt would come from helping others. He stated that “It’s
going to be really fulfilling. It's going to be nice to see smiles on people’s
faces...we’ve all chosen to go out there on our own free will - make something
better for someone else”. For Stuart the service element of the expedition
was the principal reason he was going on the expedition. Furthermore, he

hoped that his Raleigh experience would serve as a springboard for a career

in service. Stuart stated:

I wanted to go to Africa and do charity work. I'd liketodoitasa
career, but I'm limited because I don’t have building skills or medical

skills...I just have the wanton need to help people...I feel like I can
make a difference. (Stuart)

Two self-funders recognised that they had led privileged existences for the
first 18 years of their lives and felt that Western society was too heavily
focused on being a consumer, taking instead of giving. They felt their growth

would come from a new emphasis on giving to others.
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I'd really like to do something for other people. If you live in the sort
of society we live in here, you spend your whole life as a consumer.
You can always try to give things back, but not in the way that you
could if you travelled to another country and spent the entire time
helping the community — whether it’s building or hospitals. T think
it’s a really positive thing and I'd really like to grow from the

experience. (Sylvio)

It’s a chance to help less fortunate people as well, which at the end of

the day you can say you've done it and it means you’ve done something
with your life...it’s not all about you, you, you...I'd be lying if I said that
was the main reason I wanted to go out and be a voluntary worker, but

it's a pretty important one. (Gordo)

Although Jacoby (1996) would not consider a Raleigh expedition to be
service-learning, since there is no academic curriculum nor formal reflection
involved, it appears that some Raleigh venturers are looking for outcomes
similar to those of service-learning programmes. Jacoby (1996) defines
service-learning as “activities that address human and community needs with
structured opportunities intentionally designed to promote student learning
and development” (p. 5). This definition has clear links to participating in a
Raleigh expedition, as the data suggest that venturers were seeking a kind of
personal growth they felt would come about through participating in service
projects. The final theme of the chapter examines how some venturers felt
that the growth they sought would come from travelling overseas and

interacting with an unfamiliar culture.

5.3.2 Travel and cultural exchange

One obvious reason for choosing an overseas expedition as opposed to a
week’s walking in the Lake District is the desire to travel and see a part of the
world that they had not seen before. Many, but not all, of the people who
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discussed this point as a motivator for their participation were people who
had not had many opportunities to travel outside the UK before. Lily had
always wanted to go to Africa “which is a big reason”. Nonnie had a desire to
live in and among an overseas culture and “wanted to go for along time in a
different country”. Roni was looking for stimulation at many different levels,
as evidenced from her comment that “I want to travel, to try new experiences,
to challenge myself, meet new people”. Simone’s feeling that she needed to
“see a bit more of the world”, and Maria’s determination to “see another way
of life” were echoed by many of the venturers not in the study group. My
observations strongly suggested that there was an over-arching feeling
among all venturers that by engaging with a developing world culture they
would become fuller, wiser people. From Blumer’s (1969) perspective, these
developing world encounters offer individuals new interactions with social,
physical, and abstract objects that then lead to the construction of new

meanings, and new ways of considering the situations in which they found

themselves.

The study participants were clear in their need to leave their homes and see
people and places they had not encountered before. An anthropological
perspective might suggest that these individuals were seeking a liminal
experience (van Gennep, 1960; Turner, 1969) that would enable them to
make a transition to a new phase of their lives. This view is plausible, as
liminal (or transition) phases of a rite of passage must be unlike anything the
person has experienced before (Turner, 1969), such as rural living in a

developing nation like Ghana.

As an experiential educator, I was intrigued by Stuart’s comments below.
Like the others, he wanted to learn what life is like for those who live outside
the UK, but he was the only informant who articulated the importance of

first-hand experience as a way to learn.
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It's nice to learn how people really are, rather than read about it in a
book, or go by what somebody else has said, that may or may not know
what they’re talking about. At least if you go there you get your own
point of view. (Stuart)

Stuart’s interest in what Dewey (1973) called “the primacy” of experience is
noteworthy, as his desire to learn through experience is something that is
most often articulated by educators and academics, not by young people

about to embark on an adventure. In contrast to most of the other expedition

venturers, he was not just interested in what he was going to learn, but how

he would learn it. Like a symbolic interactionist researcher, Stuart wanted to

find the answers to his curiosity in the empirical world.

As I have written this chapter I have seen evidence of my novice researching
skills. I am particularly conscious of the fact that my questioning technique
during this first round of interviews did not elicit answers that were as
insightful as I had hoped. It may be that I did not know the participants
before this interview, so the conversations were lighter and more descriptive
in nature, rather than deep and probing. An example of this is when people

told me that they wanted to come on a Raleigh expedition because they
wanted to do service. I must have thought “oh, that’s a nice answer”, rather

than considering that and responding with “Why was it so important for you
to do service?”. Though some informants answered the “why” and “how”
questions without being asked, some did not. Still, these responses came
from the first round of interviews and served to highlight issues that I had
not considered before. In later rounds, I pursued these issues and tried to
ask better, more open-ended questions. Having discussed potential and
“hoped for” gains from the expedition, I now continue the discussion of how

one expedition structure tries to help one hundred different venturers

achieve various individual goals.



120

5.4 The buffet table

One trend in the field of outdoor education in the 1990s was its
commodification (Loynes, 1998). This commodification is typified by
programmes with similar, prescriptive aims and activities that cater to
consumers on a large scale. A food-related analogy would liken programmes
with predetermined goals as having “set menus” that aim to elicit the same
outcomes for all its participants. This example lies in contrast to the Raleigh
experience. Raleigh’s organisational goal of participants discovering their
full potential suggests a more personal, if not vague, approach. By using the
word “their” in reference to each participant being the owner of the potential,
Raleigh appears to remain open to venturers defining what form this
discovery entails. The restaurant analogy is helpful in understanding that a
Raleigh experience is not a set menu, but rather a buffet. Raleigh is not
telling venturers what they are going to learn, as a “set menu” organisation
might. Instead, Raleigh offers a buffet, whereby participants may consider
the available options and decide to pursue the outcomes, or dishes, they find

most appealing.

The buffet is analogous to the social structure which Stryker (1987) claims
“shapes interaction” (p. 87). In the buffet model the organisation does not
dictate the participant outcomes for the participant. This lies in contrast to
other branches of adventure education, such as corporate development
programmes, where desired participant outcomes may be determined well in
advance of the course and specific activities are chosen to elicit these
outcomes. This finding that the young people have come on the expedition
for such varied reasons, implies that expedition staff should place importance

on understanding what the venturers’ goals are and then supporting them as

they work towards those goals.
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Summary

This entire chapter has focused not on outcomes, but on what people hoped
would be outcomes. These findings illustrate the wide range of reasons that
people went on expedition. Responses from the 14 informants led to the
creation of nine different themes under three categories. The first category of
Self examines how people wanted to gain an overall personal growth,
increase confidence, and to enhance their career. The category of Others
discusses how young people were looking for a gap year experience with a
team, to work with a cross-section of British youth, to become more
comfortable interacting with strangers, and to escape their UK social pattern.
The two themes yielded by the category of Society involved doing community
service and travelling to an unfamiliar country where they could live with

another culture.

Generally speaking, the qualities that people hoped to gain from their
experience concentrated on being in novel social situations, which comprise a
large part of their expedition. Whether it was interacting with a broader
cross-section of people or living with a developing world culture, there was an
underlying assumption among the venturers that negotiating these new
social situations would elicit a self that was, in many ways, more able than
before. Symbolic interactionism helps to understand how participants
sought to modify the meanings inherent in their own identity through
interaction with the physical, social, and abstract objects encountered on the
expedition. This discussion serves to preface the following chapter, which
focuses on how the expedition influenced participants’ lives. Examining
people’s reasons for going on expedition provides a crucial platform for a

comparison of these reasons, Raleigh’s mission statement, and the

participant outcomes.
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Chapter Six: Outcomes

This chapter is divided into the three categories of outcomes that represent
ways in which discovering one’s full potential manifested itself for the study
participants. After an initial discussion on how, during the experience, some
people were unsure about the ways in which the expedition was affecting
them, the three main outcome categories are discussed. These categories are
closely linked to those in the previous chapter on participants’ hopes and
expectations. The first category is based on themes related to the self, such as
gaining a greater understanding of the “real me” or developing a mental
toughness. The second category pertains to interpersonal skills, such as an
improved ability to work with unfamiliar team members. The third category
of outcomes relates to individuals’ perspectives on greater society or the

world, such as an awareness of economic imbalances between England and

Ghana.

6.1 Unsure of outcomes

Before getting to the outcomes themselves, I examine the comments of those
participants who felt they were unable to articulate how they were being
influenced by the Raleigh experience, during the expedition itself. During the
post-expedition interviews people were much clearer on the role the
expedition played in their life, whereas in Ghana some participants had
difficulty explaining how this experience was affecting them, even though

they felt the expedition was a positive influence in their life.

Rufus explained that he could “feel” he was changing, but he couldn't
articulate how or why. He said he was sure that Raleigh “makes us stronger
somehow or another”. Rufus further stated that “there’s a lot of growth out
here. I'm growing every single day, I reckon. I can’t pinpoint what it is”.
Similarly, Tracy told me that she could not “pinpoint why it was such a major

event in my life”. Tracy’s and Rufus’ comments, made in the middle of the



123

expedition, illustrate how they both struggled to define the ways in which this
expedition was a hugely positive and important experience in their lives.

Perhaps it is not surprising that they had trouble articulating how this
experience would influence their lives, as they were still immersed in an
intense period of interaction that they had not fully interpreted. An approach
in line with the Generative Paradigm (Loynes, 2002) might suggest that
people not be pressured into defining their learning during the experience or
shortly after. A suitable course of action might be to let people process their
experience on their own terms. This way individuals’ interpretations of their
experiences are not forced and happen through a more natural and organic

process.

Towards the end of the expedition, Lily and Natasha voiced feelings
similar to Rufus’ and Tracy, as they felt re-interpreted and re-
constructed selves emerging. These two venturers also explained how
they expected others back home would perceive them as being
different. This bears a remarkable congruence with Cooley’s (1964)
concept of the looking glass self, where people imagine how others will
judge them. As Lily said, “I don’t know, I can’t explain it, but you
know it. You feel it. It’s hard to explain but I know when I go home
I'm going to be really different”. Natasha also felt that she would be
regarded differently by people in her social circles in the UK, but
again, could not be more specific as to how she would be different: “I
can’t put my finger on anything. I'm still sure I'm going to get home
and people are going to go ‘oh, you're really different’. I think I've

grown up”.

An important distinction in these quotations is that although the
specific influences defy articulation, they are very positive. One
outcome appears to be an amorphous, very general “growth”. For
Tracy it was a “major event”, Natasha feels she has grown up, and
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Rufus was convinced he was growing every day. These feelings are
consistent with the findings from my pilot study (Beames, 2003a),
where a Raleigh expedition was regarded as a worthwhile experience,

despite people’s inability to articulate why.

The four Quotations in this section were part of the early impetus that
led to the development of the fourth area of my findings: processirig
the experience. During the expedition some felt they were
transforming but could not articulate how, whereas after the
expedition people were much more able to articulate what this
transformation was. A considerable grey area covers the journey from
feeling “I can’t explain it” to stating “I'm more confident”. It
represents the connection between an element of the expedition and
how it yielded a certain outcome. The aspect of “making sense” of the

experience became such a large theme that it merited an entire

chapter for exploration — Chapter Eight.

During the post-expedition interviews every participant in this investigation
claimed their life was influenced in one way or another, except for one
venturer. Maria told me “No, I don’t think I've changed at all. None of my
friends have told me I have. I still do the same things, I'm still the same with
people as I've always been”. One explanation for Maria’s claiming she had
not changed at all from the expedition is that she is not yet aware of any
growth that may have taken place. This may be true, as many Raleigh staff
and former venturers have told me that they only figured out what they
Iearﬁed years after their expedition. On both ontological and epistemological
levels, I was prepared to accept that Maria had not changed at all from the
experience, as that was her belief. Still, my intuition told me that somehow
Maria was not the same person that she was before she went to Africa. When
I gently pressed her on this, she said that “Instead of just saying ‘oh no, I
couldn’t do that’, maybe I'd think a bit differently now and think ‘maybe I

could do that”. This response is linked to the increased self-confidence
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theme, which is examined in the following section on outcomes relating to
the self.

This first section of the chapter has explored ways in which venturers, while
they were immersed in the experience, were unsure of how the expedition
was affecting them. The rest of the chapter focuses exclusively on interviews
during and after the experience, where venturers clearly explained how the

expedition was influencing their lives.

6.2 The self

A considerable proportion of outdoor education research has centred on the
intrapersonal outcomes of self-esteem and self-confidence (Hattie et al.,
1997). I believe it is important to examine what these outcomes mean in
terms of changes in attitude and behaviour. During the interviews my
intention was to probe beyond the clichés and buzzwords ubiquitous in the
field of outdoor education, by focusing on how people with newly acquired
self-confidence might think and act differently than they did before.

6.2.1 Increased self-confidence

The outcome of increased self-confidence manifested itself in two ways:
increased mental resilience and a willingness to undertake new challenges.
First, the data suggest that after a Raléigh expedition, participants may
possess greater resolve and cope with more demanding challenges. Towards
the end of the expedition, Sylvio stated that “I think once I leave I'll be a lot
stronger and less intimidated by daunting projects”. Gordo told me “there’s
not much where I think, ‘I can’t do that’. You still have insecurities and stuff
and you still get nervous, but deep inside you're just a wee bit more sure of
yourself”. Nonnie explained how she had a certain inner strength that she
did not have before, where “you’re more relaxed or more confident in
yourself...you know you can adapt and get on with it”. For Friio the
expedition provided opportunities to be more independent:
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Now I've been able to stand on my own two feet...and that makes you
feel good and you start to believe in yourself and become more
confident. My friends knew it was the same Friio, the same me, but

they saw a load of difference in my nature and my maturity. (Friio)

It is plausible that the strengthened self reported by the above four venturers
is a product of newly constructed meanings that participants have developed
through their successful interactions with adversity. Positive interactions in
the face of challenging situations may have led participants to modify their
interpretation of what a challenging situation is. In this instance, a
challenging situation becomes something venturers are capable of dealing
with, rather than something that may be harmful. Blumer’s (1969)
perspective helps to understand how interpretation is a formative process,
which involves considering meanings and modifying them. Modified
meanings then inform how a person acts. This process illustrates how
individuals alter their perceptions and actions towards different social,

physical, and abstract objects, based on the interactions they have with them
(Blumer, 1969).

The participant outcome of increased mental toughness was one of the
original goals that Outward Bound’s founder Kurt Hahn had for his pupils.
He felt that the younger generation lacked the mental tenacity to overcome
difficult challenges (Hahn, 2003). It would appear that the three youths
quoted above found some of this resolve within themselves and were able to
transfer it to their daily life. These findings are also consistent with Grey’s
(1984) research, which reported that expeditions helped young people gain a
“greater sense of purpose, determination, and initiative” (p. 18).

Both this theme of mental resilience and the following theme of willingness
to try new things demonstrate how people who came on the expedition
looking for more self-confidence, gained it. Unlike a positivist study, which

might show that a given percentage of the participants had gained in
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confidence, this discussion aims to illustrate how someone who feels more
confident from their expedition then transfers this confidence into their day-
to-day life. Just as successful negotiation of challenging tasks may “toughen
one up”, the data below show how people’s modified meanings of their selves
from these positive interactions had informed their actions. More
specifically, the data centres on participants’ increased willingness to try new
activities and challenges, where they might have been too shy or afraid before

the expedition. Six months after the expedition Roni stated that:

I can do whatever I want. I'm more confident. I think I'll want to
travel more now. And I might be up for maybe doing more new
hobbies...’cause I'll be into taking a risk and jumping into doing things
— trying new things, meeting new people. The great thing about
Raleigh is that you take risks and you'll be up for doing a lot more
things. Now I just sort of say “yes” to things! (Roni)

Simone, too, felt that she would seek out more new experiences, which is
reflected in her statement that “I'll be a bit more active I think...I'm going to

do more stuff”. Stuart explained that “I feel that I can go out and do a lot of
things that I just would not have had the courage do to before”. He felt that
his confidence helped his career: “I probably wouldn’t have applied for
certain jobs before I went, and now I'm applying for jobs I wouldn’t have
normally gone for”. For Lily, increased confidence had affected all parts of

her life, particularly with respect to travel and leaving the familiarity of her
neighbourhood. Lily told me how '

...leaving the country to go to Africa was a big thing for me. I've been
to so many countries since I've been home — just jumping on a plane.

I mean, I jump in a taxi and I'm off. I'm out doing what I set out to do
and I’m coming back. Whereas if I'd never been on an expedition

there’s not a chance in hell I would have got in a taxi to an airport.

(Lily)
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These findings build upon the research done by Kennedy (1992), which
showed that every single respondent felt that their expedition experience had
left them more ambitious to try new things. Kennedy (1992) argued that
their expedition had enabled the participants to gain a “new perception of
what is possible” (p. 59). The above two themes of willingness to try new
things and mental resilience are consistent with other work which supports
the concept of participants generalising their learning from one experience
and applying it to forthcoming challenges (Kolb, 1984; Nadler & Luckner,
1992). The theme of willingness to try new things is one of the two most
dominant participant outcomes and is closely related to the other important
finding of being more comfortable interacting with strangers, outlined later
in this chapter. The two themes are related because they both involve

engaging with uncertainty by seeking out situations that are unfamiliar.

6.2.2 Redefining the self

The second theme in the Self category involves redefining the self. As well as
the experience eliciting changes in behaviour, the data suggest that the
expedition served to raise an awareness of self. In other words, participants
learned some things about the way they “tick”. Natasha told me “I've realised
I need my personal space more than I thought I did”. Roni came to realise
that although she thought she “was a chilled out person” she actually gets
“irritated quite quickly”. Just as in the previous sections, the novel social and
physical elements of the expedition provided participants with new
opportunities to modify and define their identities. Perhaps in the more
familiar social environménts of friends and family in UK, venturers found it
difficult to distinguish between their I and the generalised attitudes of the
others in their community. In this case, the situations in which participants
found themselves on expedition helped them gain a greater understanding of
their spontaneous, unchecked responses to these situations. Once people had

a deeper understanding of their I, a modified self could be constructed in

conjunction with their generalised other.
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Although Friio claimed that he had learned about himself, it was not as
Raleigh may have envisaged. Rather than the expedition experience making
Friio want to travel the world, he learned that he was not the explorer type
and was happiest when he was around his home community. Friio explained
to me how he had learned that he was “a homeboy, not a travelling worldwide
person”. Gordo, too, learned something about himself that may have a long-
lasting effect on his life. As an 18 year-old, he found greater satisfaction in
the community-based project than the one focused more strictly on
adventure. Gordo stated that “One of the things I've learned is that I really
like helping people. I like helping people in the group. I like helping the
communities and doing all the projects here”. Natasha, Roni, Friio, and
Gordo all report learning things about themselves that they did not know
before the expedition. Similarly, Sylvio’s learnings about himself indicate
that this experience has made his life simpler. In his own words Sylvio said “I
know exactly where I am, where I'm going, what my strengths are, what I
can’t do, what I'd like to be able to do”.

Being aware of one’s traits, needs and characteristics is supported by Allison’s
(2002) theme of self-knowledge. In this sense, the self may be viewed as
another person that one gets to know. It is possible that participants’
interaction with the predictable and familiar circumstances of day-to-day
living in the UK elicited meanings and interpretations that were relatively
limited. The novel experiences and wider scope of interactions on an
overseas expedition may provide increased opportunities to learn about one’s
self. An individual’s broadened sphere of interaction with physical, social,
and abstract objects on the expedition involves participants interpreting their
own responses to these novel interactions. The self is developed and
modified through this interactive and interpretive process (Blumer, 1969).
This process may not only involve learning about the self, but on

. * 13 »
rediscovering or reclaiming an old self — the “real me”.
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Young people have spent a lifetime being evaluated by parents, teachers and
peers. The Raleigh experience may have been one of the first times that
venturers were able to “offer some meaningful evaluations of themselves
rather than having someone else do it” (Gair, 1997, p. 32). The expedition
appeared to help participants recover a lost sense of self they had in the past
and longed to find again. Near the end of our time in Ghana, Stuart
recounted how before the expedition he was not himself any more, and how
when he left Ghana “the real me will come back with me”. A Goffmanesque
(1990) analysis illustrates how Rufus felt that in his social circles in the UK
he presented a front to his audiences that had little congruence with his I. In
his own words, the expedition to Ghana helped him “take down the mask”.
As a reformed drug addict this concept was not new to Rufus, as he explained
to me “rehab taught me to be myself, Ghana confirmed it - yes, goddamn, just
be yourself”. In a way not dissimilar to Rufus, Mildred felt that she had
played the role of the successful student and young civil servant manager for
her parents and family. In Ghana, she was away from this audience and
could redefine her identity in the coinpany of an audience without a role pre-
assigned to her. In my discussions with Mildred, I felt her sense of relief at
not having to conform to the normative behaviour she had co-constructed

with her parents through her lifetime. Mildred recounted how on expedition

I was completely myself and no one cared. And that gave me a lot
more confidence when I came back to just be me. More than learning
new things it was just about learning how to be me... 'm sure [ was a
better person out there, so you kind of want to hold on to that, don’t

you? (Mildred)

Holding on to this new identity when she returned to the UK was important
for Mildred. After redefining her self in Ghana she then wanted to establish a
new normative meaning of her pre-expedition identity, which is shared by
her family and herself. This idea of re-discovering the “real me” is similar to

Allison’s (2002) suggestion that individuals may “become truer to their
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essence of being as a result of the expedition experience” (p. 158). This
notion of expeditions helping young people find their authentic self was
central to Allison’s (2002) thesis, which referred to Taylor’s (2000)
statement that “being true to myself means being true to my own originality,
which is something only I can articulate and discover” (p. 79). I suggest that
the authentic self, like all objects, has a meaning that is constantly being re-
interpreted. Seen this way, what we interpret to be the real me, is the real me
for the moments we are conscious of it. During and after the expedition, the
venturers’ concept of what is “the real me” is a dynamic self, constantly
evolving through their interaction with (and reflection upon) past behaviour,
current interpretations, and imaginations of future selves. My point is that
the expedition experience may enable people to break away from an identity
that they are not comfortable with, but has become the norm in certain social
patterns. In Goffman’s (1990) terms, the expedition enables participants to
establish a new role in the absence of the familiar, idealised front that caters
to the expectations of their audiences in the UK. Being in an entirely
different set of social circumstances on expedition offers participants the
opportunity to redefine their identity in the absence of the familiar and

constraining social pressures of their home life.

The above discussion presents an interesting debate. In a world where
parents and teachers can be heard telling children to be themselves
regardless of what other children do, they are really asking children to be
themselves by ignoring the generalised other. The symbolic interactionist
would argue that one cannot consider the self in a vacuum, without the social
element (Blumer, 1969; Cooley, 1962; Mead, 1934). Therefore, if a venturer
is to come to know their true self on a Raleigh expedition, they cannot do this
without the help of the group they are a part of and interact with. The final
theme in the category of outcomes related to the self concentrates on those

outcomes related to venturers’ careers.
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6.2.3 Career
My conversations with the study participants showed that the expedition

influenced people’s attitudes to their careers in two ways. These findings
develop previous work which showed that having been on expedition
benefited people during job interviews (Grey 1984), improved job prospects
(Kennedy 1992), and provided perspectives through which to examine
educational and employment plans (Allison 2000). As Krans and Roarke
(1994) state regarding educational overseas travel with young people,
“perhaps the most rewarding types of comments are those that deal with the

redirection of life and future careers” (p. 27).

The first of the two career outcomes was that participants who had completed
a Raleigh expedition felt they would be viewed as more capable and
employable than if they had not participated in the experience. The four
venturers who felt this way anticipated being viewed differently by their peers
and by prospective employers. While I originally had thought the “badge of
honour” concept would be particular to YDP venturers, three of four of the
following quotations come from self-funders. Dave was looking forward to
“getting some kind of certificate” stating that he had completed the
expedition. Natasha explained how she felt the expedition would improve
her chances when looking for work: “I think other people will possibly look
at me differently...it says something about you — that you have a certain
character or personality that would want to do this”. In a similar way, Tracy
felt she would “have a lot to say” in her air force interview. She told me “I
know they’ll be quite pleased that I've been on Raleigh ‘cause it shows that
I've got commitment and helped other people”. Just as with Tracy and
Natasha, Stuart wanted to have Raleigh on his CV, so “when you applied for

jobs and people said ‘what have you done?’ and you can say, ‘well, I've done

Raleigh””.

The above examples of embellishing CVs in order to become more attractive

to prospective employers has strong links to Goffman’s (1990) concept of
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impression management. It is arguable that venturers sought to present
employers with the front of a worldly, socially responsible, and hardworking
team player. This suggests that participants’ motivations for going on
expedition were not purely personal growth from a more traditional
viewpoint (Priest & Gass 1997, for example), but were for the instrumental
purpose of demonstrating a certain responsibility or tenacity that might be
desirable to an employer. This has congruence with the career theme in
Chapter Five, which outlined how some people had chosen to go on the

expedition because they hoped it would enhance their job prospects.

Another area of discussion within the theme of outcomes related to career is
that the expedition had caused venturers to re-consider the career path they
were on, in terms of what they really wanted out of a job, with particular
emphasis on issues of purpose and fulfilment. Gordo’s comments suggest
that he thought deeply about finding work that involved helping making a
better life for other people: “I've thought a lot about whether I'd like to go
into a job that you really influence people’s lives and make a difference to
people”. This was quite a transformation for Gordo, who before expedition
had “believed quite a lot in ‘I'll go to university, get a job, earn lots of money,
" and havea big house and all the rest of it’. For the first time in her adult life,
Mildred felt that she’d “love to do something more” with a job that involved
helping others. After some intense discussion with her father, Natasha felt
that no matter what one did as-a vocation there was always the opportunity to
be a positive influence on one’s community. Natasha explains how “you can
either do an obviously rewarding, brilliant, helping-other-people job, or the

way you do your job can affect other people in a similar way”.

This further discussion about people’s motives for participating on the
expedition, with particular emphasis on using the service element for future
external gain, was resolved towards the end of my data collection. Despite
my earlier cynicism, I came to understand that some venturers genuinely

wanted to help those they perceived to be in greater need than themselves.
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This sentiment grew among the venturers as the expedition progressed.
Furthermore, those who wanted to increase their employment marketability
were forthcoming with this fact, and perhaps most importantly, appeared to
work as hard as, if not harder than, the other venturers.

Just as intrapersonal gains can be considered as growth or discovering one’s
full potential, so too can reconsidering one’s career direction. Both of these
examples are not end products or skills in themselves, but rather, ways of
thinking that will affect venturers’ lives in complex ways after the expedition.
An increased sense of career direction was felt by Stuart, a 25 year-old self-
funder, who had worked for eight straight years and was now considering
other options. Stuart explained how “before I went on expedition I'd never
even considered going to college...I kind of got the idea that now’s a really
good time to go off and do a college course”. The career theme with its
discussions surrounding the expedition as badge of honour and more focused
career direction, suggests that discovering one’s full potential is more than
interpreting and constructing meanihg about one’s self, as I mentioned in the
previous category. Discovering one’s full potential may involve the individual

arriving at a better understanding of the kind of life they want to lead after

the expedition.

6.3 Relationships with others

The second major category of participant outcomes centres on relationships
with others. Although I had expected many outdoor education “buzzwords”
such as leadership and teamwork to surface as we discussed these topics, very
few people referred directly to these terms. This may be due to the
researcher not using questions involving the words leadership and teamwork
and not leading respondents to those areas. Also, as time went on, I believe
my interviewing skills improved to a point where I was deliberately probing
beyond initial statements made by the participants. Iassume that the
interviews were facilitated by the ever-deepening relationship between me

and the 14 participants.
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The previous chapter, which examined people’s motivations for coming on
the éxpedition, showed that one major reason was to increase their ability to
relate to, and work with, people they did not know before. The discussion in
this section shows how participants gained what they hoped to gain, with
respect to an increased interpersonal facility. Rather than concentrating on
interpersonal attributes purely in the context of tasks and challenges, as
much outdoor education research does, the conversation was steered by the

participants towards interpersonal gains that relate to relationships between
themselves and other people, irrespective of leading, following, and working
in a team. This was particularly reflected in the theme of being more

comfortable meeting and working with strangers.

The data demonstrated how Tracy felt she had become “a lot better at mixing
with people”. Similarly, Stuart found he was “a lot more relaxed around
people I don’t know”. In an earlier section Roni spoke about how she was
more willing to try new things. It appears that part of this feeling was a result
of new-found interpersonal confidence. As Roni said, “I think this is helping
my interaction with people as well and I hope it will encourage me when I get
back home...to give everything a go”. For someone who I thought felt little
anxiety when speaking to strangers, Gordo explained how being on the
Raleigh expedition had made “speaking to people easier...it just sort of blows
a lot of barriers out of the way and you just speak to everyone”. As discussed
earlier, Blumer (1969) helps to understand how meanings regarding an
individual’s identity become modified through an interactive and interpretive
process. Cooley’s (1964) analogy of the looking glass self may provide further
insight into how venturers may gain interpersonal skills. Ifit is true that

identities are modified and strengthened through the unfamiliar interactions

found on expedition, it is arguable that venturers become more comfortable

with their perceptions of how they are being perceived by others. This
strengthened self, gazing into the looking glass, may lend individuals a

certain confidence in the social situations they encounter.
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Building on the theme of interpersonal gain is the outcome that, because of
their Raleigh experience, venturers are less likely to prejudge people before
getting to know them. Sylvio told me “One thing I can really take from
Raleigh is that when I first came here I was quite closed and did not open up
to people very quickly and was sort of seeing bad points in people”. Simone’s
feelings were similar in her statement “that’s one thing I know that I've learnt
is not to judge people on the first impression, ‘cause they’re always so
different when you get to know them”. The improved ability to get on with
people was not restricted to relationships with strangers, but extended to
those people who were known superficially, but were not friends and came
from different backgrounds than themselves. An example of this is Tracy’s

comment:

All of my closest friends in all of my groups have been YDP, which is
really strange because I remember talking to you at the Challenge
Workshop thinking, “how am I going to relate to these people, how am
I going to get on with them — I've got nothing in common with them”.’

And it’s been the absolute opposite, which is really weird. (Tracy)

The above quotations suggest that the young people were pleased with feeling
more comfortable meeting and mixing with people they did not know before.
It is interesting to note only one of these quotations is from a YDP venturer.
The remaining quotations are from people who have never faced the social
exclusion experienced by many YDP venturers. This is an example of how no
broad generalisations can be made about the differences between the

outcomes of YDP and self-funded venturers.

There were only two people out of 14, over the course of 69 interviews, who
spoke about specific interpersonal gains relating to being a working member
of a team. This is notable, as the goal of becoming a better team player or

learning to work better within a team is one often cited by adventure
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education providers such as Outward Bound (2003), Project Adventure
(2004), and popular reference books (for example, Priest & Gass, 1997;
Schoel et al., 1988). This theme was important to two of the study
participants. Sylvio felt that the expedition would help him “be a better
leader, a better team player, by encouraging people and getting them
involved”. Although Nonnie wanted to gain teamwork experience, she felt
that teamwork was essentially about “people skills - how to get along with

people, how to work in a group”.

Perhaps I should not be surprised that few people spoke to me about being a
better team-player as Raleigh does not specify this outcome in its marketing
literature. Still, Raleigh’s work does focus on small groups of people working
together on projects. The topic of teamwork was spoken of with reference to
meeting and getting on with strangers, though the actual word teamwork was
not mentioned. This points to the importance of not using buzzwords in
personal development programmes with young people, as this language may
overly influence their goals. It may be more helpful to avoid phrases such as
“becoming a better team player”, when more specifically, a young person

| might be interested in meeting and working with strangers without having

feelings of anxiety.

Being more comfortable meeting new people and being better at working
within a team refer to an increased facility with interpersonal relationships.
This is consistent with findings in all three of the major empirical inquiries
into the outcomes of British overseas youth expeditions. Kennedy’s (1992)
work found that the expedition had positively influenced their attitudes
towards other people. Allison’s (2002) findings showed how the young
people felt they became more adept at deciding when to speak up or hold
their tongue. Similarly, Grey’s (1984) study found that the young explorers
“had learnt the necessity of working with others and realised the ability to do

so” (p. 18).
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Interpersonal outcomes from expeditions may be regarded as further
development of the self and how it interacts with other people. In this way,
improved relationships with team members are viewed as a more skilful
negotiation of the looking glass self (Cooley, 1964), where young people are
more aware of how they might be perceived by others and change their
behaviour accordingly. Similarly, an individual’s interpersonal relationships
may benefit from an increased ability to balance their I - spontaneous
reactions to others — and their me, the incorporation of others’ attitudes into
the self (Mead, 1934). In other words, individuals improve their ability to
interpret others’ interpretations of themselves. This leads to an increased
ease and skill when socialising with other people. Having discussed the
outcomes related to the individuals’ relationships with themselves and
others, the following section examines how the expedition influenced

venturers’ attitudes towards greater society.

6.4 Society

The third category of outcomes from this ten-week Raleigh experience
concentrates on individuals’ relationships with greater society or the world.
The view of outdoor education I have held throughout much of my career has
sided most closely with Hopkins and Putnam’s (1993) model comprising
education of the self, relationships with others, and the natural environment.
My findings showed no evidence of an altered appreciation or awareness of
environmental issues. Instead of the third aspect of the Hopkins and
Putnam’s model pertaining to relationships with the environment, it
concentrates on relationships with society, or more speciﬁcally, social life
beyond primary groups. The findings of this investigation lead me to propose
a model of outcomes of overseas youth expeditions that is a modification of
Hopkins and Putnam’s model. My view regards the participant outcomes of
overseas expeditions as being categorised into learning about one’s self;
relationships with other group members, and greater society. The first of two

principal themes in this category focuses on how this experience has
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increased venturers’ appreciation of both social networks and modern

conveniences in their home community.

6.4.1 Appreciation of home

Although the majority of venturers expressed missing friends and family
from home, the following two quotations illustrate how these two
participants came to realise the importance of relationships they had taken
for granted before coming on expedition. Gordo told me how the expedition
“has made me realise that I love my family so much”. Sylvio’s thoughts were
similar, as he stated that “it makes you realise how worthy all your true
friendships are”. It is interesting how the meanings interpreted and
constructed regarding friends and family back home took place without any

interaction with the people being missed.

Reflection and sharing similar stories of people being missed, along with a
lack of interaction with these people, may have provided the platform for
these new realisations or meanings to be developed. The act of being away
and considering social life at home has links to the middle stage of rites of
passage, which involves reflecting on relationships to the community'they
have left and will return to (Maddern, 1990; Gibbons, 1974). As individuals
reflect upon their role in the community, they may modify the meaning they
have of their own identity and how it relates to what they need from the
community and what the community needs of them. This modification may
inform the actions of venturers like Gordo and Sylvio as they re-integrate

with their former UK social pattern.

As venturers witnessed the apparently constant and overt happiness and joy
exuded by local villagers in rural West Africa, they began to realise that they
did not need all the material possessions they thought would bring them
lasting happiness. The following quotations demonstrate how several
venturers found that their Raleigh experience showed them how they live in

privileged conditions compared to many Ghanaians. Maria explained how



140

expedition life made her “appreciate home much more. Just simple little
things like running water and a couch to sit on — and not sleeping on the
floor”. Simone felt she was “going to appreciate things about home, like
water...it’s the little things that you don’t really think about”. Sylvio shared
this opinion that one of the best things he would “take from Raleigh, is an

appreciation of everything you have back home”.

Other venturers appeared to learn a lesson from a familiar cliché becoming
the truth: money does not buy happiness. This was a particularly strong
theme. An example of this theme is Gordo’s observation that people in the
host communities are “just so grateful for what little they have - it’s just
brilliant. Why do we need all the luxuries in life?”. Natasha felt that living in
a rural African village was “an eye opener” as it helped her realise that “you
don’t need everything you've got at home”. Natasha’s sentiments were
supported by Lily who agreed that “you don’t even need that much to be
happy”. Lily went on to say that this lesson was “one of the main things I
learned out there...they had so little and they were the happiest people I'd
seen in my life”. Once back in the UK, Dale shook his head in disbelief as he
remembered how the villagers “don’t have no electric and they’re happy.
We're lucky to have furniture and that and they’ve got nothing”. Finally,
Rufus despaired about people in the UK who put such a high premium on
financial success. During an interview on a community service project, he
exclaimed how “These people are so nice. You don’t get people like this in the
Western world. These people lack a lot of things financially, but the riches

they’ve got inside themselves is priceless”.

This theme of being happier with less seemed to be a quite a direct challenge
to the attitudes many venturers brought with them on expedition. Symbolic
interactionism helps explain how interaction with local African people altered
the meanings that young people had for material possessions. In Blumer’s
(1969) terms, as individuals interact with the unfamiliar physical, social, and
abstract objects encountered on their expedition to West Africa, they are
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constantly interpreting these interactions and shaping meanings that may
not have been challenged before. This challenging of assumptions is akin to
Nadler and Luckner’s (1992) concept of disequilibrium, which is described as
“an individual’s awareness that a mismatch exists between old ways of
thinking and new information” (p. 7), and may have been an antecedent to

the above changes in attitude.

6.4.2 Awareness of imbalances between UK and developing world

The second theme relating to the outcome category of one’s relationship with
greater society is an increased awareness of the differences and imbalances
between life in Ghana and life in the UK. Rufus claimed that this engagement
provided him and his project group “insights into other people and makes us
think twice about wasting things...material stuff”. Living within a rural West
African community was something that had a profound effect on Tracy, as
she “did not expect Africa to be this bad or this poor”. Having this experience
helped Tracy “broaden” her “outlook on the world”. As Tracy says, “I knew it
" would be poor, but I hadn’t realised how different it would be from home and
so the whole initial culture shock thing was quite major”. Even without
engaging as much with the local culture as Levison (1996) advocates for
service learning projects, some venturers felt that simply being exposed to

daily life in a developing nation was worthwhile.

Shortly before returning to the UK, Sylvio reflected on the hedonistic world
that he had left behind for 10 weeks and was now returning to. He was
wrestling with how his changed attitudes towards consumption would fit with
his old peer group. Sylvio explained how he was worried about returning to a
place where “most people’s satisfaction comes from indulgence. It’s like
people tend to work hard but not enjoy their work. And then at the end of the
day eat a lot, drink a lot, or buy a lot”. Although he did not articulate it as
such, it appearéd that Sylvio subscribed to the viewpoint that individuals are
influenced by their surroundings. Just as he was proud that for the first time
in his life he was finding satisfaction in self-reliance and daily hard work, so
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too was he fearful that these feelings and learnings would dissolve once he
had returned to the influences of his UK his peer group, whose existence
revolved around movies, music, and alcohol. Mead’s (1934) writing is helpful
in tinderstanding how the self is subjected to the conformist pressures found
in the generalised other. These generalised attitudes of the people
surrounding Sylvio during the expedition and in the UK may have been very
different. Sylvio’s worries about going back home can be explained by his
expedition identity, constructed through interaction with people on the
expedition, integrating into a set of social circumstances that is incompatible

with his newly constructed self.

Rufus ponders his own roots in a developing nation and has a heightened
awareness and gratefulness for the opportunities afforded him by his British

passport.

I know I'm very fortunate to be in London and not in Bangladesh.
‘Cause I could be in the same circumstances as someone in Ghana, in
Bangladesh, if things did not work out for my family, my father - early
on in his life. I have so many more opportunities than the people over
there [in Ghana]. So I'm just taking advantage of those opportunities

now and using them as best as I can. (Rufus)

Rufus realised he had privileged educational, travel, and career opportunities
because his father emigrated to England from Bangladesh. Had his father
not come over to England as a young man he would have had the same
restrictions and lack of opportunities that he sees the Ghanaians his age

having.

The discussion of Rufus realising the opportunities he has as a British citizen,
and Sylvio being concerned with re-integrating into the consumer-driven
social pattern he has come to question, illustrate how subjective
expeditionary learning can be. Both Rufus and Sylvio gained things that were
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highly personal to each of them. Even if several people learned about the
economic and political differences between the UK and Ghana, they did this
in their own way, through a particular set of interactions that were specific to
their own situation. This example illustrates how one expedition structure
can provide the platform for people from varied backgrounds with a range of
personal goals to learn and grow from the same programme. Although
Raleigh’s goal of helping people discover their full potential is ambiguoué,

- this ambiguity may be a strength as it does not define specific, predetermined
learning outcomes that would have to appeal to, and be helpful for, each
venturer. Raleigh’s buffet approach to participant outcomes allows venturers

the freedom to seek and take away highly personalised learnings from the

expedition.

In a final example, through her discussions with local villagers, Roni felt it
was important to destroy the apparent myth that all English-speaking people

live a life of luxury.

I've had a lot of conversations when they’ve compared this [here in
Ghana] to life in England and they sort of glamorised it — the rich and
wonderful life. I kind of don’t see my life like that as such. So when
I've been speaking to people I've tried to say, “not everybody’s like

that”. (Roni)

I believe this last outcome of considering the economic differences between
the Western and Developing world is laudable and comes from living in rural
communities rather than just visiting them or driving by them. This
difference in how one experiences culture through service projects is outlined
in Levison’s (1990) explanation of engaging with the people of the host
community rather than merely being exposed to them. This supports
Raleigh’s long time decision to work alongside local villagers on projects the

villagers have deemed important. Although Raleigh may not be entirely

defined as service-learning, there is considerable evidence that people were
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learning through engagement with host communities. The only technical
difference between Raleigh and a service-learning programme was the
absence of a set curriculum or formal reviewing focusing specifically on

learning from their participation in service projects.

Summary

The participant outcomes of the ten-week Raleigh International expedition to
Ghana in the autumn of 2002 can be classified into three categories. The first
category of the self refers to three main themes that include increased self-
confidence and how that is manifested, redefining the self, and enhancing
career prospects. The data suggest that individuals’ interpretations of their
interactions with the social, physical, and abstract objects found on
expedition led to modified meanings of their self. This redefined identity

then informs people’s actions, as shown by venturers who are more willing to

“try new things”.

The second category of outcomes centres on relationships with other people.
The data suggest that the expedition helped participants become more at ease
meeting people they had not met before and then working and living with
them. The strengthened self, mentioned above, offers a stronger reflection in
Cooley’s (1964) looking glass and how individuals perceive they are being

perceived by others, thereby increasing their ease and facility in social

interactions.

The third category of outcomes refers to attitudes towards the larger aspects
of society. These modified attitudes are the result of venturers’ interactions
in the unfamiliar social environments found in rural West Africa, and their
subsequent interpretations of these interactions. Overall, there was a strong
congruence between what participants said they were looking for in Chapter
Five and what they felt they gained. Furthermore, the data suggest that
venturers also gained things that they had not come looking for, most of

which pertain to becoming more aware of the economic and democratic
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differences between the UK and Ghana. The next chapter outlines and
discusses the elements of the experience that were critical in eliciting these

outcomes.
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Chapter Seven: Elements

This chapter examines the different aspects of individuals’ interactions that
led to the construction of meanings and outcomes discussed in Chapter Six.
The themes that emerged as the elements of the expedition could have been
categorised in many different combinations, all of which would have made
sense and have been defendable. After experimenting with different
categories and themes‘, I finally relied on my own intuition and that of a peer-
reviewer, who also agreed that the present chapter structure is suitable. The
overall structure is similar to the literature review chapter, which considered

expeditions in terms of the physical environment, social setting, and the

activities.

It is important to me that the findings are helpful, as I want to ensure that
this research contributes to knowledge that is applicable in the field. The
quality of my findings will be gauged by being put to the test of usefulness by
both theorists and practitioners in the field (Patterson et al., 1998). In this
chapter, I follow Rowley’s (1987) example and attempt to identify the extent
to which “a particular aspect or feature of a course/program has been
influential” (p. 8). All of the five principal themes for the elements of the
experience appear to elicit feelings of disequibrium (Nadler and Luckner,
1992) and dissonance (Walsh & Golins, 1976) within the venturers. The data
support claims that adaptive dissonance leads to learning and growth, due to

the coping mechanisms and skill mastery demanded from participants.

7.1 Physical environment

7.1.1 Novel setting
The first category of physical environment covers the themes of novel setting
and remoteness. The ingredient of a novel} setting is well-documented in

outdoor education literature (Nadler & Luckner, 1992; Priest & Gass, 1997;
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Walsh & Golins, 1976), and supported by recent empirical research by
McKenzie (2003). Walsh and Golins (1976) define the “prescribed” physical
environment as one where there is nothing with which the learner is familiar.
Although I stated earlier that the Ghanaian Raleigh experience does not have
a wilderness emphasis, it may be that the novel physical environments

elicited a wilderness state of mind (Nash, 1982).

Several participants spoke of the novel setting of being in rural West Africa.
Roni explained to me that “being in a different environment can be quite
tough at first...the whole environment's totally different...it feels so far out
from what I'd normally be doing”. For Rufus, this unfamiliarity of place
meant that “every single day is a new experience”. Even with these
comments I wondered why people felt they could not find a novel setting in
the UK. I asked some venturers why they thought the Raleigh programme
took place outside the UK. Their answers indicated that the UK was simply
not novel enough and that rural Africa provided the contrasts necessary for a
greater sense of disequilibrium (Nadler & Luckner, 1992). Tracy explained to
me how this expedition would not have the same feel in the UK as it does in
Ghana, because Ghana is “different from what we're used to”. Simone stated
that the novel setting of being in rural Ghana meant that “everything’s so
different - it’s completely the opposite”. For these respondents, the novelty of
the physical environment set the expedition experience apart from their

familiar social situations in the UK.

Being in a novel setting also accounted for some people feeling stress and
anxiety early on in the expedition. A safe and constructive level of anxiety
may open individuals up to new ways of thinking and acting in order to cope
with these feelings (Nadler & Luckner, 1992). Nonnie told me that it was
“quite hard adjusting, the first few days”. Tracy revealed that on the day they
arrived in Ghana she was “so overwhelmed”. Similarly, Simone felt “a bit
overcome by everything” and Maria was “in a bit of a daze”. This evidence

strongly suggests that these venturers were in a state of disequilibrium
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(Nadler & Luckner, 1992) and adaptive dissonance (Walsh & Golins, 1976)
during the first few days of the expedition. Those initial interactions, once
the venturers disembarked from the plane, challenged many of the meanings
they had for the various objects they encountered. Examples of these
challenged meanings came in the form of common objects such as beds and
toilets, which now existed in the form of on the ground, and a hole in the
ground, respectively. All of these objects, for which venturers had relatively

fixed meanings before the expedition, now required interpretation and

modification.

The venturers’ feelings of disequilibrium from being in a novel setting are
very similar to the feelings of being separated from their UK social pattern,
outlined in a later section. Although similar emotions are expressed in both
themes, the disequilibrium described in the four quotations in the previous
paragraph is an overall emotional state related to being in an unfamiliar
physical environment, as opposed to feelings of disequilibrium elicited from
being away from friends and family. This finding builds on recent research at
Outward Bound Canada, which has shown how different elements of the

programme may together elicit a state of adaptive dissonance in the

participant (McKenzie, 2003).

7.1.2 Remoteness

The second theme in the physical setting category is remoteness. In this
context remoteness encompasses being away from both the luxuries offered
by civilisation and from the setting providing a “social space” where
venturers were with each other constantly. Rufus described how, although he
missed his normal ways of relaxing after work or school, the remote physical
location forced him to change his way of thinking. He described how his
learning came from “having to adapt” to being “isolated, having no

distractions like a TV, like a playstation, like a pub, a concert”.
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Remoteness, though perhaps thought of as something physical, may also be a
social element. In order to advance theoretical applications in outdoor
education it is helpful to look at why physical remoteness is a key element of
the Raleigh experience. The data suggest that the actual physical distance
that venturers are away from civilisation was much less important than the
social circumstances of the situations they found themselves in. Several
interviewees made it very clear that a critical element of the interpersonal
aspect of the experience was that they were most often in the company of
their group. Although they may have been in a rural village inhabited by local
Ghanaians, participants had to constantly interact with the other group
members in order to work, eat, drink, plan, and even sleep. Since there was
nowhere to go to escape the group and no way to get there if there were,
venturers constantly had to cope with group members whose company they
may have come to dislike. This theme of a remote setting overlaps with
themes relating to the social environment, as the chosen physical setting
directly affects the social setting.

Rufus felt that “living in a tight community where there’s no escape” was a
critical element of the expedition. He explained to me that unlike the UK,
where “if you don’t like someone you can just walk away or not phone them
again or stay out of their way”, the circumstances of the physical setting
demanded that people get along with each other. Rufus expanded on this
point by saying “you have to get along with people, you have to compromise,
you have to resolve conflicts”. Sylvio also felt that this physical setting
affected the social interactions, where “the whole pressure there of being
forced to get on with people who seem to be unreasonable”, was a difficult

- but important part of the expedition as “it really puts you in a strong position
for the future, because you learn how to cope with it”. Gordo’s observation
about how the physical setting affects social interactions stayed with me:
“It’s not just about speaking to people you get on with the best. It’s about

learning to speak with people that you want to avoid!”. In her matter-of-fact
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manner, Tracy summed up this point by stating that “the fact that we’re miles

from anywhere and thrown together in this situation is important”.

The above citations demonstrate how participants recognised that although it
may not be fun to be in a group with people they had not chosen, it is an
element of the experience that yields interpersonal growth. Potter’s (1998)
examination of the human dimensions of expeditions states that “during
expeditions people live in close quarters 24 hours a day and generally lose
their taken for granted privacies...options to check out from the group,
sometimes even briefly, are greatly reduced and frequently impossible” (p.
256). Negotiating this relationship between an individual’s self and their
fellow team-members is strongly linked to the interpersonal outcomes

discussed in the previous chapter.

On an anthropological level, the novelty and remoteness of the physical
setting strongly relate to van Gennep’s (1960) second stage of rites of
passage, known as the transition or liminal stage. As with a Raleigh
expedition, the liminal stage involves being in a situation unlike anything the
person has experienced before (Turner, 1969). It is the ambiguity of this
stage that provides the platform for individuals to explore their identity
(Andrews, 1999). Ambiguity provides people with the freedom to experiment
with and re-define their self during their ten weeks away from their normal

social pattern.

The physical environment of the expedition represents one of three areas that
influence young people’s experiences. The next area of findings examines the
elements of the social environment that played a critical part in shaping the

expedition.
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7.2 Social setting

7.2.1 Separation

The Social category comprises issues based on the various social situations
that the young people found themselves in. Within this category, the
separation theme was the most dominant that emerged during this
investigation. Separation in the context of a Raleigh expedition refers to an
individual being removed from a group of people with whom they have a
history of close interaction. In “Coolean” (1962) terms, feelings of separation
may be elicited when individuals are removed from their primary group, the
social group in which “human nature comes into existence” (p. 30) and where
devotion to the group takes precedence over self-interest. Venturers were
separated from primary groups as they left their friends and family in the UK,
separated from the project groups from their first phase and second phase,
and finally separated from all their fellow venturers at the end of the
expedition. Separation from the primary group has links to van Gennep’s
(1960) initial stage of rites of passage, which involves being separated from
one’s original social pattern (van Gennep, 1960). Feelings of disequilibrium
and anxiety are evident in almost all of the comments related to separation.
This is consistent with outdoor education literature claiming that these
uncomfortable emotions are a crucial antecedent to learning and growth

(Nadler & Luckner, 1992; Priest & Gass, 1997; Walsh & Golins, 1976).

Even though these feelings of being separated from familiar social patterns
were not easy to deal with, venturers recognised that this was an important
part of the Raleigh process. Tracy realised that changing the project groups
was an integral element of the expedition, which existed in order for
venturers to “learn to meet new people and get on with people quicker and
have the confidence to build up new relationships”. Tracy admitted that
despite the emotional hardship, she understood “why they do it”, though as
she said, “it’s not a part I enjoy”. Nonnie echoed Tracy’s sentiments on

changing groups in her comment that “it’s not nice when it’s happening
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‘cause you feel unsettled — but it’s so good for you I think”. Each time people
changed groups they had to undergo a process of social adjustment. Mead’s
(1934) writing would suggest that this adjustment involved each individual’s I
establishing a relationship with the generalised other projected by the

members of the new group.

During the first few days in Africa, a number of people were emotionally
struggling from being away from friends and family. This theme is similar to
this chapter’s earlier theme of being in a novel setting, although in the earlier
one people spoke of the “new-ness” and “foreign-ness” they felt in Africa.
Both themes elicited feelings of disequilibrium. In the theme of separation
from home, participants reported just that: feelings of disequilibrium from
being separated from their home environment. This theme was only
identified in venturers who were 20 years old or younger. Natasha was clear
in her statement that “The first couple of days I was very overwhelmed. I
didn’t want to be there. I wanted to go home.”. Sylvio spoke of a difficult
time, full of emotional highs and lows, where one minute he was “incredibly
happy” and the next he was “desperate to leave”. During the first two days
Lily “wanted to go home” as she “missed everybody”. Friio shared the

feelings he experienced near the end of his first week in Ghana:

I woke and flooded my tent with tears ‘cause I was away from home,
my family, my friends. It was like, “what am I doing here? Idon’t
want to be here”...I just want to go back home, back to my comfort
zone, where I feel more happier, ‘cause I feel like I've jumped from my

comfort zone to my panic zone. (Friio)

Many of the venturers I interviewed or had informal conversations with
indicated that they had experienced some form of confusion or
disequilibrium during the first few days of their arrival in Ghana. All of the
above evidence suggests that having these emotional highs and lows during

the first few days of being in a novel physical and social setting is normal.
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Furthermore, the data imply that expedition providers need to assure their

participants that these feelings are not unusual.

It was not surprising to me that people felt homesick during the first week in
Ghana. What I had not foreseen were the feelings of separation that people
would have from leaving their first phase group after being together for the
first week of induction plus the three-week first phase. I had not realised that
eating, sleeping, and working in such close proximity for four weeks had
greater emotional intensity than most social relationships they had ever
encountered. Referring to rites of passage theory (van Gennep, 1960), the
venturers’ first phase group had actually become their new “original” social

pattern, their new family.

During the middle of the expedition Lily spoke fondly of her first group, as if
they were family: “I absolutely loved my first group and I still miss them...I'm
still trying to get used to it”. Nonnie found changing groups “really
unsettling”, as they “had all bonded as a group”. Roni had no idea that being
separated from her first phase group would prove to be so difficult. She
stated that it “was a shock”, as she “didn’t expect to miss them so much”.
During the second phase Roni said she was amused by how weird it was to be
“getting more letters from your first phase group than from home”. Tracy
remembers how she felt when she started the second phase: “It just threw me
completely. I was really upset to leave the people I'd been with for four
weeks. It was really difficult.”. Rufus, too, found it “quite emotional,
changing over”. He didn’t think anyone in his group wanted to change

groups.

My observations and informal discussions with venturers throughout the ten-
week expedition clearly indicated that individuals had a much stronger
affinity to their first phase group than the other two groups. Apart from the
extra week they spent together, these people had witnessed each other

adapting to the dissonance elicited by the unfamiliar circumstances of
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suddenly being in rural West Africa without any family or close friends. In
Cooley’s (1962) terms, these people had rapidly assumed the role of a

supportive primary group for each other.

The third area where the separation theme was evident was when the
expedition ended. At this point, people were leaving the friends they had
made over three phases and ten weeks. Lily told me that before the
expedition she thought that “coming out here...would have been the hardest
thing”, but it was “actually leaving” everybody she’d met. Rufus remembers
the end of expedition as “a very emotional time”, as he did not want it to end.
He told me, “I know there are going to be people that I won’t see when I come
back - I know I'm not going to see them for ages and that hurt me so much”.
Roni remembered how difficult it was adjusting to life in Africa after leaving
her life in the UK, and wondered if there would be a similar adjustment when
she returned: “You know how you come to Ghana and you fit into a new
environment and it’s a different place and different people? Ikind of wonder
if it’s going to be like that going home?”. Her comment suggests that the
expedition had become “normal” and the social pattern that she had left three

months ago had become a novel setting.

For some, the sadness and anxiety of separating from the expedition may not
have been entirely due to separation, but due to the realisation that one was
leaving a unique, perhaps enjoyable experience, only to return to a home
environment that was not particularly fulfilling or enjoyable - a return to
reality they had escaped for ten weeks. The following quotations are from
three YDP venturers with whom I met six months post-expedition. This
represents the fourth distinction between classifications of venturer, as only
YDP venturers reported highly disliking being back in the UK and wishing
they were back in Ghana. Lily was clear in her statement “I really wanted to
go back — I hated it”. Dale remembered being “real upset coming back” and
not knowing what to do with himself. Roni marvelled at how she felt she had

undergone a personal transformation over ten weeks, whereas everything
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and everybody in her UK social world had remained the same. She told me
how she kept saying “I really want to be back in Ghana, I don’t want to be
here”. Roni continued that “it’s cold, it's miserable, it’s grey, people are
unhappy, everybody’s the same, nothing’s changed, nobody’s got anything
interesting to tell me”. Separating from the expedition appears to be an
inevitable circumstance for anyone who separates from their home social
pattern and goes on an expedition, rather than a necessary element. This
finding implies that much care and assistance must be offered to participants
as they make the transition from the expedition back to their home life, and is

consistent with past research (Beames, 2004; Bell, 2003).

Not everyone had a difficult time separating from the expedition and
returning to their day-to-day life. The following quotations are examples of
three venturers who had no trouble going from Ghana to the UK in a matter
of hours. Maria had been looking forward to going since the middle of the
expedition and wasted no time getting back into her UK social network. She
stated “When I came home it was exactly the way I thought it'd be. I was
happy to be home.”. Nonnie, on the other hand, “expected it to be really odd,
but it was completely normal — like I'd never been away! Nothing had
changed. It was quite an anti-climax.”. For Tracy, re-adjusting to life in the
UK was simple, as she “just came back and everything was normal really”.
Maria was the only YDP venturer who reported a smooth transition back into
her home life, whereas almost all other YDP venturers expressed frustration
at being back in the UK. Conversely, the majority of self-funded venturers
either fitted back in almost immediately, or took no more than a few days to
re-adjust to their previous social pattern. Although there was not a clear
distinction between YDP and self-funded venturers, the findings indicate that
some YDP venturers may need greater attention upon their return to the UK,
particularly those who sought to escape their UK social environment. This

issue is discussed further in the next chapter on processing the experience.
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7.2.2 Diverse group

The mix of backgrounds that Raleigh ensures are in each project group sets it
apart from other organisations. The typical make-up of a project group
comprises five or six self-funders, two to three YDPs, one international, and
three host country venturers. Group diversity may be a plausible contributor
to personal growth, but it has not been investigated in the field of youth
expeditions. Most often, expeditions and outdoor programmes cater to
homogenous groups, where participants share similar backgrounds and
attitudes, whether they are highly privileged or adjudicated youth.

Friio’s Raleigh experience contrasted with this model, as the expedition
presented opportunities to mix with people he normally did not. His UK
social pattern was quite confined, and made him feel “stuck in a circle”
because he was always interacting with “the same people”. Others felt that
the diverse groups were a unique part of their learning experience. Tracy

explains how

I thought that from the start of the expedition really, that it was the
mix of people from all different backgrounds. And being thrown
together where nobody knows anyone else really...I've never met

people from such diverse backgrounds. (Tracy)

Stuart also, had “never met people from such diverse backgrounds” and
appeared to revel in the unique nature of a Raleigh expedition, where
“different people - different backgrounds are thrown together on a project”.
Simone remarked on this point as well, as she observed: “We are so different.
We're from all parts.”. Although these differences were generally regarded as
a positive element of the experience, it was evident that some venturers were
“clashing a lot of the time” because they were “not the same”. Simone’s
words suggest that the diverse group elicited conflict. This viewpoint is
supported by experiential education theory that outlines how group

development involves conflict-rich stages where group members are unclear
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on the purpose of the activity and individuals are searching for their role
within the group (Nadler & Luckner, 1992; Tuckman & Jensen, 1977). While
excessive conflict may be emotionally and physically dangerous, a
constructive level of conflict may be useful. A healthy level of constructive
anxiety may impel participants into modifying their identity in order to
“lessen the anxiety” (Nadler & Luckner, 1992, p. 13). Sylvio’s comments
make a strong connection with the outcome of being more comfortable when

meeting and working with strangers.

The biggest challenge was adjusting to the environment with a group
of strangers and working well with those strangers...it’s cool to mix
with people from different backgrounds - ‘cause there are people here

from incredibly different backgrounds. (Sylvio)

Rufus’ thoughts are a reflection of the theoretical framework, which
emphasises the importance of the individual agent. He remarked that
“Everyone’s got something to offer, everyone’s got something unique and
individual about them”. From a symbolic interactionism perspective, a
diverse group will offer a greater range of interactions (Blumer, 1969) and
greater exposure to a generalised other comprising much broader collective

attitudes (Mead, 1934). These factors demand deeper interpretation of given

social situations, which in turn leads to a modification of the meanings

informing individuals’ actions. An example of this is Gordo’s comment:

I do think the Ghanaians in the group is such a good thing...’cause you

learn so much - they’ve got such a different outlook on life. We've had

so many conversations like those where he says his beliefs and we say

ours - it’s incredible. (Gordo)

Gordo felt that although the international, YDP, and self-funder venturers
were an eclectic mix of people, they still shared a Western, English frame of

reference (movies, advertising, fast food). He believed that apart from being
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in a foreign country, it was important that their project groups included
venturers from the host country. Living with and developing strong
relationships with host country venturers may have been the antecedent to
the sharing of beliefs that Gordo refers to. Exchanges like these leading to
personal growth are not possible when one is merely being exposed to
another culture, rather than engaging with another culture (Levison, 1990),

as on a Raleigh expedition.

For Sylvio, an unexpected outcome from the diverse group meant getting to

know people from parts of the UK that he had not been to.

It’s quite good to find out that everyone’s from an extremely different
background...It probably wouldn’t be as good as hanging around with
people who are exactly the same as me - ‘cause F11 be able to do that
the rest of my life! I thought I'd be finding out about people from all
over the world, but I've been finding out about people from all over

England more than anything...and Scotland and Wales. (Sylvio)

'The data suggest that there is a strong link between being part of a diverse
group and interpersonal growth. This finding is supported by Smith’s (1983)
assertion that “there is much value in the adventure group being
heterogeneous” (p. 41). Further, this finding builds upon studies on the
“prescribed social environment” (McKenzie, 2003; Walsh & Golins, 1976),
which, while emphasising that groups of between 7 and 15 people are large
enough to “accommodate diversified behaviour types” (Walsh & Golins, 1976,
p. 5), make no direct reference to the benefits of having a group of

participants from a wide variety of cultural and social backgrounds.

Natasha found that a key part of her experience with Raleigh were the
discussions she had with the diverse people she spent time with. These

interactions played a significant part in shaping who she was.



159

The people I was with definitely changed my way of
thinking...Raleigh’s a good place to form your own opinions out of
other people’s opinions. Although there’s not one other person I want
to be like, I found bits of other people that I want to replicate in my
life. So I've taken the best bits of everyone and made an all powerful
Natasha! A mighty Natasha! (Natasha)

Natasha’s comment about taking “bits and pieces of other people” can be
explained through Mead’s (1934) concept of the éelf as a social product.
Social environments have the power to influence an individual’s thinking in
negative or conformist ways, but they also have the potential to enable people
to shape a stronger, more self-determined existence. Natasha’s comment
shows how she considers the various attitudes and ideas projected by the
group in relation to her own attitudes. This negotiation between the I and me
is the process by which one’s identity is re-defined (Mead, 1934), and helps to
understand how venturers on Raleigh expeditions go through an
introspective process of considering who they are and who they want to
become, in the face of constant social influences. The next section under the
category of social elements of the expedition is being immersed in a foreign
cutture. This is different from being with a diverse group, as it is possible,
and not uncommon, to participate in expeditions in foreign cultures with

homogenous groups, such as those from a school group.

7.2.3 Foreign culture

Being in a foreign culture was not a major theme, but was important enough
to not be omitted. Just as the remote setting theme could be categorised in
both the physical or environmental elements of the experience, so too may
the foreign culture theme. The common feature between these themes is
unfamiliarity, where so much of a venturer’s expedition life was a stark
contrast to their life at home. For the following venturers it was not only
witnessing how another people live, but as Levison (1990) advocates,

engaging with and learning the beliefs and attitudes from this culture.



160

Friio told me how “It was the people and their lifestyle. It was so different
from mine.”. This contrast to his own life was evident in his comment that
“the lifestyle I've got at home is so much similar to the people I socialise
with”. Lily’s observations were almost identical, as she said “It was the
people and their lifestyle. It was so different from mine.”. Early on in the
expedition Gordo had an experience that altered the meaning he associated

with worshipping and giving thanks.

I went to church the other day. When they were singing it was such a
positive, good feeling in the church. It’s the happiest I've been -
sharing that — for ages. I just think it’s such a good way to live.
(Gordo)

Apart from the three people above, the other participants did not regard
being immersed in a foreign culture as a particularly important part of the
Raleigh experience. For them, the key point was being in a place unlike
anywhere they had ever been. Informal discussions with venturers suggested
that it did not matter what foreign culture one was in (Ghanaian versus
Chilean, for example) — what mattered was that it was novel. Krans and
Roarke (1994) state that experiential educaﬁon programmes based on travel
in foreign countries are opportunities “structured to challenge students to
learn about, appreciate, and respect a people and society very different from
their own” (p. 24). This is echoed by Henderson (1999a), who believes that in
outdoor education, the importance of learning about the people, heritage,
and history of the place one is travelling through may be as important as the

potential interpersonal gains.

An interesting note to close the section on the social elements of the
expedition experience, is this: although Raleigh project groups typically have
between 10 and 12 young people, not one person ever questioned or

commented on the size of these groups. Walsh & Golin’s (1976) suggestion of
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the social environment being from 7 to 15 people appears to have merit, as it
allows for individuality, conflict, and resolution. More important than the
size of the group is the opportunity for participants to interact with diverse

individuals.

McKenzie’s (2003) empirical work highlights interaction with other group
members as a reason that course outcomes are achieved at Outward Bound.
Both Mead (1934) and Cooley (1964; 1966) offer valuable insights into this
interaction. For Cooley, interaction on outdoor education programmes could

be regarded as taking place in a primary group, where

...the immature and self-centred person is slowly attuned to the needs
and desires of others and becomes fitted to the give-and-take of
mature social life. The primary group fosters the ability to put oneself
into the position of others, drawing the individual out of egotistic
isolation by building into him [sic] that sensitivity to the clues of

others without which social life would be impossible. (Coser, 1971, p.

309)

Coser’s summary of the primary group as it relates to personal growth is
rooted in Cooley’s (1964) concept of the looking glass self, where individuals
imagine how their actions and attitudes might be perceived by those around
them. This view is supported by Mead’s (1934) notion of the generalised
other, comprised of the attitudes, beliefs, and mores of one’s social
environment, whether it is a group of ten in Ghana or everyone on a
university campus. Gordo’s statements that the project groups “are the
experience” and that “life really is all about mixing with people and learning
from people” illustrate the magnitude of the group’s influence on the
individual.

Concepts of the primary group (Cooley, 1962), the looking glass self (Cooley,
1964), and the I, the me, and the generalised other (Mead, 1934), are helpful
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in understanding how the self is shaped by its social surroundings. Symbolic
interactionism sees the self and society as a complex, reciprocal intertwining,
where “what takes place in one part affects all the rest” (Cooley, 1966, p. 28).
It is this organic notion of self and society that is highlighted on a Raleigh
expedition; the primary group has considerable influence on each
individual’s thoughts and actions (Cooley, 1962), but so too, the individual is
able to transform the world they are influenced by (Mead, 1934).

=.3 Activities

Apart from the physical and social conditions of a Raleigh expedition, the
activities and projects influence a person’s experience. Rather than discuss
the different programmed activities such as trekking or building schools,
participants steered conversations about the elements of the expedition to a
deeper level. This level exposed the themes shared by the adventure,

community service, and environmental conservation projects.

7.3.1 Physically demanding

The first element the activities had in common was that they were physically
demanding. Participants felt their rest breaks were well-earned after many
arduous hours of mixing cement, paddling on Lake Volta, or repairing a road
under the hot African sun. Towards the end of the expedition, Simone told
me how she “found it really hard out here”. She went on to say “I really
enjoyed it...I didn’t expect it to be this hard”. Friio remembered how the
“canoeing was hard — very, very hard - especially when at midday it’s getting
hot, you got to sit on the plastic seat”. Lily stated “we’re up really, really early

and we're physically working”. There were some venturers who seemed to

revel in the sheer physicality of the activities, proud of the hard work they
were doing. Mildred explained how she was “absolutely loving being
completely knackered at the end of the day”. Sylvio has the similar opinion:

" “you do feel better at the end of the day, when you walked back to your camp
and you were tired. It does something.”. These quotations demonstrate how

the expedition would not have held the same meanings for the venturers if it
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had not been physically challenging. Similar to the theme of remoténess,
where people had to cope and cooperate with people they did not choose to
be with, these venturers knew the experience was going to be hard work
before they came, but they came anyway, having accepted that this was part

of the experience.

Some people found they could not separate the physical challenges from the
mental, as for them, anything physically demanding also tests one’s mental
resolve. Nonnie described it this way: “I think you need to test yourself
physically. If you push yourself physically it crosses ‘round to your head. So
you're pushing yourself emotionally as well”. Sylvio recounted how the
community service project was “really testing my determination” and how it
was “the most challenging thing I've ever done”, as it drew on his “courage
and reserves”. Rufus had similar thoughts, explaining to me how the physical
and mental challenge was crucial to the experience: “Working so hard — and
challenging yourself physically...and mentally it’s tough as well”. This finding
is consistent with McKenzie’s (2003) research on Outward Bound, which
found that the overall course being challenging was one of the major

elements of the experience that led to the outcomes.

7.3.2 Self-sufficient living

A second critical element of the expedition activities is that the project groups
are self-sufficient. Self-sufficiency revolves around independence in cooking,
sleeping, and cleaning. Feelings of self-reliance and satisfaction in working
with a team come from the actions demanded by the self-sufficient living
conditions. For Tracy, an important feature of expedition life was “all
sleeping in one tent, so you have to get on with them, or you have to try to
make some community out of it, like cooking together-and working together
all day”. Nonnie highlighted the importance of going “back to basics”, where
“you’re just looking after yourself, ‘cause you don’t have your mum fussing
over you”. Sylvio predicted that some people would go home after the
expedition and be unhappy. He wondered if this would be due to missing the
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“honest, fulfilling toil of being here and being part of ‘it””. Sylvio suspected
that one of the crucial parts of the experience centred on “just being in the

wild the whole time and surviving and looking after yourself, instead of being
in a bubble”.

For others, the important part of this self-sufficiency was the basic,
rudimentary nature of their existence. Gordo’s observation highlights this
point: “I slept on the floor. I ate pasta and rice for three months and that was
the happiest I've ever been in my life.”. Rufus was convinced that “the
learning comes from everything we know, everything I'm comfortable with or
I enjoy, all being taken away and being put somewhere that these things don’t
exist”. Much as Walsh and Golins (1976) suggested, Rufus stated that

learning on expeditions “comes from having to adapt”.

The theme of self-sufficient living is indirectly supported by several
researchers. First, this independent group living may involve the mastery of
new skills (Walsh & Golins, 1976), such as cooking for a group over a fire or
setting up shelters. Similarly, the expedition conditions demand that
participants learn to function in an alternative environment (Kaplan &
Talbot, 1983). Self-sufficient living is also consistent with Kaplan and
Talbot’s (1983) concept of the wilderness experience offering compatibility
and resonance between what is necessary to do and what is desirable to do.
This is consistent with Walsh and Golin’s (1976) suggestion that “the
outdoors is an excellent lab for conditioning one to refine the senses in the
solution of problems in satisfying one’s hierarchy of needs” (p. 4). Both
Walsh and Golins (1976) and Kaplan and Talbot (1983) draw from Maslow’s
(1968) proposal that people need to fulfill primitive needs of food, shelter and

warmth before addressing higher level needs of self-actualisation.

A considerable amount of writing proposes that effective outdoor experiences
provide incrementally increasing challenges throughout programmes

(Kimball & Bacon, 1993; Nadler & Luckner, 14992; Priest & Gass, 1997; Walsh
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& Golins, 1976). My findings suggest otherwise. In all the situations I
observed, each phase began and continued with a given set of challenges,
some which could be dealt with once at the beginning (setting up tents), some
of which occurred every day (fetching water from the bore hole) and some of
which were unforeseen (the tent leaking in the middle of the night).
Although some familiarity and skill mastery developed during each phase, I
suggest that the complexity of challenges did not. The staff were not
increasing the difficulty of the challenges as the venturers adapted to them.
Instead of incremental challenges, venturers are faced with new challenges.
These fresh challenges come in the form of change-over and another phase
beginning, full of different people and unfamiliar activities in a novel setting.
It is not clear to me whether Raleigh’s administrators recognise the inherent
strength in the structure of their expeditions. The data suggest that the
volunteer expedition staff are able to rely, to a certain degree, on “the tried
and true activity structure of the course” (James, 1980, p. 2). This is one
indication of how the inherent strength of the Raleigh expedition structure
makes it less crucial for staff to be expert facilitators. The staff’s role is

considered in the following chapter on processing.

Having considered the critical elements of the expedition in terms of the
physical environment, social setting, and activities, the discussion now turns
to the issues surrounding these elements. Three areas of discussion emerged:
the role of service within Raleigh’s programme, the importance of Raleigh’s
three-phase structure, and the development of venturers versus the

development of the host community.
=.4 Issues about the elements

7.4.1 Service-learning
The element of service attracted people to the Raleigh experience (see
Chapter Five) and my interactions with all the venturers indicated that many

of them chose Raleigh because it offered adventure with a purpose, not just
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adventure for adventure’s sake. This finding lies in marked contrast to the

data from the final interviews.

Six months after the expedition, I asked people what they considered the key
elements of the expedition, or what was it about the expedition that led to the
outcomes they mentioned. To my surprise, only one person mentioned the
element of service. Gordo told me “when we were in Ghana I got so much out
of helping people. I just really enjoyed the feeling of helping people.”. In
contrast, however, during the three rounds of interviews oh the expedition,
participants steered the conversation towards the nature of the service they
were doing. They placed considerable importance on doing projects that had

obvious worth to the venturers and to the people they were serving.

Natasha explained how important it was to feel “like you were doing
something that was going to make a huge difference”. She understood how
building latrines “was going to get rid of disease...it was important to the
people you were going to help”. Similarly, Stuart felt it was crucial that
venturers be made aware of how the project was “going to affect the country
itself — how much difference it’s going to make to what’s happening”. Lily
supported this view in her observation that projects must be a “worthwhile
thing to do...that will help in the long run”. Her satisfaction came from

“serving a purpose” rather than being a tourist.

An important by-product of worthwhile projects is that the volunteers found
the work enjoyable and intrinsically rewarding. Maria remarked that “the
work here has been a lot more physical and a lot harder, but I've enjoyed it a
lot more because it’s more worthwhile”. Sylvio was influenced most by the
project where his participation made a direct and positive difference. This
stood in contrast to another project he was on, involving a large project
partner with outside workers. In this instance he felt that even if he and the

entire Raleigh project group were not there, the work would still get done. Of
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the smaller project, Sylvio told me “I've really felt fulfilled by the work we've

done here. It's mattered and I mattered.”.

These comments show an intrinsic fulfilment from participating in a service
project. This stands in contrast to a discussion in Chapter Six, which showed
how some venturers used their participation in service projects as an
instrumental means to improve their chances of gaining employment.
Further data suggest that other venturers were not concerned with
presenting prospective employers with the front of a giving, socially
responsible person, and were more concerned with doing work that would
benefit others. The reward for these venturers was witnessing an improved

quality of life in the people they were serving.

Simone’s statement reflects her opinion that the element of service is just a
means to an end, and that service is only one of several vehicles that Raleigh

uses to elicit personal growth among venturers.

I don’t think most of us have come out just to help, even though I
think they sell this expedition as you're helping people. But I also think
most people have come out for themselves - to meet new people and

sort of take control of their lives.

Conversely, Gordo felt there was not enough emphasis on service during the
expedition. He did not want to see the end product of finishing the project
suffer because team members were less motivated to work or pre-occupied
with interpersonal conflicts. Gordo explained to me how “the projects are
still very important, and the thing I want to get out of it is helping
communities and the environment”. Furthérmore, Gordo felt that he had a
moral obligation to work hard, as “that was the way I sold it to the people

who sponsored me”.
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As Mead (1934) asserts that individuals have the power to transform the
world in which their lives are enmeshed, the young people on an expedition
may benefit from understanding this process to a greater degree. The
primary consideration when using service projects as part of an expedition
appears to be ensuring that venturers see clear and genuine links between the
work they are doing and concrete ways in which the host communities will
benefit from their work. People on both sides become disenchanted when
they realise that their service project was created with personal development
for the servers as the primary goal, instead of sharing this emphasis with
improving the quality of life for those being served. Sigmon (1994) suggests
that various organisations that claim to do service-learning attach different
emphases to the words “service” and “learning”. In Sigmon’s eyes, Raleigh
would be a positive example of an institution placing equal weight on the

goals of service and learning.

Raleigh expeditions feature two of Jacoby’s (1996) principles of service-
learning: reflection and reciprocity. As I argue in Chapter Eight, reflection
among the venturers does take place with minimal facilitation from the staff.
Reciprocity between the server and group being served does exist. On a
Raleigh expedition both parties teach and learn, with the communities
determining and controlling the service provided (Kendall, 2000). Isuggest
that Raleigh is an organisation that uses service-learning even in the absence
of a predetermined service-learning curriculum. Still, service is only one

facet of the elements of a Raleigh experience. The following section discusses

the role that the different expedition phases have on participant outcomes.

=.4.2 Raleigh’s three phases
Raleigh expeditions comprise three phases with three different foci:

environmental conservation, adventure and community service. Together,

these are meant to lead to the all-encompassing outcome of discovering one’s
full potential (Raleigh, 2003). The one remaining question is, “Do venturers

get something different from each project?”. When I posed this question to
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my participants it yielded conflicting opinions. During the expedition, but
not after the expedition, an overwhelming number of people felt that the
community and environmental projects were about other people benefiting

and the adventure phase was for their own personal growth.

Tracy suspected that the adventure phase of one week of canoeing and two
weeks of trekking would be the most challenging for her. She felt that in
“terms of personal development” this phase was “going to be the one that’s
most beneficial”. Gordo told me “as long as we're progressing with the school
— that’s my number one aim”. He felt that community service projects were
different “from trekking, where the group comes first”. It is unclear how
Gordo, Tracy, and others concluded that the community and environmental
projects focused on other people benefiting and the adventure project
focused more on the venturers benefiting. Regardless of where this feeling
came from, I sensed that some people felt relief by giving themselves
“permission” to focus entirely on themselves during the adventure phase,

after several weeks of working for the benefit of others.

An example of this point is Mildred’s comment that “the adventure phase of
Raleigh is about us getting something out of it...no one pretends this bit gives
anything back to Ghana”. Rufus felt the same way, remarking that the
adventure phase was “for ourselves”. He went on to state how the adventure
phase is “not outright doing something for a community or outright doing
something for the environment. It’s only for ourselves, enjoying ourselves,
pushing ourselves”. These feelings were shared by Roni, who perceived the
community and environmental projects as “doing something for other
people” and Lily who claimed that the “trekking’s just for your benefit”. I was
intrigued by Stuart’s comment, where he described a metaphor of his “self”
being the construction project of the adventure phase, in the same way he
had shaped and built roads and schools in previous phases. For Stuart, the
adventure phase was not about the community: “The project is yourself.

You're working on yourself rather than on building a road”. In this instance,
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a link can be drawn to Mead’s (1934) comments on the genesis of the self.
Mead regards the self as a social product that cannot exist without its
relations to others. If the self is a social product, it follows that the definition
or re-definition of an individual’s identity is capable of occurring in any given
environment, whether on a trekking journey or participating in a community

service project.

I regard all of the above feelings expressed by the venturers as problematic
for Raleigh and the young people themselves. The data suggest that a large
number of the study participants did not regard the community and
environmental projects as effective opportunities for personal growth. In
addition, the venturers may not have taken as many opportunities to engage
with, and contribute to, the local communities they encountered through
their trekking and canoeing journeys. The findings imply that venturers may
benefit from understanding that all three phases offer opportunities to learn
about themselves, their relationships with each other, and about the culture

in which they are living.

Some venturers considered all the phases on expedition capable of yielding
some form of personal growth. Tracy was one of these people, as illustrated
by her comment that the service projects are not “just a task to do to help
other people, but to benefit us”. Despite the conflicting opinions found in the
interviews, my informal discussions with participants and my observations
on the expedition lead me to agree with Simone’s statement: “The projects

are different but I don’t think they bring out a different effect on you”.

A Raleigh experience is full of novel activities and experiences that are
negotiated by the individual’s interactions with them. These interactions
demand new interpretations, and subsequently new meanings are
constructed. It appears that rather than the three different phases yielding
three different types of outcomes, they all elicit personal growth in different

forms. In other words, there is no algorithmic formula ensuring that the
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environmental phase yields x, y, and z outcomes and the community phase
yields a, b, and ¢ outcomes. The strength in having these three different and
distinct episodes lies in providing variety for the venturer, which elicits the
general outcomes outlined in the Chapter Six, such as becoming more
comfortable meeting and working with strangers. More specifically, variety
means that the three phases ona Raleigh expedition translate into three
novel settings, three new social environments, and three new activity foci. To
be absolutely clear with my claim, a considerable factor influencing the
outcomes of a Raleigh expedition is that there are opportunities to adapt to
the disequilibrium elicited by three unfamiliar physical settings, three
unfamiliar social environments, and three unfamiliar projects. This contrasts
with programmes having only one physical setting, one social environment,

and one set of activities.

7.4.3 Raleigh and development

After travelling around to the different project sites during the first phase I
was surprised by my own reaction to Raleigh’s presence in the host
communities. Frankly, I wondered if there was an equitable balance of give
and take between Raleigh venturers and the host communities (Beames,
2003b). Was personal growth for the young people a fair trade for their
unskilled labour? I worried when I witnessed UK venturers oblivious to the
fact that they were flashing CD players and cameras in front of people whose
yearly income could not buy such an item. Maria was aware of her presence

as a privileged foreigner who had come to Africa to help those with less.

They think we’re like superman or something. They think we’re totally
rich...I hope that doesn’t start them thinking about what they haven’t
got. Like yesterday when we were playing rounders, those kids came
up and were looking at my trainers, ‘cause I had Nike Air on, and they

were all talking about them. (Maria)
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A Goffmanesque perspective (1990) would suggest that Maria’s presentation
of self included the front of a pair of running shoes that happened to cost the
equivalent of several months’ wages for a villager living in Northern Ghana.
In the eyes of the Ghanaian children these shoes reinforced Maria’s role of
the rich, white person from England. Unwittingly, Maria had reinforced the
stereotype held by the children. My observations and own experiences on the
expedition suggest that the individuals who built strong, egalitarian
relationships with members of the host communities minimised or “down
played” controllable differences in their outward appearance. Raleigh staff
and venturers achieved this by not wearing clothing or shoes that appeared
expensive and clean, and by not flaunting cameras, portable stereos, and
other electronic goods. Kendall (1990) and Jacoby (1996) assert the
importance of service programmes that are reciprocal, where those serving
and being served are both teaching and learning. A Goffmanesque (1990)
analysis illustrates how reciprocity may be facilitated by Raleigh staff and
venturers presenting fronts with minimal financial advantages over their

audience from the host community.

I also wondered how Raleigh groups would be regarded by local people who
had grown wary and suspicious of generations of Europeans making them
promises of a better life. Lily shared this concern and told me that if she was
Ghanaian she “wouldn’t be happy to see us”. She had read about the slave
trade and was amazed at how, despite the British having “done a lot of cruel
stuff”, the Ghanaians “were still really sweet and nice”. Lily thought it was a
“good thing they don’t judge people for the past”. Gordo was aware of
dominant Western attitudes and questioned the aims and motives of various

development organisations, Raleigh included.

What right have we got to say “you must live like we live” — “you must
go to school and you must do the toilet there”? If they're happy with
the way they live, which by all intents and purposes they seem to be,
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what right have we to come along and say, “you must do it this way”?
(Gordo)

Adults from the host communities aside, it was the children who paid large
amounts of attention to Raleigh groups, often standing and watching them do
the most banal domestic duties for hours on end. When I visited her in the
first phase, Natasha told me how “the toughest bit is the audience thing”, as
almost every part of their existence was watched by people from the village.
She expanded on this point:

When we were putting our tents up we had at least 200 hundred
people watching...They're so interested in us sitting around, reading
our books, writing in our diaries, or two people having a chat when

they don’t have a clue what we're saying. (Natasha)

During this same visit I took one of my favourite photographs. It is of 30
children surrounding a female Australian venturer as she washed her long
red hair in a bucket. Although for most venturers this was a minor irritation
to be accommodated, some younger YDP males seemed to soak up this
attention, as if they were rock and roll stars. Friio told me “when you go
through the villages they start waving to you, all the kids — it's amazing...they
just wanted to touch you”. Other venturers felt that this attention was
distracting and took away from their sense of mission. Gordo was adamant
that he didn’t “want to be treated like royalty”. As he stated, “I want to stand
side by side with the Ghanaian people and I think you learn most from them”.
Gordo’s feelings are supported by research in the field of service-learning,
which stresses an equality emphasising both servers and those being served

as learners (Kendall, 1990).

The data surrounding these issues suggest that everyone affiliated with
Raleigh should consider Stanton’s (1993) three guidelines for service-

learning: learning projects must ensure those being served are in control of
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the services being provided; those being served must become better able to
serve as a result of the project; and those who serve are also learners. In the
end, Gordo reconciled his role on the community project because the project
was planned by the village chief and Raleigh, together. This pre-expedition
negotiation is an important distinction, as it meant that the communities
could say yes or no to Raleigh’s involvement, unlike the trekking journeys
where groups would descend upon villages unannounced. Gordo explained
that he did not mind “living in the community, ‘cause they’re so friendly and
happy to help”. Conversely, he “did have a problem living in the villages” on
the trekking phase, “because it seemed like such an interruption”. Rufus was
struggling with the issue of Raleigh’s presence as well. Near the end of our
second phase interview I asked him if perhaps Raleigh should not come at all.
He responded that “it’s better to come — definitely — and feel those feelings
inside about having too much, and cope with it and learn from it, rather than

not come at all”.

Raleigh’s (2003) marketing literature suggests that venturers work hard all
day helping the less fortunate while personally growing from their
experiences. Still, it appears that participants were confused by Raleigh’s
aims and methods. In Chapter One, I introduced two organisational tensions
at Raleigh. One of these tensions lies in the relationship between Raleigh’s
concurrent existence as a development charity for the participants, and as a
development charity for the host country. Sylvio’s comments echo this

sentiment.

When I read the Raleigh website it said “youth development charity”
and I thought it either meant developing the youth of Ghana or it
meant taking the youth from Britain and developing world. I didn’t
realise it meant taking the youth from Britain and developing them in
Ghana... I've learnt and accepted that Raleigh is about the
development of the people that come here. It’s not about the

development of the place that you go vto. (Sylvio)
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Although initially there was confusion about whether Raleigh existed for the
development of the venturers or the villages, in time this problem appeared
to be reconciled. Stuart’s thoughts summed up a feeling shared by some

other self-funded venturers.

I came out here basically to do charity work. But it was pretty clear to
me after two or three weeks and realising more about what Raleigh’s
all about, I had the opportunity to work on myself as well as the
project. (Stuart)

Observing and interacting with all of the venturers showed they had differing
interpretations about Raleigh’s mission. Despite conflicting data, I conclude
that Raleigh is concerned with the development of both its participants and
the host communities. It is unlikely that a programme without equal
emphasis on these aspects would endure both in the countries Raleigh
operates in, and in the UK gap year market. The findings suggest that
Raleigh ensures that its volunteer participants are clear about the
organisation’s dual purposes of development of the venturer and

development of the host communities.

Summary

The themes relating to the critical elements of this Raleigh expedition can be
considered in three categories: physical setting, social environment, and
activities. The data suggest that remote settings isolating the group from the
rest of the expedition provide conditions for individuals to address
interpersonal differences. Repeated separation from familiar, supportive
social networks may account for the outcome of individuals becoming more
comfortable meeting and working with other people. A diverse group
comprising host country, international, YDP, and self-funded venturers was
also found to be highly important. There is little evidence suggesting that

particular expedition activities yield speciﬁc' outcomes. Regardless of the
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project emphasis, crucial common factors are that the activities are physically
demanding, that groups are self-sufficient in their living arrangements, and

that venturers understand the purpose of the variety in the programming.

Mead'’s (1934) concept of the self is characterised by how individuals
negotiate the relationship between the influences of the group and their own
responses to the group’s attitudes. This concept suggests that the self is a
product of all social situations. The data suggest that the various activities on
Raleigh expeditions, whether digging latrines or trekking, do not offer
varying degrees of social interaction. The elements of the expedition that do
have an impact on social interaction, and consequently on an individual’s
identity, are diversity within each group and living with three different
groups of people. Three distinct phases with three different, diverse groups
offer venturers great scope for social interaction. In Mead’s (1934) terms,
individuals must confront three different generalised others. Interacting
with a large variety of people with a wide range of beliefs and values demands
an increased interpretation of the social encounters in which individuals find
themselves. This interpretation leads to a re-examination and modification
of meanings, which ultimately influence an individual’s knowledge, attitudes,
and behaviours (Blumer, 1969). Now that the expedition outcomes and the
elements that elicited those outcomes have been considered, the following
chapter examines how participants recognised the ways in which the

expedition influenced their lives.
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Chapter Eight: Processes

Hattie et al. (1997) state that “most of the studies...have concentrated on the
summative rather than formative or process aspects of adventure programs”
(p- 74), with few researchers exploring how outcomes are achieved. This
chapter has direct connections to Chapter Six, as it outlines the processes by
which venturers came to know how they were influenced by their expedition
experiences. Understanding this critical, organic connection between
outcomes and how they are achieved has importance in the field of outdoor
education (Ewert, 1983; McKenzie, 2060).

As the data emerged over months of interpretation I realised that the subject
of processing was not one of many elements of the experience, but a separate,
amorphous entity weaving the outcomes and elements together. While all
Raleigh participants may build latrines, stand under a tropical waterfall, and
cook mashed yam on a camp stove, they will each process those experiences
in their own way, whether those experiences are banal domestic chores or
emotional peaks. As I became more cognisant of the importance of
processing the experience, the usefulness of symbolic interactionism became
more apparent, as it explained how people constructed meaning through an
internal dialogue with themselves and through discussion with others

(Blumer, 1969; Cooley, 1962; Mead, 1934).

Although semi-formal, one-to-one meetings and occasional group review
sessions appeared helpful to the young people, it appeared that much
informal processing was taking place on the expedition. This informal
processing seemed to occur through reflection and conversation, both during
and after the experience. The data suggest that the young people were
constantly processing their experiences, whether lying awake at night or
reviewing the day’s events with another group member while fetching water,

for example. This processing continued well after the expedition through
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long distance phone calls, at the pub, or going for a long walk on one’s own.
The findings show that participants were largely responsible for processing

their own experiences.

8.1 Unsure of processes

As the literature highlights the need to understand the processes by which
outdoor experiences lead to participant growth, (Ewert, 1983; Hattie et al.,
1997; McKenzie, 2000), the data showed that venturers, too, are curious
about how their adventure is eliciting changes within themselves. The first
theme of this chapter focuses on venturers who felt they were learning and

growing, but did not know how this was happening.

That’s part of the confusing thing, ‘cause we’re all learning without
knowing what we’re learning or who’s teaching us...Because what
they’re truly teaching you is the kind of thing they can’t tell you that
they’re teaching you. (Sylvio)

Similarly, Tracy wondered how working on a construction site in a
developing world was getting her closer to Raleigh’s aims of discovering her

full potential.

We've been mixing the cement by hand and that’s a job at home that
would probably take about an hour with a cement mixer. And you
“think “why can’t Raleigh provide us with a cement mixer?” and I'm

thinking “am I developing personally from mixing cement?”. (Tracy)

My formal conversations with Tracy and Sylvio suggested they had faith that
the Raleigh experience would lead to personal growth, even though they were
unsure how this might come about. As the expedition progressed and in the
six months after the expedition, both Tracy and Sylvio became clearer about
what they gained from their experience and how they gained it. Based on

these data, a useful question is “Is it important that expert facilitators help
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participants process their experience more deeply?”. It appears that
venturers who were confused about what and how they were learning during
the experience eventually resolved this confusion. It is arguable that because
of this confusion, they may have considered their circumstances and feelings
to a greater depth than if they had had an expert facilitator coordinating a
structured review session. Seen this way, the lack of expert facilitation
session may have meant that participants were in longer and deeper states of
Walsh and Golin’s (1976) adaptive dissonance, which required much more
informal reflection and dialogue to process. Furthermore, this process has an
organic individual quality that allows people to process their own experiences
on their own terms and time scale. The following section describes how

venturers processed their experiences through informal dialogue.

8.2 Processing through dialogue

Earlier in this thesis I stated that group reviewing is commonly used in
outdoor education as a means to maximise learning from experience (Bacon,
1987; Gass, 1990; Gass, 1993; Greenaway, 1990, 1993; Priest & Gass, 1997).
My participant observation with the various project groups showed that team
meetings were regular occurrences. However, these meetings were usually
logistical and business-like in nature, rather than educational, focusing on
who was going to do what job the next day, for example. Apart from these
meetings, the unstructured period at the end of the work day offered a

relaxed time when people could chat about their experiences.

Maria saw this time as “a chance to sit down and talk about how you've coped
with the day”. “You get to hear other people’s opinions”, said Stuart, “you got
some time to sit down with people and actually talk about things you
normally wouldn’t have the chance to really think about”. Near the end of the
expedition, Mildred found solace and support with some team-members who
shared her feelings about the return home. She told me how one night they
“talked for about six hours...about how scared we were that we wouldn’t be

able to fit back in and people would expect us to”. Regardless of the topic of
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conversation, Sylvio found that the venturers were “all learning naturally off

each other”.

These comments illustrate how venturers were helping each other interpret
their interactions with the social, physical, and activity elements of the
expedition. As Cooley (1962) claims that the individual and society are twin
born, it is plausible that Raleigh venturers develop a sense of self through the
symbols, gestures, and language they share with the others in their project
groups. This project group plays a vital role in processing people’s
experiences by doing what Greenaway (1993) labels “reviewing by chatting”
(p; 123). In the context of a Raleigh expedition, the project group can be
regarded as a primary group, where “human nature comes into existence.
Man [sic] does not have it at birth; he cannot acquire it except through
fellowship” (Cooley, 1962, p. 30). The primary group differs from other
relationships because it is not predicated on the exchange of services so that
each individual benefits (Cooley, 1962). Because people on expedition are
separated from their primary group of friends and family in the UK, the
project group becomes each venturer’s primary group. This group plays a

vital role in helping each venturer process their own experience.

8.2.1 One-to-ones

At the beginning and end of each three-week phase each venturer normally
has a one-to-one meeting with a staff member. These semi-formal
conversations play a part in all Raleigh expeditions. Their purpose is to give
venturers opportunities to identify goals they have for themselves during the
phase, and to consider how they might work towards those goals. It is also a
specific time for venturers to comment on how things are going for them
during the phase, in relation to their social and physical environments and
the activities. Even though I did not ask people about one-to-ones during our
interviews, this subject was important enough for participants to tell me

about.
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Rufus explained how the staff had helped them by “having the one-to-one’s
and asking standard questions like “what do you feel you've learned?”, “how
do you feel about the expedition?”. Similarly, Nonnie felt she needed “some
kind of guide at the beginning”. Without someone to ask questions that
elicited more focused reflection Nonnie felt that venturers “would have

floated through it and not realised what you're actually getting out of it”.

These comments suggest that the one-to-ones played a worthwhile role in
helping venturers process their experiences, and that staff members do not
need to be highly trained facilitators. As with Priest et al.’s (1999) research,
the findings imply that facilitators may adequately serve the participants by
asking thought-provoking, open-ended questions, and listening intently.
Rather than demanding an immediate answer, participants should be
allowed time and space for the question to be “mulled over” (Boud et al.,
1985, p. 19) in a process of reflection that may lead to newly constructed
meanings about themselves and the world they live in. If the venturer did
want to discuss their feelings then the onus would be on the staff member to
be a supportive listener. Similarly, Greenaway (2004) stresses the
importance of recognising that everyone is a learner and facilitator of other
people’s learning. He proposes that staff members ask participants the
simple but important question of what is helping and hindering their

learning.

Since Raleigh does not have specific pre-established participant outcomes for
venturers, it is unlikely that staff would steer them towards issues of
leadership, self-esteem, or teamwork — topics that might be central to the
mission of other youth development organisations. What appears to be of
crucial importance is that young people have a supportive, non-judgmental
adult to talk with. This notion is supported by Conrad and Hedin’s (1981)
work, which reported that young participants in experiential education
programmes gained the greatest amount of social development through

collegial relationships with adults and others. Through open, curious
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dialogue, the staff and venturer may work together to identify a goal and a
plan of action to reach it. My informal conversations with staff and venturers
indicate that staff need to accommodate a wide range of venturers, including
those who are both highly motivated and have their own plans, those
venturers with no specific goals and little desire to manufacture any, and all

those venturers in between.

The staff members are also individuals who possess their own meanings and
interpretations. Their interaction with a venturer during a one-to-one
session cannot help but alter the meanings that certain social, abstract, or
physical objects have for each of them. Moreover, the staff members stand to
have their meanings challenged and re-interpreted as much as any venturer.
This point is an important one in terms of the claims I am making in this
thesis: The Raleigh experience is unique because the staff do not hold
disproportionately more power than the young people. Effectively, they are
having an adventure together, as companions. I will discuss this further in a

section on the role of the staff.

8.2.2 Post expedition
Sharing feelings with other people once back in the UK appears to be a

critical part of how young people process their experience. Several

participants expressed that during the expedition they had little idea of how
this experience was affecting, or would affect, their lives. Therefore, it is not
surprising that whatever forms of processing took place after the experience

were of considerable importance.

For Nonnie and Lily, talking about their experiences with friends and family
back home was a process of clarifying the salient instances of the expedition,
and how these experiences had shaped their identity. Nonnie explained how
“the more you speak to people back here, the more I make sense of how

things worked and what I gained out of it”. Much of Lily’s experience was
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processed after the expedition by “talking to friends”. She expands on this

point:

When I was talking about what I done out there and who I met and
what was different...the more I spoke about it, the more I realised how
different things were. I think it definitely would be from talking to
people — talking to friends. The more I spoke about it, the more I
realised. (Lily)

It appeared that Rufus did not have a lot of people back home that he wanted
to share his experience with, preferring instead to make sense of his time in
Africa by talking to his friends with whom he had shared that intense
episode. He told me how he found it hard adjusting to life back home, but “it
made it easier because of people to talk to, relate to - friends who had the
same experience”. Nonnie’s, Lily’s, and Rufus’ testaments illustrate the
importance of dialogue in the interpretive process. For these three venturers,
it was post-expedition interaction with the safe and familiar company of
primary groups that enabled them to share their feelings about their

experiences and process them to a deeper level.

The above example lies in contrast to those who came back and shared their
experiences with neither friends and family; nor with the people they had met
on expedition. As a result these venturers found it difficult to re-adjust to
home life. They seemed to remain confused by having their world turned
upside down by going to Africa; life in Africa becoming “normal”, and then
being turned upside down again, once back home. Stuart was one of these
people and he told me, “I had no one else to share that experience with when
I got home”. Cooley’s (1962) writing is helpful in understanding how Stuart
found it difficult to leave the comfort and solidarity of his expedition primary
group and then start a new job in a new place in the UK, where he was

effectively “primary group-less”. He explained how “it was really odd to
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spend so long with these people and then come back and you've got nobody

to share these experiences with any more”.

Although Stuart was the only participant who spoke of this, there were two
other participants who, according my observations, suffered this same
confusion upon returning to the UK. The peer reviewers and I suspected that
some venturers’ African experiences were so alien that they had difficulty
recounting what they had done and seen to their peer group at home. The
same participants who did not, or were unable to share their experiences with
people in their home community were also in little to no contact with their
fellow venturers after the expedition. It seems clear that the people who
struggled with re-adjustment upon their return to the UK did very little

sharing of their experiences with others.

A follow-up week was offered to the YDP venturers, but only one of the seven
YDP participants attended this. Roni told me that “we spoke about what we
got out of it and how we could translate that into our everyday lives...and
broke it down into basics. That helped.”. Although Roni found the follow-up
helpful, I wonder whether a large part of why it was helpful was that she
decided it was important enough to attend and wanted to gain from it. 1
suspect she would have been fine without this follow-up week. At 25 years
old and gainfully employed, Roni easily made friends with venturers from all

backgrounds.

The idea of a follow-up session, even a day-long one, for all venturers on the
expedition was suggested by a number of participants, both YDP and self-

funders. Tracy was critical of how Raleigh had managed the venturers once
the expedition was over. She stated that “the support after you get back isn’t
as good as it should be...there should be some sort of responsibility by
Raleigh to look after the people they’ve just taken away on this life-changing
thing”. Tracy and others felt that the distinction between YDP and self-

funder was not necessary at this stage, as everyone had taken part in an
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extraordinary set of events and needed some time and help to put it all into
perspective. The data imply that a follow-up session organised by Raleigh
would be very helpful for people’s processing. This meeting would not have
to be formal, but could be more of a social gathering, where the informal
processing that occurred on expedition could continue. Casual conversation
with venturers suggested that more deliberate post-expedition processing for
both YDP and self-funded venturers could be facilitated as needed with
Raleigh staff at head office or regional offices.

Even if there were a follow-up programme for all venturers there is no
guarantee that everyone will attend. Raleigh does not hold any coercive
power to make venturers attend any sessions. This is an example of Mead’s
(1934) claim that although individuals are intertwined in a social world, they
have the power to determine their actions as they respond to this world. Ifa
young person is having trouble adjusting back into their community but
refuses help, it is difficult to assist them, even though Raleigh may feel they

could benefit from sharing their experiences with other people.

8.2.3 Processing through interviews

One way I had not anticipated that participants would process the experience
occurred through the formal interviews I had with them. Although several
people were quite thankful for being involved in the study, only Tracy said so
while the tape was running. She told me how she had enjoyed being part of
the study, particularly as it had helped “pin down some of the things” she had
been thinking about before, during, and after the expedition.

Perhaps, as van Manen (1990) asserts, we are all affected by the research
process. In light of one of my main claims about processing — that we do it
informally through conversation and reflection — I should not be surprised
that my five interviews with each participant served as supplemental one-to-
one sessions. During the investigation it had not occurred to me that I was

unwittingly helping participants process their experiences. When deciding
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on the methodology I recognised that the researcher and participant were co-
constructing reality and making sense of the experience in a collaborative
nature (Stake 1995). This did not stop me from assuming that the experience
was processed outside our interaction and that I was learning about this
process through our conversations. For my own learning, this was a concrete
example of how the researcher becomes part of the experience, not just a
reporter of the experience. I came to know through first hand experience that
“the qualitative research interview is a construction site of knowledge”
(Kvale, 1996, p. 42). Having considered how venturers process their
experiences through dialogue, I now examine the role of reflection in

processing the expedition experience.

8.3 Reflection

Boud et al. (1985) write that reflection is “a form of response of the learner to
experience” (p. 18). Reflecting on experiences seerﬂs to be something that
people cannot help but do, as the internal dialogue that humans have with
themselves is a constant process of interpretation (Blumer, 1969; Dewey,
1973). Indeed, “this process is in play continuously during one’s waking life,
as one notes and considers one or another matter, or observes this or that
happening” (Blumer, 1969, p. 13). Furthermore, this process explains how
people assess the situation they are in, and take action based on this
assessment. It follows that while on the expedition, venturers were in a
constant state of reflection upon the different situations in which they found

themselves.

Some participants placed a high value on being away from the life they knew
in the UK, so they could gain greater perspective on what they were doing,
and what they really wanted to do with their lives when they returned to the
UK. As Boud et al. (1985) suggest, this reflective process is where people
“recap their experience, think about it, mull it over, and evaluate it” (p. 19).
Furthermore, this “mulling over” period seems to include consideration of

future possibilities, much like Kolb’s (1984) abstract conceptualisation stage
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of the experiential learning cycle. An example of the above is Simone’s
remark in the middle of the expedition that “out here you start thinking. I've
come out here to think about what I can do after”. Six months after the
expedition when talking with Roni, she explained to me how her reflection
and interpretation during the expedition had influenced her actions after the
expedition. She stated “I started thinking about most of these things while I

was in Ghana — what I wanted to get out of it when I got back”.

Sylvio and Rufus’ use of words such as “subconscious” and “subtle” suggest
that much of the learning happened through a reflective process they were

not aware of. Sylvio observed this about how people learn:

Perhaps most of the things that Raleigh tries to teach you are best
taught when you're not concentrating on them...it’s sort of a
subconscious thing - everyone seems to learn by just taking a look
back and seeing...’cause there was so much time to look back and be
thoughtful, wasn’t there? (Sylvio)

Rufus felt that it was human nature to learn through experience without

being conscious of it. He expanded on this point:

I’m sure I was learning things everyday that didn’t come to the surface
because I didn’t think about it or it was subtle learning...I think mostly
I helped myself identify what I was learning. You don’t have to be a
genius to figure out what you learned. (Rufus)

These two examples suggest that individuals are constantly interpreting and
re-interpreting meanings without any deliberate effort. Interpreting the
situations they find themselves in is simply something that all humans do
during every waking hour (Blumer, 1969). As interpreting interaction
involves the constant, subconscious re-evaluation and modification of

meanings, it follows that venturers have been processing their expedition
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experience from the moment they first conceived of going to Ghana and are
still processing it today. For example, Nonnie feels that she is the one
controlling this “sense-making” through her own reflection. She stated: “It’s
since I’ve come back that I've started thinking about what I got out of it. And

I’ve done that on my own — nobody’s been asking me.”.

Even without formal review sessions, constant interpretation of the meanings
that people developed for the social, physical, and abstract objects they
interacted with meant that personal reflection contributed greatly to how
participants processed their experiences. The following section explores how
time influences participants’ opportunities for processing through dialogue

and reflection.

8.3.1 Time to process

I have argued that young people process their experiences through reflection
and informal conversation with their project group and project staff, and
their friends and family in the UK. Only towards the end of the data analysis
did I start to wonder if the ability to process an adventure experience without
advanced facilitation is predicated on there being enough time for people to
think, talk, and think some more. My experience working in the field of
outdoor education has been that programmes often pride themselves on
being so “action-packed” that there is little time left over to sleep, let alone
think. The other scenario is that whenever the action stops, a formal
reviewing session begins. In these cases it is possible that the creative,
energetic session animated by a lively facilitator actually inhibits the
processing that could be elicited by finding a quiet place to sit and daydream,
or by casting a casual look back upon the day over a pot of tea with some

fellow group members.

This finding implies that staff can take positive steps to help participants
process their experiences without being directly involved. Although there isa

time and place for a group discussion, a more formal approach to processing
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(e.g. Greenaway’s (1993) four steps of facts, findings, feelings, futures) may
not always be the answer. What is of paramount importance is that reflective
time is built into programmes to allow participants to “explore their

experiences in order to lead to new understandings and appreciations” (Boud

et al., 1985, p. 19).

8.3.2 No formal reflection, no learning?

Based on the data, I believe that venturers processed their experiences
without highly trained facilitators and advanced facilitation techniques, such
as Metaphoric models. This processing occurred through three routes:
reflection, informal conversation, and one-to-one sessions with volunteer
staff and the researcher. The qualifier “volunteer” in front of the word staff is
an important distinction as this shows that they were not highly trained staff
with prior group facilitation experience. The data show that one-to-one
sessions are vital opportunities for staff to pose questions about venturers’

responses to the situations they have found themselves in.

Despite the importance placed on advanced facilitation during group outdoor
education programmes (Gass, 1990; Greenaway, 1990, 1993; Priest & Gass,
1997, 1999; Schoel et al., 1988), the data in the current study suggest it is
worth exploring how to coordinate an experiential learning programme
without advanced group facilitation. I argue that the key to enhancing the
educational potential of this programme may lie in its structure: the
elements of the experience. Bacon’s (1983) statement that “instructors can
afford to be less concerned with the discussion and more focused on
providing appropriate course experiences” (p. 10), suggests that people will
learn from their experiences if the experience is well-structured. I have
outlined the key elements of a well-structured Raleigh experience in the
previous chapter: diverse groups, unfamiliar physical settings, and novel
activities — all done three times. Perhaps if these critical elements are
adhered to, the experience will be so “positive, profound, and powerful that it

will automatically generalize to the student’s daily life; instructors do not
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need to be excessively concerned about transference” (Bacon, 1987, p. 3). In
summarising some of Bacon’s thoughts, Gass (1993) suggests that the
Outward Bound Plus model may be too difficult and confusing for less
experienced instructors and runs the “risk of steering away from the strength
(i.e., the experiential nature) of adventure experiences” (p. 223). Raleigh
may best serve its venturers by focusing on the inherent strengths of the
social and physical elements of the experience, rather than on facilitating the

experience.

This suggestion is supported by James’ (1980) statement that “instructors
can rely on the Outward Bound course to give their students a good
experience”, and later “the learning that takes place naturally and integrally
on an Outward Bound course does not need elaborate verbalization and
testing in a controlled group process in order to be conscious, useful and
transferable” (p. 2-3). I suggest that researchers and theorists who imply that
learning from experience cannot happen without experts using specific
facilitation techniques are severely discounting the individuals’ abilities to
process their experiences through their own reflection and informal

conversations.

Neill’s (2002) thoughts on processing suggest that because experience is
personal, approaches to processing may need to consider the subjective

experience of each individual.

We also need to consider individual differences between participants
(i.e., does everyone go through the same process?) and unique
situational influence. Surely the individual and unique moments play
particularly significant roles in the inner process of experience and
transformation? If so, then it becomes difficult to see too much value
in placing emphasis on the facilitation technique without
simultaneously focusing in an in-depth way on the experience of the

individual. (Neill, 2002, p. 5)
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This statement supports much of the argument I have been attempting to
construct throughout this chapter, and indeed, this thesis. First, Neill’s
(2002) comment acknowledges that encounters and activities of all kinds are
experienced differently by different people. This has congruence with the
subjectivist epistemology espoused by this study, in that personal experience
is the sole source of knowledge (Denzin & Lincoln, 2000; Stake, 1995).
Second, this comment highlights the importance of the “inner process of
experience”, which points to the need to examine ways in which people
process experience that are not through Bacon’s (1987) three models of

| processing, nor Priest and Gass’ (1997) six generations of facilitation.

Regardless of whether one prefers Dewey’s (1933), Schon’s (1983), Kolb’s
(1984), or Boud et al.’s (1985) view of reflection, they all encompass three
similar stages of looking back on experience, “mulling over” one’s
performance, and considering options for future action. I do not believe
these stages happen one after the other, as these perspectives might lead us
to think. Reflection is a much more organic process, where looking back,
mulling over, and considering future actions are inextricably intertwined
(Webb, 2003). In many outdoor adventure programmes these stages of
reflection are condensed into compact learning sessions (Gass, 1990; Priest &
Gass, 1997). This investigation has yielded evidence questioning the
assumption that in order to learn from experience, participants require
assistance from external experts. The following section discusses the role

played by the staff, in terms of structuring the experience.
8.4 Structuring the experience

8.4.1 The staff’s role
My own experience in outdoor education has led me to believe that the staff
play a considerable role in shaping participants’ experiences. They are often

the difference between an experience that is regarded as negative or positive,
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a waste of time or worthwhile, boring or fun. However, the fact that only two
participants even mentioned the staff over the course of 69 interviews
suggests that the staff’s role was not regarded as significant. Sylvio’s
comment sums up one of my observations about the staff’s role on
expedition: “Essentially they're here to make sure we're safe — everything

else is up to us”.

The staff were not trained youth workers and did not have extensive
expedition experience, having been in Africa only two weeks longer than the
venturers. As one staff member put it to me, “we’re only one step ahead of
them”, in terms of knowing what was happening on the project site. By
contrast, in most outdoor adventure programmes the staff members are
highly familiar with the physical setting and activities, and have the
experience and ability to manipulate many aspects of the learning
environment. They might do this by withholding or sharing route

information or equipment, or simply by altering a task in progress.

My insights gained from the expedition suggest that the staff role is more
logistical than the instructional roles more common in mainstream
adventure education, where instructors manipulate conditions in order to
yield specific outcomes. The fact that staff members do not have extensive
training, and are not guiding venturers towards predetermined
organisational outcomes, has effectively made the Raleigh experience
“accidentally cutting-edge”, as their approach to personal development has
several consistencies with the Generative Paradigm (Loynes, 2002). Similar
to the Raleigh expedition, this paradigm advocates an “approach where the
facilitator accompanies rather than leads the participants...its principals are
egalitarian” (Loynes, 2002, p.122). Seen this way, “learning is goal free, the
experience offered a step on the road rather than a solution” (Loynes, 2002,

p. 122).



193

It appears that the staff on a Raleigh expedition do play the role of the
companion more than the facilitator. Where Dewey (1973) views the
educator’s role of controlling the elements of the experience and placing
students in indeterminate situations, I suggest that the expedition experience
in Ghana placed both the staff and the venturers in indeterminate situations:
both were having adventures, both had opportunities to learn and grow.
While I doubt this approach is deliberately planned by Raleigh, it appears to
be a characteristic of the experience that has evolved over time. Considering
Raleigh’s militaristic roots, this evolution must have been significant, as it
appears that staff members used to have considerable power over their
groups (Blashford-Snell & Tweedy, 1988). Over the years, it seems there has
- been a steady shift away from a hierarchical relationship between the
venturers and volunteer staff towards a more egalitarian one. Part of this
shift has involved an increase in the freedom that the young people have on

expedition.

8.4.2 Freedom within structure

One of this study’s implications for Raleigh expeditions, and perhaps other
organisations’ expeditions, is to incorporate James’ (1980) and Bacon’s
(1983, 1987) advice of concentrating efforts on structuring a learning
environment that will yield personal growth in whatever form the young
person wants. The challenge then lies in coordinating a minimal set of

conditions for venturers to interact in that is not overly constraining.

Proudman (1995) asserts that teachers who believe in experiential learning
“will create safe working boundaries for students and then get right out of the
way” (p. 243). While I agree with this statement, the term “safe working
boundaries” requires definition. This is a delicate question, as throughout
this thesis I have argued that the untrained staff do not have an inordinate
amount of power over the venturers. More precisely, the staff do have a
certain amount of power invested in them by Raleigh, but their actions are

not absolute and may be successfully challenged by venturers. In fact, the
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three months I spent in Ghana highlighted the effectiveness of projects where
the planning and action were shared between venturers and staff. These
projects seem to be the most successful, in terms of venturers feeling a sense
of ownership in, and satisfaction with, the project. As Gair (1997) states,
“Young people must be empowered to take responsibility for their own
experiences. The outing should be planned by the group, for the group - the
adventure belongs to them!” (p. 42).

To a large degree, the structure of each phase is determined by the project
staff at the London head office and the in-country expedition leader. The
volunteer staff then go to the project site (usually a host community) and get
briefed on the work that needs to be done, the equipment available, and any
local villagers or tradesmen who will be assisting. The other main
responsibility of the staff is drawing up a risk-management plan to identify
and manage workplace hazards, along with an emergency evacuation
protocol. Once at the project site, the main structures put in place by Raleigh
are those concerning the main activity (building latrines, for example). Most
other things such as cooking, sleeping arrangements, work rosters, cleaning,
radio reporting, and leisure are planned and carried out by the young people.
Besides the physical location and goal of the main project activity, the only
other thing not determined by the venturers is the social environment. In
many cases, project groups are decided by the expedition leader and deputy
expedition leader. Informal discussion with the Ghana expedition leader
indicated that maximising diversity among the four categories of venturers
was a principal aim. Another consideration related to this aim was the
separation of people who had friendships before the expedition began. This
serves the dual purpose of encouraging interaction with a greater number of

venturers and enabling them to break away from established social roles.

I have described the above because it highlights the structural boundaries
laid out by Raleigh and the volunteer staff. The boundaries of a Raleigh

expedition lie in the nature of the project and the social environment of the
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project group. More simply, at the beginning of each phase the only thing
Raleigh staff can say with any certainty is that “these 11 people will be
working on this pfoject in this place”. Everything else is unpredictable; an
infinite number of variables influence each person in ways that are
impossibly complex. The unpredictable nature of the experience is what

makes it adventurous.

Creating a basic, non-dominating structure within which participants have
their own experience is a premise held close by some outdoor educators
(Loynes, 2002; Proudman, 1995). However, this may have been
overshadowed by the dominant school of thought in the field during the 8os
and 90s, which featured instructors controlling programme variables to such
an extent that it may not have been accurate to label them “experiential”
(Hovelynck, 2001). As Hovelynck (2001) says of experiences with overly
controlled conditions, “if the lessons to be learned from an experience can be
listed before the experience has taken place, and thus independently of the
learner’s experience, it seems misleading to call the learning ‘experiential™
(p. 8). A structure that controls will use power to influence outcomes. I do

not see Raleigh’s work using structure to this end.

Having “freedom within structure” (Woolfe, 1992, p. 4) may be central to
planning a Raleigh expedition. Similarly, in their work on wilderness
recreation experiences, Patterson et al. (1998) assume what they call a

“situated freedom”, which they describe as a

...structure in the environment that sets boundaries on what can be
perceived or experienced, but that within those boundaries
recreationists are free to experience the world in highly individual,
unique, and variable ways. Under these conditions, the nature of

experience is seen as emergent rather than predictable. (pp. 425-426)
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This is helpful for understanding the expedition experience with Raleigh, as
the expedition structure is solid enough to provide a physical environment,
social setting, and programme activity, but loose enough not to dominate the
actions, and ultimately outcomes, of the young people. This balance allows
the young people to have an adventure, not under the watchful gaze of project
staff, but alongside them.

This discussion on how people process their experiences does not aim to
categorically reject the role of advanced group facilitation, but rather to
explore alternatives to this common method of processing. The discussion in
this area is exploratory in nature, as it was not a foreseen area of data
collection. As such, the findings and claims in this chapter are less immune

to criticism than the others.

As I conclude this chapter I am aware that in it I have made some of the
strongest claims of this thesis, particularly in relation to previous research.
Furthermore, these claims are based on findings that are less substantial than
those in the Hopes, Outcomes, and Elements chapters. Still, I feel that the

findings related to processing have sufficient trustworthiness and theoretical

relevance to merit inclusion.

The reason the actual data in this chapter are less substantial than the other
two chapters is because, initially, I had not sought to find answers specifically
regarding processing. I was thinking much more uni-dimensionally, seeking
to explain the expedition experience in terms of programme elements and the
outcomes they elicit. It was only when I returned from Ghana, and before the
final round of interviews, that I started to realise there was an undeniable
third set of factors surrounding expeditions and expedition research. To
concentrate only on the outcomes and elements means neglecting the process

by which individual agents interpret their experiences.
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As I came to this realisation I was also solidifying a theoretical framework
based on Blumer’s (1969) symbolic interactionism. This serendipitous
marriage of exploring how people process their adventure experience and
how symbolic interactionism explains the ways that people construct
meanings through interaction and interpretation has proven most helpful for
this project. I understood the depth of this congruence between processing
and symbolic interactionism only towards the end of the data collection —
after the expedition was over and 80% of the interviews had been completed.
If I could go back in time I would have pursued the issue of processing with
much greater focus during my data collection. This chapter on processing
serves to highlight an area worthy of future research and is an example of
how the findings of a research project are constantly evolving and are

“emergent rather than predictable” (Patterson et al., 1998, p. 426).

8.5 Are the mountains still speaking for themselves?

A fitting question with which to conclude this chapter was first posed by Neill
(2002) when, in reference to James’ (1980) essay more than 20 years ago, he
asked if the mountains were still speaking for themselves. In light of the data
generated by this inquiry, my answer to this question is that the mountains
are not being allowed to speak for themselves. The tension between the
mountains speaking for themselves model and advanced group facilitation is
really a tension between letting people process their experience themselves or

doing it for them.

This tension may be part of a bigger tension surrounding the overall
facilitation of experiential learning programmes, which is ultimately
reducible to issues of power and control (Brown, 2002). Programmes
promising certain outcomes require staff to manipulate variables and control
learner processing in order to be deemed effective or not, often in positivistic
terms. Programmes that do not promise specific outcomes, and whose staff
members share in the adventure, may not need anything more than adequate

time for reflection and informal discussion in order for participants to grow
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from their experiences. The latter kind of programming is akin to the
Generative Paradigm (Loynes, 2002) that is emerging in the field of outdoor
and experiential learning, in which “meaning and value emerge within the
experience rather than being represented or defined by the programme
structure or facilitator” (p. 122). Raleigh may draw strength and guidance
from Loynes’ (2002) 12-point outline of the Generative Paradigm, as the
organisation appears to be caught between this way of thinking and a more
scientific way of approaching these experiences. I further discuss this tension

in the closing chapter.

Summary

The data suggest that the young people on expedition were processing their
experience without structured reviewing sessions conducted by an expert
instructor using specific facilitation techniques. The participant outcomes of
the expedition experience outlined in Chapter Six were realised with minimal
external facilitation. This processing took place during the expedition,
continued afterwards, and is still happening today. Continually interpreting
meaning through interaction with one’s self and other social, physical, and
abstract objects is one of Blumer’s (1969) three premises of symbolic
interactionism. The evidence suggests that venturers who did not have
opportunities to talk about their experiences with other people once back at
home (with other ex-venturers or their friends and family), had a more

difficult time re-adjusting to life in the UK.

Processing appears to be helped by having someone (staff or group member,
for example) ask venturers thought-provoking questions and then listening
intently, without judging or attempting to alter their attitudes. Another
factor that may strongly enhance processing is time. Programmes may
benefit from having sufficient time for young people to ponder, reflect, and
talk over the day’s events and dreams of the future. Claims that people
cannot learn from experience without group reviewing may be discounting

individuals’ abilities to process their experiences through reflection, informal
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dialogue, and occasional one-to-one meetings with staff who ask provocative
questions and listen well, but are not trained educators. The final chapter of
the thesis summarises the key findings of this research and translates these
into implications for Raleigh’s operations, the field of outdoor education, and

areas for future research.
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Chapter Nine: Conclusions and Implications

In this final chapter I consolidate what can be learned from this thesis and
how this new knowledge might be applied in other instances. I also discuss
the complex inter-relationships among the four findings chapters. AsI
attempt to locate my findings within the greater context of outdoor education
theory and practice and Raleigh'’s operations, I borrow Conrad and Hedin’s
(1981) words. Their work on how outcomes in experiential education

programmes are achieved had an aim similar to mine:

The report’s more pedestrian aim has been to capture some small
particles of experience, to reduce some part of the mystery to a size
and form that can be grasped, understood, manipulated, and from
which conclusions may be drawn and lessons learned. (Conrad and
Hedin, 1981, p. 6)

First of all, I summarise the principal findings and outline the implications
these findings have for Raleigh’s operations, other outdoor programmes, and
further research. Second, I revisit Raleigh’s organiéational tensions, as
outlined in the first chapter, and offer an attempt at reconciliation. This is
followed by a discussion of the structure of the experience and its connection
to staff-venturer relationships. Fourth, I comment on the suitability of
interpretive research and symbolic interactionism for inquiry in outdoor

education. Finally, I say a few words about my own PhD journey.:

9.1 Claims and implications

A useful point of departure for this section on claims is Raleigh’s mission
statement, which proposes to help people “discover their full potential by
working together on challenging environmental and community projects
around the world” (Raleigh, 2003, para. 1). How does Raleigh fare in its two

assertions that people will discover their full potential and that this will come



201

about by working on environmental and community projects? These
assertions are sufficiently vague as to make it difficult to find them false or
inaccurate. Individuals cannot be exactly the same after a ten-week Raleigh
expedition, nor could they be the same if they had spent ten weeks in a pub in
England. Both scenarios involve a degree of interaction, interpretation, and
constructing meaning. It is the nature of the interaction that has been vastly
different. The unfamiliar experiences in Africa have led to new meanings

being constructed.

A person’s full poténtial is an incredibly subjective concept and cannot be
measured, only described. Similarly, the smallest change in any venturer
must be attributed to participation in the different projects, as the vast
majority of venturers’ experiences were comprised within these projects. It
follows that the mission statement cannot be inaccurate or boastful. This
points towards a need to understand the different forms that discovering
one’s full potential can take, and the aspects of expedition life that elicit this
full potential. Within my verified methods of rigorous interpretation the
strongest claims I can make are those pertaining to the 14 young people that I
followed for ten months. With their help I have come to understand their

expedition experience.

In the theoretical framework, methodology, and findings chapters I have
argued that everyone has their own individual, unrepeatable expedition
experience. Despite this emphasis on subjectivity and the individual self, it
remains possible to gain insight into how another group of people will be
influenced by a similar set of conditions. Indeed, if my findings about this
one particular case in Ghana could not be used to help other researchers and
practitioners because the case was so unique, then doing the research would
have little use. Stake (1995) comments that the strength of any
generalisation depends upon the rigour and depth of the data verification
methods. This rigour employed to verify the data permits naturalistic

researchers to “to make assertions on a relatively small database; invoking
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the privilegé and responsibility of interpretation” (Stake, 1995, p. 12). With

this in mind, I summarise the findings and outline their implications.

9.1.1 What are young people looking for?

Maddern (1990) once asked what 15 year-olds were looking for. I asked 14
people between the ages of 17 and 26 why they were going on a Raleigh
expedition. The evidence shows that participants were coming for different
combinations of nine distinct reasons. Although everyone had come looking
for some kind of personal development or growth, no two people were
searching for the exact same gains. While I see this as a strength of the
programme, it is important to remind staff that people are coming on
expedition for their own individual reasons. If volunteer expedition staff
have their own ideas of what they want venturers to gain from the experience
and make plans to orchestrate this, their actions (no matter how laudable)
may be in contrast to the needs of the venturers. This contrast may result in
the young people learning and gaining less that they might have done had the
staff members sought to understand the venturers’ goals, helped them
establish a plan of action to achieve these goals, and provided support
throughout the phase.

It is evident that Raleigh’s (2003) aim for young people to discover their full
potential had been internalised and expressed in individual and specific
terms by the venturers. For 14 venturers “discovering their full potential”
came to mean having a gap year experience with a team; escaping their life in
the UK; working with people from other parts of UK society; gaining an
overall indefinable growth; working on a service project; travelling and
learning about other cultures; building self-confidence; gaining interpersonal
skills; and increasing job prospects. Related to the hopes and expectations
that participants held for their Raleigh experience are the outcomes, or how

venturers felt they were influenced by the expedition.
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9.1.2 Outcomes

The first category of outcomes refers to venturers’ relationships with
themselves and comprises four themes. First, participants reported feeling
more resilient under challenging conditions. These feelings were born out of
a necessity for venturers to adapt to, and deal with, conditions that
demanded their initiative and action. The second theme refers to individuals
learning about themselves and their own human nature. The third theme
involves re-discovering a self that has been tempered by the established roles
and social patterns of life back in the UK. Mead’s (1934) perspective
describes how the self comprises people’s spontaneous, unchecked responses
to their social situations, together with the collective attitudes of those with
Whom they interacted. Similarly, a venturer’s self that emerges throughout
social interaction on expedition is a product of these two components. The
final theme relating to the self focuses on career enhancement, either from a
more focused direction for future work or schooling, or from venturers’
increased employability by having a Raleigh expedition on their CV.
Goffman’s (1990) work on impression management helps to understand how
venturers hoped to present a front closely matching the personal qualities

sought by prospective employers.

The second category of outcomes refers to relationships with other people.
The two principal themes in this category suggest that venturers who go on a
Raleigh expedition are more comfortable meeting and working with strangers
in post-expedition situations. Similarly, participants reported being more
effective team-members as the expedition progressed, and new post-
expedition interpersonal encounters were negotiated with relative ease. The
final category under participant outcomes is the relationship venturers have
with greater society, beyond their friends and famiiy. Both during the
expedition and six months later, there was a strong appreciation of home.
Whether “home” referred to human relationships or material possessions,
both had been taken for granted before, and were now seen in a more positive
light.
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People familiar with the field of outdoor education or Raleigh expeditions will
not find the outcomes themes a surprise. Outcomes highlighting the
development of participants’ relationships with themselves, others, and
society have been reported before this study, in the form of anecdotes and
untrustworthy end-of-course questionnaires. My contribution in this area
confirms what people may have felt sure of for years, but in the absence of
credible research protocol, remained opinion and speculation. In the field of
outdoor education, the outcomes findings build on the research done on
overseas youth expeditions by Grey (1984), Kennedy (1992), Allison (2000,
2002), and Stott & Hall (2003).

9.1.3 Elements

My interpretation of the critical elements of the experience leads me to
believe that my strongest claims can be made in this area. Early on in this
project I told people I was searching for the elusive ingredients of a Raleigh
expedition. I have identified five key elements. Drawing on Walsh and
Golins (1976) in particular, I propose that these five elements impel
participants into a state of adaptive dissonance. The process of coping with,
or overcoming these feelings of disequilibrium, elicits the participant

outcomes.

The first critical element of a Raleigh expedition is a diverse project group,
which can be likened to Cooley’s (1962) concept of the primary group.
Besides being an attraction to the expedition for many venturers, the diverse
primary group offers hugely increased and varied opportunities for
interaction. The diverse group affords a looking glass self (Cooley, 1964) and
generalised other (Mead 1934) that together impel the self into an even
deeper and broader examination of the meanings it has ascribed to certain
objects. Humans are influenced by the people they interact with. The diverse
Raleigh project group elicits outcomes relating to interpersonal gains, such as

“being more at ease meeting and working with strangers” because they have
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practiced socialising with diverse groups of people. This process is explained
by symbolic interactionist theory, which sees individuals’ attitudes constantly
being shaped, challenged, cemented, re-examined, and often reconstructed

through the social circumstances in which they find themselves (Blumer,

1969).

The second critical element is the most difficult to explain, as it relates to
both the physical and social environment. Participants who gained
interpersonal skills, such as working effectively within a team, felt that a large
part of why this development occurred was because they were unable to avoid
interpersonal conflicts with fellow venturers. Since people worked, cooked,
ate, played, and slept in very close proximity, if a venturer did have personal
problems with another group member, they had to be addressed. This
situation contrasts with life back in the UK, where people can leave at the end
of the work day and not see their annoying colleague until the next day.
Although participants regarded this aspect of the physical and social setting
difficult at times, its raison d’étre was identified and acknowledged as being
important. To be clearer, the actual setting did not have to be physically
remote (as in the case of a community project where there could be hundreds
of villagers around), but necessitated reliance on, and constant interaction
with, the project group. This meant that venturers had to tolerate each

other’s differences, which for some had become annoyances.

The third critical element of the experience is that the activities were
physically demanding. Regardless of the actual activity, almost every
participant brought up the fact that the expedition required huge amounts of
physical effort. To paraphrase several venturers: “We knew it was going to
be hard, it was hard, and even though we wanted it to be easier at the time,
we're glad it was hard”. For some participants, completing a Raleigh
expedition was a badge of honour that could be displayed to others.
Goffman’s (1990) concept of the presentation of self is helpful in

understanding how venturers might choose to present their home community
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with the front of a person who is tough enough to endure the hardships of a

Raleigh expedition.

The fourth element relates to my definition of an expedition in the first
chapter, namely self-sufficiency. This experience would have been very
different had people not been cooking and cleaning for themselves, washing
their clothes by hand, and sleeping under canvas on the hard African ground.
I suggest that the element of individuals doing things for themselves and not
relying on other people to get tasks done is strongly linked to feelings of

independence and self-reliance highlighted in the outcome themes related to
the self.

The fifth and last critical element of a Raleigh expedition is separation. The
term separation is borrowed from the first stage of thie classic anthropological
model of rites of passage (van Gennep, 1960) and involves being removed
from one’s original social pattern. Initially, I used this term to refer to the
young people leaving their friends and family behind in the UK when they
came on expedition. Early on in the expedition I came to realise that the first
phase group had become their “new” original social pattern, one that they
would have to separate from at the end of the first phase. This would happen
again after the second phase, as well as when the venturers separated from
the expedition. As with the other elements, these separations were not
always fun, but the young people recognised the importance of this element
in relation to their learning. The concept of separation has ties to Walsh and
Golins’ (1976) writing, as the young people had to adapt to the dissonance
elicited by being placed in three different and diverse social environments,
three different physical settings, with three different activity focuses. For
Raleigh, this explanation may do nothing but confirm that repeated
separation is vital. For other outdoor education organisations, this finding
suggests that on longer programmes where participants may have mastered

or coped with their adaptive dissonance, people will benefit from being
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immersed in another set of unfamiliar social and physical surroundings with

novel challenges.

To close this section on elements of the experience, I would like to discuss the
elements that are also phases of a Raleigh expedition: community service,
environmental conservation, and adventure. I found it intriguing that
although most people had come on the expedition because they were
attracted to these three major components, interviews during and after the
expedition did not highlight specific phases as critical elements of the
experience. Apart from some participants who felt that the adventure phase
allowed them to concentrate on their own personal growth, the vast majority
of the data suggest that the reported outcomes were not elicited by one type
of phase in particular. The learning appeared to come from the diverse
group, the unique circumstances of the social setting, the physical demands,
being self-sufficient, and repeated separation — elements present in each
phase. The question remains, “How did the young people come to
understand the way in which the expedition had influenced them?”. This
question leads to a discussion on processing the experience: the organic,

interpretive, subjective ways in which experience influences learning.

9.1.4 Processes

The findings under the processing label were most recent to emerge, as issues
regarding processing were deliberately pursued only in the final round of
interviews. Although there is not as much data to support these findings, I
believe the claims I make are trustworthy, and perhaps most interesting, in
light of widely accepted processing theory. Many outdoor adventure
educators subscribe to the experiential education maxim that learning from
experience cannot happen without reflection (Gass, 1990; Greenaway, 1993;
Priest & Gass, 1997). While I agree with this statement, there seems to be a
tacit understanding within the field of outdoor education that reflection must

be facilitated by an instructor or else the learning will be severely limited.
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The findings from this investigation strongly suggest that the young people
were processing their experiences through their own thinking and reflection,
and through discourse with other people, whether venturers, staff, villagers,
or friends and family back in the UK. Symbolic interactionism is particularly
helpful in explaining how people have internal conversations with
themselves, where they interpret the situations they find themselves in
(Blumer 1969). Besides interacting with themselves, people interact with
other people, inanimate objects, and abstract concepts. All of this interaction
and interpretation occurs constantly, leading us to continuously shape and
construct meaning (Blumer 1969). It is natural to learn from experience
without outside help; humans do this from birth. To say that learning from
experience without reviewing sessions will be greatly compromised severely
discounts people’s abilities to do what is only natural. I am not against more
formal, structured reviewing. My claim is that much worthwhile transfer of
learning from expedition to “real life” can take place without formal,

structured group facilitation. I am attracted to McDonald’s (2000) words,

lamenting the loss of spirit and adventure in outdoor education, as these

qualities are minimised by highly engineered programmes that shift power to

the facilitator.

I belong to a seldom heard but wonderfully obstinate sprinkling of
purists, who feel that contrived debriefing or “processing” radically
affects the spirit of mainstream outdoor ed [sic] and fundamentally

alters the aims balance. (McDonald, 2000, p. 28)

The implication for Raleigh is that the organisation does not need to be
overly concerned with spending lots of time, money and energy on training
volunteer staff to run creative reviewing sessions. If staff are going to be
guided in this area, I propose that they concentrate on asking thought-
provoking questions and allowing venturers time to think and converse,
without the pressure of having to constantly share their thoughts in front of

the group. Facilitation sessions employing more advanced processing models
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may have greater usefulness on shorter programmes, where there is much

less time for reflection and informal dialogue.

Since Raleigh expedition staff are volunteers from a wide variety of work
backgrounds, the organisation might give further consideration to work by
Priest et al. (1999), which suggests that leaders with minimal training in
facilitation skills can oversee helpful group discussions. Effective facilitation
may be hallmarked by four points: remaining neutral, asking probing
questions, pausing for silence and focusing on listening (Priest et al., 1999).
Similarly, Greenaway (2004) proposes that we need to recognise that
everyone is a learner as well as a facilitator of other people’s learning. He
suggests that staff members concentrate on trying to understand what is
helping and hindering participants’ learning. These points are not highly
technical and I have no doubt that some staff subconsciously use these
techniques. Raleigh staff may benefit from following Priest et al.’s four points

and Greenaway’s recommendations.

9.1.5 Venturer-specific themes

During my thesis-writing period, I presented my work at a research forum
and was caught off-guard by questions regarding comparisons between
categories of venturers. Although there were no differences between female
and male venturers, the findings showed four differences between YDP and
self-funded venturers.

Youth Development Programme venturers were the only young people who
contributed to the escape theme. Three YDP venturers made it quite clear
that getting out of the UK was a primary motivator for coming on Raleigh. A
second, and perhaps related theme is separation from the expedition.
Although a number of venturers (both YDP and self-funded) found it
emotionally difficult to leave the expedition, during the post-expedition
interviews only YDP venturers expressed a deep level of frustration when
they first returned to the UK. Once back in their old social patterns, they
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desperately wanted to be back in Ghana, far away from the “reality” of the UK
life they had returned to.

A third theme involved the responses of self-funded venturers, and referred
to their desire to work with people from other parts of the UK, and more
specifically, from socio-economic backgrounds different from their own. The
inference is that the self-funded venturers thought they would gain more
from working with people who had experienced some form of social
exclusion. There were no comments suggesting the reverse. The fourth
theme reported by only one category of venturer was separation from home.
This theme was reported only by venturers 20 years old and younger, and
suggests that younger venturers had greater emotional difficulty being away

from their familiar social patterns in the UK.

9.1.6 Further research

While conducting this research I have identified four ways in which this
investigation could be extended or could provide rationale for related
inquiries. The first and simplest of these possibilities would be to interview
the same participants two, five, or ten years post-expedition. During
informal conversation, head office staff and former venturers have often told
me that people do not realise the effect the expedition has on them until years
afterwards. Researchers hearing these stories rriany years later would gain a
greater understanding about the ways in which overseas expeditions

influence people’s lives, and fill a void in the literature.

A second area for further research might be to investigate the degree to which
the five elements I believe are critical to a Raleigh expedition are applicable
to other expeditions and outdoor education programmes. This would be a
useful measure of this investigation’s contribution to the field of outdoor
education. Third, I am intrigued by the role of processing, both facilitated
and unfacilitated. This interest stems from the fact that I used to believe

strongly in the necessity for facilitated processing. I once chaired a school-
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wide committee on “guided reflection”, which resulted in our developing a
manual and providing in-service training to hundreds of staff members. We
even published a paper from it (Beames et al., 2000). Now, I am convinced
that people can largely process their own experiences, given enough time to
reflect on their own and enough to time for informal dialogue with others. 1
am curious to see if shorter, more intense outdoor education programmes

can achieve their goals with less structured reviewing.

The volunteer staff on the expedition arrived in Ghana two weeks before the
young people. This was to allow them to learn the basic living skills they
would later pass on to the venturers (for example, mosquito net set-up, water
purification, radio set-up and protocoi) and visit the project sites that would
become their homes for nine weeks. On that first day when I flew to Ghana
with the staff, I realised that another study lay waiting to be done: How do
volunteer staff experience a Raleigh expedition? What did they come looking
for? Were they hoping to gain the same things that the venturers were? This
fourth potential area of future research would have much to tell the field of
outdoor education, which has focused so much on participant outcomes.
Given time and money I would be interested in pursuing all four of these
areas of research. Money aside, I would remain intérested in following up
with my 14 participants three to five years post-expedition. Having
considered the principal aims of the study and identified areas worthy of
future research, I now revisit the two secondary aims.

9.2 The organisational tensions revisited

During the course of this project I identified two organisational tensions
within Raleigh. The first of these tensions is one that seemed to confuse the
volunteer staff and venturers. Is Raleigh development intended for the
venturers or the host communities? The word development can refer to
personal growth, such as increased self-confidence, and developing nation

aid projects, such as installing agricultural irrigation systems. AlthoughI
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heard young people suggest that Raleigh exists for both reasons, there was no

majority or consensus in their thinking.

My conclusion is that the tension between being an organisation for
developing youth and an organisation for developing communities is not a
negative factor. It is healthy. In my opinion, a group that did not reach their
aim of building a school because they had spent three days on name games
and “team-building” activities could hardly be fulfilling their commitment to
Raleigh’s mission. Neither could a group justify completing their project
without trying to resolve interpersonal conflicts so dire that some people
were not speaking to each other. These two examples point towards finding
an elusive balance between personal development for the venturers and
development for the community being served. The clearer message that
Raleigh could deliver to prospective venturers and staff is that the expedition
is about development for the participants and for the host communities.
Neither one’s value should be discounted. In fact, I suspect that Raleigh’s
long-term existence depends on both kinds of development being equally

considered.

The second organisational tension I identified surrounds Raleigh’s delivering
one product (their expeditions), which caters to four categories of venturer:
self-funded and YDP venturers from the UK, host country venturers, and
international venturers. Can one hundred people from diverse backgrounds
take away individual and meaningful learning from one generic programme? -
It appears the expedition to Ghana elicited a wide variety of learning
outcomes for all 14 of my study participants, irrespective of whether they
were YDP or self-funded venturers. I cannot comment on behalf of the
international and host country venturers. The UK study participants came on
the expedition with a wide variety of hopes and learning expectations. This
point is particularly intriguing, as it suggests that individuals came on the
expedition with different goals and took away different learning, although the

actual product was not tailored to suit their specific needs.
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This phenomenon can be considered as a metaphor of a buffet table at a
restaurant. Venturers come to the buffet with their own individual
preferences and appetites. Some will even arrive at the table and not know
what they want to take away. To gain clarity they may explore the options,
discuss what other people are choosing, or perhaps ask a staff member for
more information on a certain dish. It is conceivable that if venturers did not
see what they wanted on the buffet, they could ask the kitchen staff to help
them find something more suitable. Venturers leave the buffet table having
chosen the learning that is most appealing and relevant for them. During the
meal, other diners (staff and venturers) may share their opinions of the
different dishes on offer, which may influence future choices on the next visit
to the buffet table. An important distinction within the buffet table metaphor
is that the table of food represents the potential areas of learning for young
people, not the programme activities that organised by Raleigh. While this
metaphor may over-simplify the issue of learner and content, it may be a
useful tool to help volunteer staff and venturers consider meaningful,
individual approaches to learning. This metaphor draws support from
Dewey’s (1973) Pedagogic Creed and early writings from James (1900), which
highlighted the importance of encouraging individuals to learn material in

which they are interested.

This metaphor has implications for further research at Raleigh as well. Since
I have argued that venturers will personally define Raleigh’s unspecific aims
of discovering one’s full potential, it would be incongruent for Raleigh to
attempt to measure a predetermined outcome (self-esteem, for example) as
this is not a goal that Raleigh staff have for expedition participants. If
Raleigh’s aims are not specific, then their research must be guided by a
subjectivist epistemological approach. This way, greater insight can be
gained from what venturers are looking for at the buffet table and the choices
they make. The following section examines ways in which the buffet table

may be managed.
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9.3 Facilitation and structuring experience

My findings suggest that a Raleigh expedition is a curious equation where
untrained staff, uncertain logistics, and loosely planned projects add up to a
powerful experience. With two and a half years of full-time contemplation
behind me, I suggest that these three factors need not be rectified, but must
be understood at a deeper level. This way, Raleigh staff can make sound
decisions about how the structure of the expedition experience influences

what venturers learn.

The findings point to several implications, both for Raleigh staff and for staff
running other outdoor education programmes. The main implication is that
Raleigh’s staff need to focus on structuring a skeleton-like framework upon
which the venturers can build, such as a project outline, and equipment
available for camping, cooking, and working. The staff role should be one of
identifying the tasks (for example, “we’re building a school over there”) and
then retreating into a role of logistical, and, if necessary, personal support.
As Proudman (1995) states, “If a teacher truly believes in the experiential
process, the teacher will create safe working boundaries for students and
then get right out of the way” (p. 243). This differs from Dewey’s (1973)
perspective, which proposes that educators carefully manipulate the learning
environment. Proudman’s thoughts do find support in other areas of
Dewey’s (1973) writing that advocates placing learners into indeterminate

situations requiring assessment, interpretation, and action, in order to be
negotiated.

The inherent strength of Raleigh’s expedition structure is that both the staff
and participants find themselves in indeterminate situations. Despite the

staff possessing a certain amount of logistical knowledge, I suggest that the
experience has a far more unpredictable, uncertain nature than most

traditional outdoor education programmes. Indeed, Hovelynck (2001)

asserts that outdoor adventure programmes with predictable outcomes may

be labelled active, but not experiential.
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A useful model for volunteer staff to keep in mind is Maslow’s hierarchy of
needs (1968). As I have already argued that staff need not concentrate
heavily on reviewing throughout expeditions, this model points to staff
concentrating on ensuring that the lower levels of Maslow’s hierarchy are met
(food/shelter/warmth, physical and emotional safety, and belonging). As few
volunteer staff will have the experience and qualifications to assist venturers
with Maslow’s top level of self-actualisation, it is more sensible to focus on
areas they can influence without specialised training. I suggest that if
expedition staff can help young people satisfy the lower levels of Maslow’s
model, they will provide important antecedent conditions for the young

people to process their own experiences, in their own time.

Proudman’s (1995) hands-off approach to experiential learning finds support
from Greenaway (1995), who found that key learning experiences did not
usually happen by design, but rather by accident. It is worth repeating
Greenaway’s (1995) four main factors that led to learning: being open to
learning, being involved and responsible, having a varied and eventful
programme, and having plenty of group support for taking risks. I mention
these in the same vein as Priest et al.’s (1999) four ways in which people with
minimal training can stimulate others’ learning. This argument is important
because it supports using volunteer staff who are caring and use common
sense, rather than highly trained instructors who may be overly controlling of

the elements, outcomes, and processes of the expedition.

As I bring this section on structuring experience to a close, the implications
favour handing back power to the participant. The supportive staff member
who is not manipulating the elements of the experience ensures that
participants feel a sense of ownership (Dyson, 1995) and control (Weiner,
1979), important antecedents for learning through experience. This points to
a shift away from a paradigm of outdoor education with sequenced activities

and predetermined outcomes, towards the Generative Paradigm where
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“meaning and value emerge within the experience rather than being
represented or defined by the programme structure or the facilitator... [and]
the facilitator accompanies rather than leads the participants” (Loynes, 2002,
p. 122).

The above paradigm shift can also be explained as one that is moving away
from a set menu approach and towards a buffet approach. As outlined
earlier, the set menu approach presents expedition participants with
activities designed to yield uniform outcomes, which they have had little to
no say in choosing. The buffet approach sees the different areas of potential
learning on an expedition as the variety of food on the table. Everyone comes
to the buffet table with different preferences and different appetites. The
expedition as buffet table is a way of considering approaches to expedition
management, and perhaps even outdoor education programmes on a larger
scale. It emphasises the participant taking away from the expedition highly
individualised outcomes that have emerged through a combination of
experience, informal dialogue, and reflection. Having examined the ways in
which expedition experiences can be structured, I turn to the final section of

the thesis. This section explores the suitability of the theoretical framework

and offers some closing thoughts on my PhD journey.

9.4 Paradigms and perspectives

I have read in a number of places that a PhD is an apprenticeship in academic
research, and it intrigues me to reflect on what this apprenticeship has
entailed. Throughout this project I have considered such enormous concepts
as truth, knowledge, reality, and values. These concepts demand an
understanding of themselves as well as their relationship to experiential
education. A little understanding led me to reflect on my own beliefs about
what these concepts mean to me, at a personal level. This then became a

departure point for searching for beliefs that would ground this investigation.
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As the only things I can really claim to know with any confidence were
learned through my own experiences, it was inevitable that I would come to
adopt a paradigm featuring a relativist ontology and subjectivist
epistemology. These foundational constructivist tenets will only have
congruence with a theoretical framework that regards individual experience
as the root of reality and knowledge. When I read Blumer’s (1969) book on
the perspective and methodology of symbolic interactionism, “the penny
dropped”, as one of my supervisors predicted. I had found a framework
congruent with constructivism, which helped me to analyse the expedition
experience at a deeper theoretical level. Constructivism and symbolic
interactionism then lit a path for the data collection, offering freedom and
support to follow my intuition and curiosity as I sought to understand the
case. The findings were generated from my interpretations of the
participants’ interpretations, and verified by the participants themselves,

investigator triangulators, and peer reviewers.

I have explained all of the above to illustrate how, through my
apprenticeship, I have learned that naturalistic research is founded on
beliefs, interpretation, intuition and, perhaps most importantly, rigour.
Without reviews of literature, theoretical frameworks, and data verification,
findings are unsupported opinion. Only the rigorous and thorough process of
investigation enables findings to become trustworthy and credible. My
research process can be reduced to considering other people’s
interpretations, until finally I am able to put forward my own interpretations
with cautious confidence. Ultimately, my hope is that these interpretations

will be of use to other theorists and practitioners.

I close with a few words on my relationship with the field of outdoor
education, before, during, and after this process. Before starting the PhD, I
was a cheerleader for outdoor education, and I would enthusiastically
attempt to convince any non-believer otherwise. What I craved was to have a

deeper understanding of the processes at work when people participate in
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structured, adventurous programmes. Once my studies began, I quickly
became overwhelmed by the different fields that inform experiential learning
programmes. I would not only be drawing on research done in outdoor

education, but would have to find useful theory from areas such as

philosophy, sociology, anthropology, and psychology. Initially, I had to take
a step back to see all the different perspectives that could be useful in gaining
a theoretical understanding of how young people experience their ten-week

expedition.

Eventually, I focused on interpretivist sociology, finding assistance and
insight from Blumer’s (1969) perspective and methodology, Mead’s (1934)
concepts of the I and me and the generalised other, and Cooley’s (1962; 1964)
concepts of the looking glass self and the primary group. I had always seen
the social world as being comprised of individuals who think and act based
on previous experience, social interactions, and reflection, but did not know
how to explain this in theoretical terms, much less use this theory to analyse
people’s experiences on an expedition. Very gradually, I began to understand
that the self is a social product of an individual’s unchecked responses to the
situations they find themselves in, and the collective conformist pressures of
the other people they interact with. This negotiatidn between the two parts of
the self involves an examination and modification of the meanings that
inform a person’s actions. As I wanted to understand the experience from
each individual’s point of view, symbolic interactionism’s subjective,
interpretive approach was the most useful for my analysis. Similarly,
naturalistic methods of data collection enabled me to gain an important
familiarity with what the venturers were experiencing. Physically being in
Ghana permitted me to formally interview participants, and informally talk
with and observe venturers, staff, and people from the host communities. I
would not hesitate to employ the same framework and methodology for any

further research concentrating on the development of the self.
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Towards the end of my main writing period I wondered how this journey had
altered my beliefs and views of outdoor education. To use symbolic
interactionism jargon, I had spent two and a half years interacting with
theory, previous research, Ghana, my study participants, my supervisors, and
myself. How had these interactions and constant interpretations led to new
meanings being constructed? I feel that I have satisfied my goal of gaining a
deeper understanding of the processes at work in outdoor education, but
acknowledge that my depth of understanding is limited to the specific areas I
concentrated on most, such as expedition research and symbolic

interactionism.

My findings suggest that effective expeditions encourage each participant to
determine their own learning. Groups comprised of people from varied
backgrounds who interact in unfamiliar settings yield critical opportunities
for individuals to re-examine and modify the attitudes that shape their
actions. Finally, and essentially, staff should ensure that participants have
ample time to interpret their own experiences through unstructured

reflection and informal conversation.
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Appendices

A. Profiles

Nonnie

Nonnie was a self-funded venturer who had her 19t birthday on the expedition.
She and her younger brother were born and raised in Cardiff by her mother and
father. After completing A levels in Biology, Chemistry, and Welsh, Nonnie was
taking a gap year before starting medical school the following September.

Nonnie knew she wanted to go Africa during her gap year and sent away for
information from many different year-out organisations. In the end, she chose
Raleigh as “they seemed to know what they were doing”. Nonnie wanted to work
with a group, as opposed to being alone or with one or two other volunteers. It
was also important to her that she work with youth from a variety of

backgrounds. She hoped that this experience would help “develop” herself.

While at school Nonnie played the harp in the school orchestra, as well as taking
part in recreational netball and choir. She travelled to Spain, France, Germany,
and America on family holidays, and the year before coming to Ghana, went on a

three-week school trip to Patagonian Argentina.
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Natasha

Natasha was an 18 year-old taking a gap year. She was a self-funded venturer
who grew up in the London. Natasha and her younger brother and sister have
lived all their lives in the same house with their parents. Educated at a state

school, Natasha completed A levels in Geography, French, and English.

Natasha first heard of Raleigh through family friends whose children had been
on Raleigh expeditions. Natasha knew she didn’t want to go straight to
university and was looking for a mix of adventure charity work with a large
group of like-minded young people (as opposed to one or two others). Since
Raleigh expeditions are only 10 weeks long, it would not take up all of her gap

year and would leave her plenty of time to travel afterwards.

Natasha is a person who gets very involved with what’s going on around her.
She plays several instruments, including violin, which she played in the school
orchestra. She played recreational hockey and volleyball at school, and is very
keen on drama. Natasha is also quite busy at her church, where she leads a

worship group and a music group.

She has travelled to America and Europe several times with her family and
friends and for school, orchestra, and sports tours. After working in London

from February until August, she started university in the autumn of 2003.
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Tracy

Tracy came on the expedition as a 21 year-old self-funded venturer. She and her
older sister were raised by their parents in Essex. Shortly before the expedition
Tracy had completed a degree in History and Media studies at a London
University. Her interests include playing the violin, playing football, and
supporting Manchester United.

Tracy was aware that Prince William had gone on a Raleigh expedition, and after
doing an internet search on different youth charity options, decided that Raleigh
~ was a good fit. She knew she wanted to go overseas, but didn’t want to go on her
own. The Raleigh option seemed like a safe way to experience Africa. After
expedition Tracy planned to join the air force as an officer. She hoped that the

Ghana expedition would build her self-confidence and would look good on her
CV.

In the past, Tracy has travelled to Canada three times to visit relatives. She has

also been to Italy, France, and Germany on school and family trips.
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Mildred

Mildred came on the expedition as a 23-year-old self-funded venturer. She grew
up in Birmingham with her parents and was the second of three daughters.
Directly after completing a History degree, Mildred started working for the civil
service; her most recent position was managing a job centre. After working for

two years, she was given three months’ leave to go on expedition.

Mildred had known about Raleigh for years and had always wanted to do
something like a Raleigh expedition. Apart from being good fun, she hoped the
experience would increase her tolerance towards others at work and increase her
appreciation of the things she had in her life. Mildred has a demanding job and

she felt that the expedition would give her some time away from that intensity.

Mildred has travelled widely on her own, including trips to Mexico, Venezuela,
all over Europe, and a month in Trinidad and Tobago as part of her gold Duke of
Edinburgh expedition. After the expedition she travelled around Ghana for
three weeks and then moved to London, where she started a new position with

the civil service.
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Maria

Maria came on the expedition as a 26 year-old YDP venturer. An only child,
Maria spent her early years partly with her mother in London and her
grandparents in Liverpool. At age 11, she made a permanent move to Liverpool
where she was raised by her grandparents. Today she lives in Liverpool with her
boyfriend.

Maria did not leave school with GCSEs and later enrolled in a college course in
business administration. While taking the course she took a job that lured her
away from the classroom. Although not particularly motivated by school, her
initiative led to jobs that included spending two years in Lanzarotte and Corfu
working for a holiday company. Before coming on expedition, Maria had two
jobs — the principal one being a property coordinator, dealing with maintenance
and enquiries for an estate agent.

Although Maria had no previous camping experience she had travelled to New
York, Amsterdam, Germany, and France - mostly with friends. Maria’s post
expedition plans centred on getting a job that involved working with children.
She was also considering further studies.

Maria heard about Raleigh from one of her friends who went on expedition and
had the time of his life. She was moved by his stories and photos. Maria was
looking forward to interacting with the children in the Ghanaian villages and
seeing some animals. She was looking for a fun time, and seeing new places and
new things. Maria also thought that having been on a Raleigh expedition would
look good on her CV.
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Lily

Lily was an 18 year-old YDP venturer. She lived in London until age nine, when
she moved to Scotland with her father. Lily and her twin brother have two older
and three younger siblings. For the two years preceding the expedition she has -
shared a supported flat in a Scottish city. After finishing her GCSEs she
completed a college diploma in Administration and Computing. During a break
from her college course, Lily got involved with the Prince’s Trust programme. It
was at the Prince’s Trust that a speaker came to talk about expeditions at Raleigh

International.

Lily’s primary goal for the expedition was to increase her self-confidence. She
chose Africa specifically because she felt it was the ideal setting to work with a
team, and to help those in need. Before the expedition her only travel outside

the UK was a school exchange to Holland.

After the expedition Lily wanted to do some volunteering for Raleigh in
Scotland, and possibly around England. She especially wanted to see different
parts of England. At the time of our final interview Lily had just been offered a

one-year contract as a youth worker for an organisation in Germany.
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Roni

Roni was a 25 year-old YDP venturer, born in London to Ugandan parents. Her
father left when she was two years old and she grew up with her mother until age
14. From then until age 17 Roni lived with foster parents. Roni has a history of

drug use, using “everything” from age 14 to 18.

Roni did four GCSEs and went on to complete a two-year diploma in Health &
Social Care. She attended university for a year, but left before her end-of-year
exams. Currently, Roni lives on her own in London, where she works for the
Social Services. She works with young people who are in transition from being

in foster care to living on their own.

Roni had done some travelling before, having been to Ireland and Paris, and also
to visit her brother, who lives in Geneva. Her future plans include travelling to
see her brother and going to other countries as well. Roni found out about
Raleigh through one of the young people at work who was preparing to go on
expedition. Her principal reasons for coming on expedition were to travel, to
challenge herself, and to have a completely different set of experiences than she

was accustomed to.
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Simone

Simone was a 21 year-old YDP venturer. She lives in London with her mother,
father, and younger brother. Simone did several GCSEs, along with two GNVQs
in business studies and leisure and tourism. At the time of our first interview,

she just completed a computer course.

Simone heard of Raleigh while she was involved with the Prince’s Trust
programme. A guest speaker came in from Motive8 and told them about
opportunities to go on an expedition. After the Prince’s Trust, Simone went to

Motive8 in London and soon got involved with Raleigh.

Simone’s reasons for going on expedition were to get out and “see something,
experience something” — a unique experience that would contrast with the life
she was accustomed to. She hoped this expedition would “improve” and develop
herself “as a human being”. She looked forward to talking to people from

different places and improving her interpersonal skills.

This was not the first time out of the UK for Simone, as she had been to Italy and
France on school trips and once to Paris with friends. During the expedition, she
told me that she would really like to return to Ghana and to travel to other

countries as well.
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Stuart

Stuart joined the expedition as a 25 year-old self-funded venturer. His father
was in the army and he lived in Germany between the ages of 1-4 and 7-10, with
his mother and two older brothers. The rest of his youth was spent living “all
over the UK”, until the family settled in Yorkshire in 2000.

Stuart worked steadily from the time he completed his GCSEs until he joined the
expedition. Several of those jobs involved working in, and managing, off-
licenses. More recently he has worked in the customer service department for
an Internet Service Provider. After working solidly for eight years, Stuart was
looking for a career change — one that had more of a humanitarian focus. He
thought Raleigh was a good fit, as he wanted to go to Africa and do charity work.
His plan after the expedition was to try and continue working for a charity or
NGO. At the time of our final interview he was managing the shop at a National

Trust campground.

Stuart has many interests, some of which include: computers, photography,
reading, GPS, World War II, snooker, and football. Apart from his time in

Germany, Stuart has also been to Malaysia to visit one of his brothers.
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Sylvio

Sylvio was an 18 year-old self-funded venturer. He took a gap year and joined
the expedition shortly after completing A levels in English, History, and
Economics at boarding school. Sylvio grew up in the south of England with his

mother and brother in their family home.

He is particularly interested in the arts (music, literature, and film) and has
travelled all over the world on family holidays and school trips. Last year he
spent a month travelling with friends through Peru. He had seen the publicity
surrounding Prince William’s Raleigh expedition and had compared different
organisations on the world wide web. Sylvio knew he wanted a structured year-
out activity that blended service and adventure, and felt that Raleigh was a good
fit. '

After expedition, and before starting university in October 2003, Sylvio worked
as a waiter in England, did a Divemaster course in Thailand, and took a language

course in Italy.
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Gordo

Gordo was a 17 year-old self-funded venturer. He grew up in rural Scotland with
his parents, older brother and two sisters. The Raleigh expedition was part of a
gap year that Gordo was taking after completing seven Scottish Highers in a
variety of subjects. He attended a state school.

Gordo is huge football fan and loves playing rugby and cricket, as well. He has
travelled to Europe several times on family holidays to France, Spain, and
Portugal. He first heard of Raleigh at a university fair, where there was a gap
year stand. After reading the different brochures, he and his parents settled on
Raleigh as it appeared to be the most organised and “medically sorted”. He
hoped that the expedition would help him grow up, mature, and gain some
independence. He felt that there was room for his social skills and self-
confidence to improve as well. It was important to Gordo that he do “something

good” with his gap year, by helping others.

After the expedition, Gordo worked for a couple of months before going to New
Zealand to work, travel, and play rugby. He started university in the autumn of

2003.
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Friio

Friio was a 20 year-old YDP venturer from the west of England. He is an only
child who lives on his own in a supported flat. He is in close contact with both
his parents, who are divorced and live close by. His pastimes include playing
football, reading Harry Potter, playing computer games, and listening to pop

music.

He completed eight GCSEs and an NVQ in Information Technology, before
doing a level II key skills course in Communication, Numeracy, and IT.
Workwise, Friio has collected glass, worked as a security officer, and done odd-
jobs. At the time of our last interview he was looking for work at the local job

centre.

Friio had a friend who went to Ghana with Raleigh and was intrigued by his
photos and stories. At around the same time, Friio visited a nearby Raleigh
office and remembers seeing a poster of several venturers on a glacier in Chile.
He said to himself, “that’s going to be me one day”. Friio felt as if his life was
going nowhere and he wanted to get out of the unproductive cycle he was in. He
hoped the expedition would offer opportunities to interact with other motivated

young people and to work as a team with those people.

As it turned out, Friio left the expedition after five weeks, as he was very
homesick. Although he did not complete the expedition, he felt that he had
gained a tremendous amount and did not feel disappointed or upset by his
decision. He made it clear that he wanted to remain in the study and met me for

the final interview, six months post-expedition.
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Dale

Dale was a 20 year-old YDP venturer from northeast England. After his parents
divorced when he was a young boy, he lived in foster care from the age of 7 to 16.
He has one younger brother. Dale lives in a supported flat not far from his
mother, whom he sees regularly.

After leaving school at the age of 16 without any GCSEs, he attended two colleges
as part of a programme called Foundation Tracks. Dale is a very energetic

person, who enjoys all forms of highly active sports.

Dale found out about Raleigh through people he knew who had been on
expedition. He had been involved with Active8 in the northeast for two years, on
and off, and it was they who encouraged him to go on expedition. Dale wanted
to go on expedition to “do something”, as he was “bored” with his life. He
wanted to be busy and hoped that the physical labour on the expedition would

make him stronger and more muscular.

As a young boy, Dale went to America and Portugal with his foster parents.
While on expedition he was particularly close to the Ghana venturers — more so
than other UK venturers. At the time of our final interview he was unemployed,

receiving £84 a fortnight support from Social Services.
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Rufus

Rufus joined the expedition as a 23 year-old YDP venturer. At the age of five he
and his family moved from Bangladesh to London. He is the second born of five
children. Although his parents still live together in at the family home, Rufus
recently moved to his own supported flat.

Rufus got involved with Raleigh through Motive8, where he was encouraged to
go on expedition by one of the youth workers. In fact, Rufus came on the
expedition to Ghana just four months after completing six months of
rehabilitation for his addiction to heroin and crack. He used drugs for two and a
half years.

Although Rufus did not take A levels, he completed his GCSEs. Since the
expedition he has completed adult education courses in film production and
counselling. He started a diploma in film production in September 2003. Rufus
also wants to see more of the world and looks forward to more travelling, once
he can get some money together. He has been to Bangladesh twice on family

visits.
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B. Consent form & Invitation to participate in study

"Overseas Youth Expeditions"

Consent form for participation in research study

The following information is provided for you to decide if you wish to participate in this
study. You are free to withdraw at any time without affecting your relationship with
Raleigh International, their staff, or the researcher. By returning this signed consent
form you will join a pool of venturers from which a small number, but a wide variety, of
participants for the study will be chosen (i.e. you may not end up being part of the main
focus group).

The purpose of this study is to learn more about what venturers gain from expeditions
and what elements of an expedition contribute to these gains. The principal source of
data is five short, tape-recorded interviews with expedition venturers. The interviews
will take place seven weeks before expedition (during the challenge workshop), three
times during expedition, and six months post-expedition. Venturers may be
interviewed one on one or in small groups.

The researcher will comb the interview notes for meaningful statements and common
themes that emerged from the conversation. From this data, the key elements, or the
"essence”, of an overseas expedition experience will be interpreted and reconstructed
through the written text. Before this report is submitted, a draft of the interpretation of
these interviews will be sent to each participant for verification. If participants are not
satisfied with the report, they have the opportunity to make suggestions as to how the
text can be altered to become a more credible representation of their conversation.

Do not hesitate to ask any questions about the study either before participating or
during the study itself. Your name will not be associated with the research findings in
anyway and your identity will be known only to the researcher.

Please sign your consent with full knowledge of the nature and purpose of the

procedures. You must be at least 18 years old. A copy of this consent form will be given
to you to keep.

Name: Signature:
Email address: Date:

Mailing Address:
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Research Invitation

Dear

My name is Simon and, like you, I will be going to Ghana this autumn on a
Raleigh expedition. My principal job is to conduct a research study that will

hopefully help Raleigh understand more about how overseas youth expeditions
work.

I have the study all planned and just need the final ingredients - participants!
Are you interested in being part of this project? Of course, you are under no
obligation to take part, but I would be delighted if you would. It certainly won't
take much effort on your part - just having a few conversations with me.

Along with this invitation there is a consent form that describes the study in
more detail. If you are willing to participate, I would be grateful if you would
mail the consent form back to me in the envelope provided as soon as possible.
Should you have any queries you can email me at simon@raleigh.org.uk or call
me on 0208 741 2156.

I look forward to meeting you at the Challenge Workshop!

Simon Beames


mailto:simon@raleigh.org.uk
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C. Ghana — country profile

Roughly the same size as Britain, Ghana is a situated on the western
coast of Africa, bordered by Burkina Faso to the north, Togo to the
east, and Cote D’Ivoire to the west. Ghana possesses a varied
landscape, characterised by a sandy coastline, lush rainforest in the
south, dry savannah-like land in the central and northern, and
highlands in the southeast. Perhaps the most noteworthy physical

feature is Lake Volta, the world’s largest human-made body of water.

Of the 49 languages recognised by the Ghanaian government, seven are
official - the most common being English and Twi. The two principal
religions are Islam and Christianity, with Muslims predominant in the
north and Christians more concentrated in the south. Religions aside,
there remains a strong infrastruqture of village chiefs, tribes, and

kings.

In 1957, Ghana became the first sub-Saharan country to gain
independence from its colonial rulers (Britain). The forts along its
coast are grim reminders of the African slave trade, where millions of

slaves were shipped to America and the Caribbean.

Although many Ghanaians are subsistence farmers, one would be led
to believe, while travelling through Ghana, that most people make their
living selling goods and produce on the side of main roads. Gold is

Ghana’s biggest export, with cocoa a close second.
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Ghana has a typically hot equatorial climate. It is normal for daytime
temperatures to surpass 30°C. In the south there are two rainy
seasons: one between April and June, the other in October. Further

north there is one rainy season from May to September.



238

D. Ghana projects

Community Projects

A1 — Northern Region - latrine construction

Professional Network is a Ghanaian NGO started in 1994, focusing on water and
sanitation programmes. The organisation is largely supported by the UK charity
Water Aid and involves working on ventilated pit latrine projects in the Wa area.
Unlike other static projects, Alpha 1 was based in a different community in each
phase. They spent the first phase in Tindoma, the second phase in Gbumgbum,
and the third phase in Wa.

A2 — Afram Plains - school refurbishment

The group worked with the Afram Plains Development Organisation (APDO)
based in Donkorkrom. APDO is a Ghanaian NGO under the umbrella of the UK
based NGO, Water Aid. The APDO have secured funding from UNICEF for the
construction of a series of ventilated pit latrines and urinals, and the

refurbishment of a number of schools.

A3 — Greater Accra - school construction

Action Aid is a UK charity with a focus on sustainable development and
promoting health and education. Raleigh International worked with Action Aid
in the Ga region for the first time during the previous expedition. This project
was entirely focused on building a school in the community of Bebianiha — only

a 9o-minute drive from the capital of Accra.
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Environmental Projects

A4 — Mole National Park - infrastructure projects

Alpha 4 worked on a variety of projects at Mole National Park. Work included
building speed bumps on the main entrance road, clearing campsites, and
upgrading a road that will enable tourists to gain access to a remote region of the

park.

A5 — Beyin - turtle conservation project
Alpha 5 worked with the Wildlife Society of Ghana on the southwest coast. The

main work consisted of building turtle hatcheries in order to encourage turtles to
lay eggs in a protected environment. The hope is that this will increase the

number of turtles in the area, which would in turn stimulate tourism.

A6 — Bui National Park — refurbishment of tourist accommodation

Bui covers the catchment of the Black Volta river and is home to primates,
antelopes and a significant hippo population. The group worked with the
wildlife Division to refurbish an existing guest house facility at Bui Camp, using
timber rescued from old buildings. The park officials hope that decent
accommodation will encourage fee-paying tourists to stay longer in the park

when they come to view the hippos.



240

Adventure Projects

A7 — Trekking in the Volta Region
Groups trekked on the escarpment of the Mampongtin Range, exploring

Bushman’s Cave, Pride Rock, and the shores of Lake Volta. The trekkers stayed
in villages en route, experienced the variety of rain forest and open grassland,
and spent three days climbing and abseiling. The group spent the first week

canoeing on Lake Volta.

A8 - Trekking in the Eastern Region

Alpha 8 spent a week in the area of Amedzofe, exploring the waterfalls and
villages, before trekking to the village of Gbledi - a distance of approximately 45
miles. The phase finished with the group climbing Mount Afagjato and walking
to the WIi Falls, where they spent the last few nights of the phase. In the middle
of the phase, the group canoed for a week on Lake Volta.

A9 — Trekking in the north-eastern Volta region

Alpha 9 trekked in the mountainous region of Nkwahta, in a National Park
characterised by a mixture of rainforest and grassy savanna. The park, which is
near the Togo border, is relatively new and unexplored and offered opportunities
to cut new trails. With the help of Wildlife Division guides, the group visited
waterfalls, remote villages, and climbed the highest peak in Ghana. Each phase
culminated with a week’s canoeing on Lake Volta.
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Theme

Category Description Positive Tag YD | SF
Examples
Expect- Hard/ Expedition life will I think it’ll be really | Hard M| 3 1
ations challenging | push/test them ?ard...l want to Fla |2
est myself
Venturer Living and working T've never been Div M| o 3
diversity with YDP, FR, HCV, with homeless
and IV people before...it’s F|3 2
good to get a mix
of people
Cultural Living and learning T'want to see a Cult Ml o 3
immersion about a completely different way of life
different culture Fi3 2
Giving/chari | Helping make others’ | I'd like to do Serv M|1 3
ty/service life better something for Fl1 o
other people
Hopes Increased Increases in self- An experience like Intra M| 1
intra- esteem/confidence/ this will increase F
personal Concept my confidence 2 2
skills
Personal Increased wisdom, It'll make you more | Grow M| 1 2
growth worldview, maturity | open-minded F |2 3
Increased Better able to work in | Working in Inter M| 2 1
inter- teams, lead others groups...and where F
personal I fit into a team 2 2
skills
Friendships | Making friends I hope to make Friend | M| 1 0
some new friends Fl1 1
Reasons | Escape from | Need to get away I can’t wait to get Esc M| 2 1
for currelnt from bqﬁn%, negative, ¢11way ...I could
s socia or unstimulatin eave tomorrow F 1
COnE structure social pattern ¢ 3
Onceina Indefinable To see new Once M| 1 )
lifetime opportunity of a things...an
experience lifetime — significant | opportunity you F|3 1
life event can’t miss
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Round Two Themes
Categ- Theme Description Positive Examples Tag YD | SF
ory
Venturer Living and working with | It’s so cool that all of us | PV M| 1 2
diversity YDP, FR,HCV,and IV | gre so different
F |1 2
Service Feels good/important to | It’s great to be helping | Serv M|1 1
s help others these people 713
-]
® [Good group Likes positive influence | I think our group is the | Group | M| 1Xx | 1X
a of group best...we all get along F |3 3
@ | Hard/ Expedition life wiil Living out here — Hard | M| 2 2
= | challenging push/test them working, cooking, etc... F|3x |2
o= it’s really tough
@? Dis- Overwhelmed and up The first few days I was | Dis M| 3 1X
equilibrium and down overwhelmed F |4 3x
Cultural See/discuss how other | I love talking to the Cult M|2 1
exchange people live, work, Ghanaians about what F |3 1
believe they believe
Reverse fish Surprise/ annoyance at | I don't like being Fish | M
bowl being the ones gaped at | yatched 24 hours a day 13 >
Project is Emphasis on individual | The group is more Teami | M 1
- secondary and group first important than what F 1
7)) we’re actually doing
@ | Treated like Like feeling important We were treated like Royal | M| 2 X
& | royalty kings! (A good thing) F
@ Unfulﬁl]lng Not as fulﬁllmg as I don’tfeel like I'm Unful M| X 1
] project expected...lacks purpose | needed. F |1 1
Western Aware of issues/history | The Africans want to West | M 1
influence surrounding westerners | byild but they don’t F
ideals in Africa know how to clean up
the mess
Learning about | Understanding how one | I didn'’t realise how Self M 1
self ticks — habits, strengths, | much personal space I
needs needed Fl1 1
Appreciate Not taking this for I will love my shower at | ApPP M1 i
home comforts | granted..like how home!
Ghanaians live with less F |3
Inter-personal | Better able to work in Some people can’t be Inter M 1
O skills teams, lead others — bossed around when
= understand dynamics you're leader F 1
”
8 Experience of a | Onceina lgeti;ne or This is the experience of | Exp M|1 1
1 1 rare, lmportan y 1
B lifetime experier?ce a lifetime F 2 e
® | Learning life Practical skills to be When I get home I'm Skills | M| 2
@ | skills used back at home — always going to eat
cooking, washing breakfast F
Tougher Better able to endure It'll be no problem if I Tough | M| 1 1
hardships at home and have to work hungry or
work sleep deprived F 1
Growth Becoming a changed, I have already changed | Grow | M| 1 3
fuller person
F |3
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Round two (cont...)
Category Theme Description Positive Examples Tag YD | SF
Locals are Host communities are | They gave us gifts - Grate | M| 1
C: grateful appreciative of they were so generous F
=] Raleigh’s help. 1
() Adapting to | Getting used to The heat doesn’t bother | Used | M| 1 1
E_ environment | camping, the heat, me as much now.
l¢) ete... Fl1 1
Ug Fun Enjoying the time I'm having a lot of fun Fun M 1
]
n F|1x |[3x
g‘ Amazing Incredible, amazing Everyday has been Wow | M| 2 X
time fantastic F |2 1X
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Round Three Themes
Theme Description Positive Tag SF
Examples
Personal growth | Adventure phases was Trekking is about Trek 2
is main goal of primarily about learning | us, whereas the PD
adventure phase | about yourself and the other phases are
group. In the other about helping others 2
phases the project is most
important.
Personal In all Raleigh phases I hadn’t realised PD #1 1
development personal development is | that all phases of a
paramount goal | the goal. Each phase is Raleigh project are
in all phases merely a different avenue | primarily about 1
to access this growth. personal
development
Separation from | Similar emotions to I loved my old group | Sep 1x
phase one group | induction week: and didn’t want to
separated from normal leave them...it was
social pattern - feelings | hard 4
o of disequilibrium
] Being in Africa The experience has fewer | I was just walking Norm
@ | feels normal qualities of ROP down the road and
= transition. Forgetting suddenly thought,
<%} that one is in rural Africa. | “wow, I'm in 1
— Africa...I'd forgotten
that”
Unclear on what | Confident that some I think I'm learning | Process 1
is being learned learning is taking place, a ton - but I'm not
and gained. but unsure how this sure what exactly
experience is affecting that learning is 1
their lives
Staff influence Staff team plays a huge I didn’t realise how | Staff
role in influencing the much the staff
experience — particularly | would affect our 1
how they get on phase
Can re-invent self | Each phase is a fresh It was like starting Fresh 3
each phase - opportunity to learn from | from scratch each
ready for a new venturers, place, phase
change, new hosts, staff, project 4
learning... activities
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Round three (cont...)
Theme Description Positive Examples | Tag SF
Positive impact on | Feeling welcomed and We were always s M 3
host community appreciated by hosts, made very welcome
Their lives are better for F 2
us being here.
Fulfilment linked Venturers who clearly I felt good to know | Worth | M 2
to project understand their role and | that we were
worthiness how it affects the lives of | helping reduce
their hosts are more trachoma in their F 2
settled, invested, village
motivated
Artisan support Local tradesmen that He told us we were | Art M 1
linked to praised and included doing it wrong and
motivation and venturers kept morale made us do it again F 3
investment high
Raleigh catalyses The job would get gone As soon as we Cat M 2
project with Raleigh, but perhaps | started working on
= not as fast. Raleighlends | the school, half the F
] importance to the project. | community showed 2
8. up to help
® | Start to finish Motivation, investment It was so cool to see | Whole | M
9'_ involvement greater when involvement | our progress every
is from start to finish — day... All the. F 2
increased variety of jobs | different jobs really
kept it interesting
Idleness Too much free time is not | Too much chill-out Idle M 1
good time and we started
getting irritated F
with each other
Deciding how Educational gains are We ended up doing | Dial M 1
much work willbe | increased by venturers more work coz it
done deciding how much work | was up to us how F
they will do. hard we pushed 2
ourselves — not
someone else
Environmental Let down by lack of I was expecting to be | Env M
phase animal contact, working with
disappointment conservation work in animals, but we’re F
environmental phase Just building...
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Theme Description Positive Tag SF
Examples
Gaining Gaining practical skills | Doing my own Indep | M 1
independence and | and confidence to take | laundry and cooking
self-reliance care of certain tasks at home will seem v
previously neglected or | easy when I get back
done by someone else
Increased More sensitive and It’s really difficult to Aware | M 2
awareness of aware of imbalances of | not hand out food. We
ethical issues of power between have to focus on what
aid/ development | different cultures and we came there to do E 4
work classes
Learning about Understanding how one | I didn't realise how Self M
self ticks — habits, much personal space I
strengths, needs needed F 1
Increased Admiring Ghanaian I love their community | App M 2
appreciation of society’s cultural and spirit -I'd love to have
Ghanaian values family values some of that back F
@) home
=] Interpersonal Better able to work with | Some people can't be Inter | M 3
e=e | skills groups of people — bossed around when
e particularly those with | you're leader...If I was F 1
=) mixed cultures at home I'd never
E hang out with
o someone like him
@ | Tougher, more Better able to endure It'll be no problem ifI | Tough 1
resilient hardships at home and | have to go to work
work. More able to hungry or sleep F
confront daunting deprived
tasks.
Intrapersonal Increased self-esteem, Doing all of this really | Intra M 1
growth self-confidence gives me good feelings ¥
1
about myself
Creating Happy that stories and | Now I can say that Mem |M
memories memories are being I've been rock
created — for sharing climbing in Africa F
later
General personal | Becoming a changed, I have already Grow | M
growth fuller person - wiser, changed...I'm growing F
more mature every day
Career clarity Gaining a greater Now I now that I want | Career | M
understanding of what | to get into youth
they want to pursue development work
academically or in the F
job market
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Round Four Themes
Theme Description Positive Tag YD | SF
» Examples
Wonder if they Venturers suspect they | I think I've changed a | Change 2 2
have changed may have changed lot...it'll be
through this interesting to see
experience what my friends 1 1
think
Anxious/worried People are worried Going home is going | Return 2
about return home | about fitting back into | to be so weird...I'm
old world...fitting in, actually dreading it
feeling comfortable 3x |3
Anticipating Expecting to find the It won’t seem normal | Banal 1 1
reaction to day to day to day, banal to have a shower or
day UK activities activities novel go to the movies
(showers, shops, 4 o
technology, grocery
stores)
Felt proud to Like being part of You really feel part Occas
belong to well- important, visible of something
c known organisation | organisation with important with
& vehicles, T-shirts, etc... | Raleigh 1 1
o
]
P—i Looking forward to | Really looking ahead to | I can’t wait to go Home 1
== | going home returning home...may | home!
also have had fill of
Raleigh 1 1
Staff influence Staff team plays a huge | I didn’t realise how Staff 2
role in influencing the | much the staff would
experience — affect our phase 1
Not returning to When they return It’ll be different coz No 1
-original social home they will be I'm usually back at OSP
pattern starting a new life: school in January...I %
school, job, etc... won'’t know what to
do!
Second change- People were much At the first change- 2C/0 1 1
over was easier more able to leave over we didn’t want
their previous group to leave each other.
and start work with This time it was like,
their new group “see you in three
weeks!”
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Theme Description Positive Tag FR
Examples
Community Venturers valued It has beensocool | Comm | M
Interaction communities where the to hang out with
locals shared with them, | them and try their F
worked with them helped | food...they are
them, grateful that we’re
here
Fulfilment linked | Venturers who clearly Seeing their school | Worth M 1
to project understand their role destroyed really
worthiness and how it affects the made it clear that
lives of their hosts are they needed us to F 1
more settled, invested, finish the new one.
motivated
Physically Venturers liked the I loved feeling Physical | M
boes demanding feeling of working hard, | completely
= getting stuck in. knackered at the F 1
® end of the day
g o) Accommodating Challenging to cater to It took her three Ability M
m | different abilities | those who were times as long to
(=) physically not up to the walk the same F 5
e demands of distance...it was
g mentally very
= challenging
Third phase has Feeling that the third This phase feels Easy 3 M
balance of work phase is easier, more easier than the
and play chilled out, relaxed, fun others F 3
Staff too laissez- The staff sat back too They should have Laissez | M 1
faire much, to the point where | stepped in before
group dynamics stuff got too out of F 1
disintegrated control
considerably
Projects must not | Even though Raleigh is I came here to Project | M 1
be under-valued about personal work and if I don’t
development, they have it would be an F
come to work hard on insult to those who
_project sites - sold supported me
sponsors on this concept
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Theme Description Positive Examples | Tag Y | SF
D
Gaining Willing and able to take care of | Doing my own laundry Indep M|1]|1
independence | certain tasks previously and cooking at home will
neglected or done by someone seem easy when I get back
else F 2
More to life Decided that life is not just Now I think that it’s Enjoy M 1
than work about work and that one must important to slow down
find a balance between work and enjoy your work more
and rest/play F 1
Seen some of They have had their eyes I feel like I've been “out World M
the world opened to how much of the there” and seen some of
world lives - outside of their the world F 2
community, UK
Inter-personal | Better able to work with groups | I've learned to be more Inter M 3
skills of people patient with people
F |1 ]2
Tougher, more | Better able to endure hardships | Itll be no problem if I have Tough M |1
resilient at home and work. to go to work hungry or
sleep deprived F
O Intra-personal | Increased self-esteem, self- Doing all of this really Intra M|1 |1
growth confidence gives me good feelings
E'. about myself F |1 |1
& Won't realise They will ha've a much greater I have no idea how this Later M 1
() learnings until | understanding of how they has affected me...maybe
a later have been influenced by I'll know in a few months F |1 |4
= Raleigh in a new months
7)) General Becoming a changed, fuller I have already Grow M|1 |1
personal person — wiser, more mature changed...I'm growing
growth every day F |1
Learned about | Learned about and got along I've learned as much UK M 1
UK with people from other parts of | about UK culture as I have vent
the UK about Ghanaian
F 1
will Have realised they are lucky to | I will never take a shower | Grate 1|1
appreciate have supportive friends/family | for granted again...I'm so
home more and physical comforts lucky to have a great
family F |2
More willing Will be more willing to step I think I'll be more Mot M1
to try new forward and try new activities, motivate d to try new
things challenges things when I get back F 2 |1
Finishing People are happy and proud I can’t believe I've actually | Achieve | M | 1
expedition is that they have stuck it out. done it!
great They have a badge of honour.
achievement F |1 |1
Career clarity Gaining a greater Now I now that I want to Career M| 1 |1
understanding of what they get into youth
want to pursue academically or | development work
in the job market F 2
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SjuamIad[H

Theme Description Positive Tag 'Y |SF
Examples D
Easy It was very easy, fitting back I just slid right back in — | Easyfit | M 1
adjustment into old social pattern no problem
F 2
Hard It was difficult to adjust back | It was so hard for the Hard- | M| 2
adjustment into life as it used to be, before | first few weeks - I felt fit
Raleigh like I didn’t know my Fl2 1
friends
Quick After an initial few days of The first few days were a | Weird | V[
assimilation | feeling strange, there was a bit weird, but then I got | /3ssim g 2
after initial rapid assimilation into old back into the old routine
weirdness social pattern very quickly
Unhappy in Not happy being back in the I hate being back in the UK M| 2
UK UK - want to be back in UK - I want to go back Fl2 2
Ghana
Feels like a In retrospect, it feels like the It feels like I never went Dream | M| 1 1
dream expedition never happened — like it was a dream F |1 2
Expedition is | Expedition could not be There is no way we’ll Event | M| 2 1
unique event | organised on one’s own —it's | ever do anything like this F |2 1
an irreplicable occasion with these people again
Common The expedition brings Raleigh brought so many | Com- | M
purpose different people together fora | different people together | purp
worthwhile reason F 1
Cultural Living with the Ghanaians was | I loved the Ghanaians — Cult M1
exchange important they made it so good F |1 1
Follow-up Post-expedition debriefing They should offer those Follow | M| 1 1
sessions sessions are important, Sfollow-up sessions to F |1 1
needed everybody
Venturer The rich mix of venturers was | I never would have Div M
diversity a key element mixed with so many F 3
kinds of people
Ghana was The physical setting of the Those waterfalls, the Place | M| 1
beautiful expedition was stunning elephants, and sunsets F
were incredible
Others’ Concerned about others’ I wonder if people will Event | M| 1 1
perceptions perceptions of them upon think I've changed M
returning
Semi- The experience is not over- You needed Raleigh to Semi- | M| 1 1
structured organised — there is freedom, organise the activities struct | g 1
adventure autonomy and downtime and bring us together
Physically Part of a Raleigh exped is I loved being exhausted Phys | M 1
hard work being exhausted (and that’s at the end of the day
good) F |2 2
Basic food Being self-sufficient with only | It was the whole “getting | Basies | M | 1 1
and shelter fundamental resources is back to basics” thing that
important was so good F 2
Facing Not being able to walk away If you were mad at Deal | M| 1 1
interpersonal | from interpersonal conflict — someone, you couldn’t
conflict dealing with them Just walk away from F
them.
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One on One on ones are good for The one to ones were a 1-18 M
fl'l ones raising issues good check on how we
e ; F
o) e were doing
Unfamiliar | Overall unfamiliarity is It was tough to change Unfam | M
a people, necessary though not always groups, but we knew it
® place, task | wanted was an important part F
E- Processing | Venturers made sense of their | I figured a lot of this stuff | Talk | M
@ | through experience by informally out by talking with
~ conversati | sharing and talking with each | people when we went for F
8 on other water
E_ Helping People felt good about helping | I just really enjoyed the Help | M
: people others feeling of helping people F
= | Processing | Venturers made sense of their | Ijust figured out whatI | Self- | M
through experience on their own learned on my own proc
reflection F
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Theme Description Positive Examples | Tag Y|S
D|F
Unsure how Still unsure of how their It’s hard to pinpoint Unsure | M
influenced life may have been how it’s affected me — I
influenced by the don’t know. F 2
expedition
Greater sense | Have a greater sense of People accepted the real | Me M (3|1
of self who the real them is me. Now I know that I
can be me all the time. F -
Appreciation Greater appreciation of I am more aware that | App M (2|1
of UK life every day conveniences in | over here we have clean F 1
the UK drinking water, plenty
of food, nice clothes...
Proud of Proud to have been part of | I feel proud to have Proud M [1 |1
accomplish- something worthwhile been part of this F 1
ments ~helping others expedition that has
helped others.
Increased More friends, increased The friends I made on Net- M
social network | support once back in the Raleigh have given me | work F 1
@) UK so much support since
- I've been back
= | Increased Increased ability to get on | I am more comfortable | Inter M (1|1
8 interpersonal | with people they don’t hanging around with F
B skills know so well people from different 1
® backgrounds that I
w didn’t know before
No change Feel that they have not I am the same person M
from exped changed at all for going on | that I was before No F 1
expedition expedition change
Increased self- | Increased confidence in I am definitely have M |1
confidence one’s abilities more self confidence in | Conf F 2 |1
everything I do
Greater clarity Gained clarity on I had never considered Career M 1
on career job/career direction going to university F 3
before the expedition
More willing to | Now much more willing to | When friends suggest Try M 1
try new things | take initiative and try out | things we can do F 3|2
new things in new places together, I just say yes
to things now.
Self-reliance/ More able to do things on | Now I don’t mind going | Indep M 1
independence | one’s own to the movies by myself. F
Not getting Did not gain the outcomes | I don’t think my No Rhet | M
rhetoric ‘promised’ from Raleigh leadership or F 1
teamwork improved at
all
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Examples of interpreted interviews

Interview A (Friio, first phase, third week of expedition)

AR '
Alpha 7, October 25, 2002, Akuase — Climb site

Induction

Current adventure project

) i)
(‘:;y.?' i

It didn’t sink in for the first few days...I was still like, “wow, this is Ghana.

When we went to Shai Hills it started to kick in that this was the expedition.

[t was absolutely\,hﬂ'f{ant when we got on those buses that looked really

- dodgy. At the airport thatayast StrAnpePABIEdane were: doing, I

pEﬂf”"d‘fﬁ%"fh%‘ took loads 0 photos.

en we got to Shai Hills 1t was like work and to show myself what I could

do. During the walk I was sweating bottles. I’'m used to walking but not in

this heat. It was like “wow, I never thought I could do this”.

The first night camp was pretty good cos we separated ourselves from the

other group. But it was good cos it meant we found out about everyone else

and why they came on Raleigh. .

We got the chance to go up to the Bat Cave, which wa ."Baboon

Camp was out of this world —W@ﬁfﬁgﬁ‘ﬁ%&_ i }J got\some photos of

them Ihope When we got back to camp iESFASTABItHY silfel
@g@{ﬁmgs ;;;; g We were there for three days and

d1 n tdo anything. When I'm in a place for too long I get...awwwhhh

(bored).

And I had my first shower, which was like heaven. But I had to go down with

a bucket which was awkward, but did feel like bliss.

Then we went to Guide Camp, which was the start of it really. It sunk in that

for the next nine weeks it was “here we go!”. It’s going to hard, it’s going to
be fun, I'm gonna have the highs, ['m going to have the lows.

‘?Lm weman o \IPIGRAT
20 h ome and have som
with it.

[ played my Walkman, which eased it a bit...and when you look at the photos
you think, “ooh, I was wigh was thege”. No, it’s been good. ['m still feeling
a bit of it (homesickness)2} ”13\

Canoeing was hard — very, very hard. Especially when at midday it’s getting
hot, you go to sit on the plastic seat and it’s really hard.

Group influence

We’re worked really hard as a team through the canoeing phase. You know
how you get the forming, storming thing? We hit the storming stage. We
went through the lows of a team and argued the hell out of each other. But, I
think that’s what you get everywhere you go....everything’s not going to run
smoothly, ever. I think that didn’t help with me feehng down.

gavWﬂM
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Culture
e There’s such a culture shock around Ghana as well. We went and had a look
- around the village and I thought I’d go back a bit early and we got near th ﬁ OL
school. The school kids came peltmg out — they just wanted to touch you.
had four hands trying to hold on to mine and [ was trying to carry a water
bottle as well. So one of them carried my water bottle and all of these hands

would neverhappen m“E'rrgIand

Story of kids moving backwardwr.d forwards while trying to take a photo

upiandithey, ve given you:

. We went mto Jemini, near Lake Volta, and I nearly got married off. We were
in the market and they said if you come back tomorrow, they’ll have a
beautiful wife for us. Hopefully, they were joking...I don’t think will my dad
would be too impressed.

e When you go through the villages — they start waving to yougallffieikids
AR Ul ture shock.

Were you prepared?
o I don t thmk [was! I was motivated to do it, to push myself. [ want to do this

EanEmfamilytobe:proud:Tivedones something:toschange:my:life; QYR
They’d be proud of me no matter Wh ' | \
Experience of a lifetime?
e When you’re in England you can do anything for a rush. You can go on a \_
roller coaster for mne \goeeks if you wanted Bu '
" R R St s e
3 % R CT T e‘; b

JLute NiEaeett u’ve got rain forest the
ﬂl the hu vast man~made lake in the middle
@WQ‘QQ Culture — the villages that’ve probably never seen a white

Whenxyou drive though’the vrllage they’re like “wow” and

a}*b(;_\ivx» -g'l!:ﬁ? y S =S, g
d not being in the same place — you’re moving around Ghang and seeing
the whole country. o 3(

Living conditions
e The food side of it — even if you’re living on your own or living as a group 1&?&
you’ve got to learn how to budget your food. ¥ou’ve got to learn how to cook

ﬂlt«as%well [ think it’s a good experience.
e [’'m used to living in tents but not for nine weeks! It’s a weird exPerience —
nine weeks in a tent.

Talks about learning to cook, budget, and sleeping in tents

w2 il
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Interview B (Lily, third phase, ninth week of expedition)

BEE+ - Dec. 6, 2002, Alpha 2, Samanyhia — school refurbishment

How is phase 3 matching your expectations?
e The community phase I thought was going to be the whole expedition: working in
the villages, schools, latrines...that was it :basically.
e But it’sza:l6t more better than I thought it was coz we get to do teaching and spend
\N_\ a lot of time with the kids and the community. _And the work — I think because
G  two phases have actually been here it’s not as hard. We’re just painting and stuff.
We’re not digging like we thought we would be doing and stuff like that. But, it’s
still quite tiring. ..
SKB — you were expecting the whole ten weeks to be like this?
e Yeah, That’s the idea I got off the workshops and stuff...that it was all building
and working in communities. I didn’t realise there was an environmental
,  (phase)...
\gKB so you like this community phase a lot — maybe even better than you thought, but
k5 not as long as you thought it was going to be. Is that a good way of summing it up?
Yeah...I think the community phase — but you can’t tell anyone in Alpha 5 — I
think it’s a lot better than Beyin, I think...Beyin was great but you d1Wo
socialise:with the people-like you do here. BV
You get to spend nearly the whole day with the kids. And you never got to do
things:where you realise ping...that sounded really wrong. .

o Likethe teaching. Kids are going away and we’re giving them words to M .
remember -and the following day they know the words and how to put it in a
sentence Which you wouldn’t expect...

SKB - and you don’ t get that kind of satisfaction from building a parking lot?
 Nogreally I-was teaching'the boy: dggn:the road — Wisdom — how to read a bopk
andiaskifig him the questions in the book. And I seen him this nz ng wxie 1 (IK\\J

went on a walk and it was like “quarrelling”.

¢ He knew how to spell it, what it meant, and remembered it./And that’ hke two
days. So, it’s very impressive.zlttmade you feel really good too. Coz he was like,
“I.can:put it in this sentence and fhis sentence”. And you were, “wow, that’s
pretty smart”.

What’s it going be like, going back to your old world?
e Really; really hard. Really difficult because you’ve got that used to Raleigh life.
EvénTike showers and stuff like that...I'm going to probably Teel guilty the first

4 0 q ré time-F get in the shower coz Ttbe-like “I could have just filled up a bucket!”. M
-(6@ e I don’tknow. It’s going to be really different coz I’ve got used to so many

TQ ! / different kinds of people and I’'m going to be going back to the same people that

f\B [’ve known for a while, but are really different.

”M /M o It'll definitely be scary, but I think it’s going to take me at least a few weeks to

actually Teel comfortable when [ go home. W .
e And it’s around Christmas time too, so it’s perfect! Oh God, I just know it’s ///

going to be hard. [t’s qui
SKB - Is th e same kind of feeling that you had when you were coming here — the

same kind of emotion?

)
ch& 7
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e It’s quite a similar feeling.

o SKB waffles about “normal to be in Africa” theme
e [ do think that’s weird. Wl-\%\’éwas coming out here it was like, “101 reasons \0
why I didn’t want to come ”. But because [ have got u it 1t's ]

going to be weird going home coz I won't be getting up at five in the morning and
won’t be going to get water... :

o [like it, the way it is now. I hate change. I’'m not very keen on change. I’d be
quite happy doing this for a few months. }

&g&f

How do you think this expedition wj p{luence your life?
¢ Ummm...made me open-min en I go home [’m not going to take a lot for

granted. Which 1s easy To say, bt I know I’m not.
o The people I've met out here too, have been a big influence. When I go
*{ «  home...I’ve picked up so much from certajn people thike vocabulary and

stuff like that - just a-way of thinking £ {0
SKB — is that what you mean by being open-mhdéd?
e Yeah

SKB — open-minded towards other people or other ways of thinking?
e Everything. Thinking, doing things...definitely culture...I’m going to miss the
heat too. Iknow it’s going to be freezing in Scotland...I can’t sum it up...
SKB — I'm looking forward to chatting in 6 months and seeing if any of this has become
clearer...

e Lknow I've changed, but I can’t explain_- just what you said really (dif 1cuﬁ1}t\§/,

p‘mh). I know when I go home people are going to notice t A\
difference. But it always takes me Tonger to notice. .. >

Anything else on your mind?

o It’s kind of irrelevant, but...I was talking to another venturer and we both agreed
that it’s going to be really weird going home because. . .lig##toming out here,
thoughtWould have been the hardest things, but it’s actually leaving everybody

. avingthe place, leaving my routine. I don’t want to do that.

SKB — leaving the predictable — is that part of it?

e Yeah, coz [ know what I’m doing every mornin ne things change, but

normal routine — [ haven’t changed that. W ’

e Andhavi -bye to the Ghanaians as well%%«e got on with, so man
Ghanaians - more than I thought [ wo Ve. 0

o Iw ervous meeting them coz at Shai Hills I couldn’t und\erjtand a word

they were saying. And now it’s like I get on with them better than s people I
would’ve expected to get with. LR
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G. Examples of Raleigh post-expedition questionnaires

Questionnaire A

Venturer Evaluation

Name and Age: Country and Expedition:

CrenA .=

‘We value your feedback and would appreciate you completing this form and handing it in to the Country Director. Your
answers will be given to the different departments within Raleigh International, its really vital for us to have your
feedback to make sure that we are offering the best experience possible! If you have any strong views on any of the areas
covered please add additional comments on the back of the form with an indication of the question your comments relates
to. Thank you for taking the time to fill this questionnaire in. iigHERE==®, Country Programme Support Team".

E_. When you first decided to join Raleigh International, what items (listed below) were most | la. Factors 1b. Now
important? ' that first considered
1b. Having completed an expedition, what do you now feel are the best things about Raleigh? | attracted you | best features
(Please rate from 1 - most important to 10 - least important) oy

Country N 7
Timing i |
Raleigh's reputation 1
Opportunity to develop your own skills ' Ny ~]
Opportunity for involvement in International DevelopmenT J b
Opportunity to do Conservation work R
| Diversity/combination of Projects e )

' Opportunity to work in a developing country AW L

[ Going away with like-minded people 9

| Opportunity to work with lots of different people including other nationalities Ny 3

Please circle the number that you feel is most appropriate to the question you are answering.

N/A " Not at all/ Poor’ Satisfactory Good Excellent/ most
e least important important
|_Not applicable 1 2 . 3 4 5
2. Having completed an expedition how useful/ accurate were the following sources in giving you information?
Sources Expedition Life Country Expedition specifics Opportunities for
Information (i.e.: kit, medical developing your own
matters) skills
Head Office staff N/A1 2 3(415 [N/AL 2 3(4y5| NAt 2 3(45 [(NAL 2 3 45
Website QN/AY 2 3 45 [(N/AY 2 3 45| /Ay 2 345 |(N/AY 23 45
Raleigh Support Groups N/A1 2(3%4 5 [N/AtL 2 3 4(5) (N/AL 23 45 |[(NA) 23 45
_Expedition Guide (Al 2 3 45 [((N7AY 2 3 4 5| (N/A1 2 3 4 5 All 2 3 45
Expedition Info (Part 1,2, NAD 24 5 | NA1 2 B4 5] Na1 2 3 4@ @ 2345
| Joining instructions — v - . —
Presentations (info evening, N/A) 2 3?@5 N/AL 2 3RaN5 | ("N/AL 2 {@5 N/AL 2 3 4°5
intro weekend/day, briefing U \) \® %
_day, development week) o
| Challenge Workshop N/A1#2\3 4 5 [N/AL 2 30406 | NAL 2 34)5 N/A1 2
| HCV Co-ordinator QUAL 773 4 5 [R/AY 23 45| KA 23 45 | NIAY 2
@erall,how would you rate the experience of porTicipaTTn?; in the expedition? l 17 3

4. Specifically, to what extent has your experience with Raleigh developed the following?

Ability to work in a team 1 2 3
Self confidence . : e s
Leﬂder‘shlp skills e S L2 3
E,?m_rp_umcahon skills o 12 3
Ability to make and contribute to decisions LA B 1 2 3
Uhders‘randmg 04‘ others (such as different persgec‘rlves backgrounds and culTures) - 1 2 3
(Any other qualities, please specify) 1 2 3
3. Overall, how would you rate the support you received from Raleigh head office, and our regional | N/A 1 2
! national representatives (ie. HCV co-ordinator / Country Director/ YDP regional staff)?
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6. How would you rate ‘r%e; ‘Clothing & Equipment List" NJA 1 2 3 4 (g
What would you: ADD: ;",%E\, SREMOVE:
7. Please rate these Cholleng‘e Workshlop sessions in order of usefulness (1 - most important fo 8 - least important).
High ropes 7 monona spartina Q trading game z) R
country info '{ discussion/negotiation ~/ meeting other venturers |
medical 5 kif"_@_ Didn't attend
8a. When first enquiring about Raleigh, did you feel that you would be able to reach the @N
fundraising target?
| 8b. Having completed an expedition, do you now feel that it represents good 'value for money'? 1 2 3 (4 5

Your Expectations - this will allow us to assess the accuracy of information you receive prior to the start of expedition.

Pr‘e Expedition - What were you expecting your expedition to be like?

‘NeCs WVl S0S  chalkenging
yelse - cxm Bt

P ———

Post Expedition - How did the expedition meet/not meet these expectations and why

1t MEL 40 encoeded My expedtdions
g/x&pt The envirc Uéﬂ C it &L O\,gp
Rt Lot , 50T \/@fq @n\/l (N \em\out

£ Pe pr W%ké%g AN 4~

| If you could change something about Raleigh International, what would it be?

ReANFEAST

SeetiHes PEoPIe. SeeM dusoTaani 300
ol KETU DU nShald hogrx /Luq

Sk Lo annor
¥C Changlovey {Cjo\%ud [ye qu&

H0¥wwould you sum up your éxpedmon experience?

\eny cholieng DU QMUCVWQL
{C)”L{ DHierse % o -1
LCNE| \/64&4@&’\7( Ln cmu g)&quQ

[ fe C dﬁb@d\q mj&&mr\g

e
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Questionnaire B

Venturer Evaluation

Name and Age:§

Es Country and Expedition: C)/MA/H OBG

'We value your feedback and would appreciate you completing this form and handing it in to the Country Director. Your
answers will be given to the different departments within Raleigh International, its really vital for us to have your
feedback to make sure that we are offering the best experience possible! If you have any strong views on any of the areas
covered please add additional comments on the back of the form with an indication of the question your comments relates
to. Thank you for taking the time to fill this questionnaire in. YEEEENEEM Country Programme Support Team'.

P ——

1a. When you first decided to join Raleigh International, what items (listed below) were most | la. Factors 1b. Now
important? that first considered
1b. Having completed an expedition, what do you now feel are the best things about Raleigh? | attracted you | best features
@e rate from 1 - most important to 10 - least important)
| Country | )
Timing p A A A
Raleigh's reputation A % ¥ g
Opportunity to develop your own skills ¥ & A i
Opportunity for involvement in Infernational Developmem 4 7 & 5
Opportunity to do Conservation work ¢ 6 Yo
Diversity/combination of Projects 4‘ 4 X5
Opportunity to work in a developing country {% 2
[ Going away with like-minded people = 4!
L Opportunity to work with lots of different people including other nationalities 10 1O
P|ease circle the number that you feel is most appropriate to the question you are answering.
N/A Not at all/ ~ Poor Satisfactory Good Excellent/ most
' least important ' important
_Not applicable 1 2 3 4 5
2. Having completed an expedition how useful/ accurate were the following sources in giving you information?
Sources Expedition Life Country Expedition specifics Opportunities for
Information (i.e.: kit, medical developing your own
. matters) skills
Head Office staff N/A1 2 3 4 N/AL 2 3 4 5)] N/AL 2 3 4(5) | NAL 2 3 4(9)
Website NAL 2 3 4B N/A1L 2 3 48| N/AL 2 3 4(B) | NAL 2 3 4
| Raleigh Support Groups N/AL 2 3 4@ [N/AL 2 3 4| NAL 2 3 4(5) | N/aL 2 3 4(3)
 Expedition Guide N/A1 2 3 4% NJAL 2 3 4®| NAL 23 4(5 | NAalL 2 3 4
Expedition Info (Part 1,2, N/AL 2 3 4 NiAL 2 3 4@ Nat 23 40F) | NAaL 23 46
LJining instructions A .
Presentations (info evening, | N/A1 2 3 4(9 [N/A1 2 3 4 (5| N/Al 2 3 4Q) | N/at 2 3 4(9
intro weekend/day, briefing
L day, development week) . N N -
Challenge. Workshop NAL 2 3 4B [ NAaL 2 3 46) wNat 2 3 4(5) N/AL 2 3 4
\LHCV Co-ordinator TNArt 2 3 4@ [WAL 2 3 4GY NaL 23 46) | Nart 2 349
\i Overall, how would you rate the experience of participating in the expedition? [ 1 2 3 4 @

& Specifically, to what extent has your experience with Raleigh developed the following?

Ability to work in a team
Self confidence
®adership skills
SOMmunication skills
Ablllfy to make and contribute to decisions I = .
'\dersmndmg o.f ofhers (such as different perspechves backgrounds and cuITures) B

("uher qualities, please specify)

._4._..“..-._.._*....
mmmzmmmm
W wWwwwwww
PN

= Overall, how would you rate the support you received from Raleigh head office, and our regional | N/A 1 2 3
wonal representatives (ie. HCV co-ordinator / Country Director/ YDP regional staff)?
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P ——

6. How would you rate the 'Clothing & Equipment List'? NA 1 2 3 & 5
What would you: ADD: REMOVE:

L Please rate these Challenge Workshop sessions in order of usefulness (1 - most important to 8 - least important).

High ropes i monona spartina 2 trading game i
country info = discussion/negotiation 4~ meeting other venturers <%
medical & ' kit i 3 Didn't attend —
8a. When first enquiring about Rale:gh did you feel that you would be able to reach the N
fundraising target?
[8b. Having completed an expedition, do you now feel that it represents good 'value for money"? 1 2 3 4 @

Jour Expectations - this will allow us to assess the accuracy of information you receive prior to the start of expedition.

P oy . _ . o g .
re Expedition - What were you expecting your expedition to be like?

| o @x?e:,\m Mman QWGMW o be QW\@AM aunel J}ﬂ fo ,&z_ Q &feﬂw‘ﬁ
fi

[

PC’QTExpediTion - How did the expedition meet/not meet these expectations and why
y(‘l‘\;’ expecu"“\ i f%€adhbkc“8 XDQCOJLN‘ZQ "-/\‘ oD C\fw}\kif\_':);f\tj
ok o Swp Me ﬁ frono expeciance . '

e
@u could change something about Raleigh International, what would it be?

?M\L)m")' ccug/kw\? cow, [uwunG /V\O‘CLQNOJ\ Crechecs
Blé‘,c(t Lacm: .

e '
&would you sum up your Expedition experience?

hat id an aumazing e w Woukd Lile fo Sae, dhiahls
iUmoJ e an &FU’M ‘ /\JN— becau,o,a ( Peo/(

ﬁtJr | hae come © ”"t} 5 and [ aloo Poo | ek
;’j |

(Ww@c

.
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261

Venturer Evaluation

Name and Age : SNSRIV C R

o ada o e

Country and Expedition: Ghana. 039

'We value your feedback and would appreciate you completing this form and handing it in to the Country Director. Your
answers will be given to the different departments within Raleigh International, its really vital for us to have your
feedback to make sure that we are offering the best experience possible! If you have any strong views on any of the areas
Covered please add additional comments on the back of the form with an indication of the question your comments relates
t0. Thank you for taking the time to fill this questionnaire in. RmmaAIWME Country Programme Support Team'.

wnal representatives (ie. HCV co-ordinator / Country Director/ YDP regional staff)?

P ——
la. When you first decided to join Raleigh International, what items (listed below) were most | la. Factors 1b. Now
important? that first considered
1b, Having completed an expedition, what do you now feel are the best things about Raleigh? | attracted you | best features
(Please rate from 1 - most important to 10 - least important)
Country 7
Timing v L
Raleigh's reputation 3
L Opportunity to develop your own skills " 9
L Opportunity for involvement in International Development A
Opportunity to do Conservation work 3
Diversity/combination of Projects 3
Opportunity to work in a developing country " L
L Going away with like-minded people e
o Opportunity to work with lots of different people including other nationalities — S
ple&circle the number that you feel is most appropriate to the question you are answering.
N/A Not at all/ Poor Satisfactory Good Excellent/ most
Lo least important important
[ Not applicable 1 2 3 4 5
B Having completed an expedition how useful/ accurate were the following sources in giving you information?
Sources Expedition Life Country Expedition specifics Opportunities for
Information (i.e.: kit, medical developing your own
matters) skills
Head Office staff N/Al 2@ 4 5 [N/AL 23 4 5| N/AI(Z 3 4 5 N/AL(D 3 4 5
Website QA1 23 45 |(UD1 23 45| (A1 2345 [(NAL 2345
Raleigh Support Groups N/AL 23 45 [NAL 2 4 5 N/A1®3 4 5 NAL(@ 3 4 5
Expedition Guide N/A1 2 3@ 5 [N/A1 2 3@ 5| NAL 2 3@ 5 N/A1(2 3 4 5
Expedition Info (Part 1, 2, N/A1L 2 3@ 5 [N/AaL 2 3@ 5| N/AL 2 @) 45 N/AT(Q 3 4 5
L {0ining instructions
Presentations (info evening, N/AL 2 3@ 5 | N/AL 2 3 4B N/Al 2 4 5 NAlL 2 @45
intro weekend/day, briefing
day, development week)
Challenge Workshop N/AL 2 3 4B | N/AL 2 3 4(B| N/AL 2 @ N/AL @3 45
LLHCV Co-ordinator QA1 23 45 |(\W41L 23 45| Q/AD1 23 4 71 2 345
wmll, how would you rate the experience of participating in the expedition? 1 2 3@ 5
L < Specifically, to what extent has your experience with Raleigh developed the following?
Ab"lfy to work in a team 1 2 3 @ 5
Self COnfldence » ) o » - B - 1 2 3) 4 5
“eadership skills ) 12 3 @5
~~OMmunication skills 1 2 3 @5
Ab"'TY to make and contribute to decisions B 1 2 3 & 5
nder‘STandmg of ofhers”(sbgch as dlfferenf perspechves backgrounds und culTures) 1 2 3 4 &
w\er qualities, please specnfy) 1 2 3 4 5
=< Overall, how would you rate the support you received from Raleigh head office, and our regional | N/A 1 2 @ 4 5
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P ——

8. How would you rate the ‘Clothi lapg\ MTB adl. v NA 1 2 3 4 5
What would you: ADD: Heibe clrd btua) @93enCAAL REMOVE:

7. Please rate these Challenge Workshop sessions in order of usefulness (1 - most important to 8 - least important).
High ropes S | monona spartina Q | trading game (\T
country info . L | discussion/negotiation “7 | meeting other venturers !
medical 73 | kit (4| Didn't attend

84, When first enquiring about Raleigh, did you feel that you would be able to reach the Y@

fUndr‘qising target?

b, Having completed an expedition, do you now feel that it represents good 'value for money"? 1 2 @ 4 5

JYour Expectations - this will allow us to assess the accuracy of information you receive prior to the start of expedition.

P - a . S § .
re Expedition - What were you expecting your expedition to be like?

Moved coxse bor Cu‘r\‘ ms:)c\r\a Aors Oy Na> (JQC@& anel Yost e aldkae to
P anage WOhot (JVX,Q s Lne \&G{@Q'

[

Poi‘rExpediﬁon - How did the expedition meet/not meet these expectations and why

I+ debinotaly Mek ty expectabons ot (cid Bnd e @uta
howe c""ot/‘jﬂcz hean. i(m hase. Chowe abeost $he palects
ancl Cpeverudue § LR Gulel howe e onclas e Cuqhu
AL oy erpectationy

N —

Mu could change something about Raleigh International, what would it be?

TKL skedl | verduves ouum - Quts ocfon bemes QU
e | woy beqk 0k SChood  hetng kotlal Lohet toclo W
Rel Nl hf.uehd How oo M&SQ,LQ Th Skl Shovral
be ~More ot o fea FILPT Aol e @v@\m% onat
_{oela nuotueg WU tha prokal—

Mould you sum up your Expedition experience?

AN QF\Q_ cpenes AN A LI\QC/\’O\-\\QMQ R k(l@ .
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