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SUMMARY

Limited scientific research regarding the effectiveness of Adventure-Based
Experiential Learning (AEL) as an instrument to develop personal effectiveness
exists. Furthermore, little attention have been given to factors that influence the
effectiveness of these programmes. As a result the purpose of this study was twofold.
Firstly the study aimed to determine whether AEL is effective in improving the
personal effectiveness of participants scientifically. The Review of Personal
Effectiveness with Locus of Control (Richards et al., 2002) was used to determine the
personal effectiveness of participants. For the first article 23 adolescents currently
enrolled in a post-matric development centre were studied. The study consisted of an
experimental (n=12) and control group (n=11). The experimental group participated
in a five day low risk AEL programme in an urban setting. Pre-post test effect sizes
showed that the experimental group experienced significant (d~0.80) development in
four areas and medium (d=0.50) development in nine areas of personal development,
compared to one medium effect size for the control group. Secondly, the study
investigated whether a processed AEL programme will produce higher short-term
outcomes in terms of personal effectiveness than a non-processed programme. For
the second article a processed experimental group (n=12), a non-processed
experimental group (n=12) and a control group (n=11) were studied. The
experimental groups participated in identical five day low risk AEL programmes, with
one group receiving group processing after each activity while the other experimental
group did not. Pre-post test effect sizes for the processed experimental group
indicated significant improvements (d~0.80) in four constructs and medium
improvements (d=0.50) in nine constructs. The non-processed experimental group
achieved significant improvements (d~0.80) in one construct and medium
improvements (d~0.50) in two constructs. Results indicate the importance of
processing for the attainment of AEL programme outcomes. Research into the effect
of AEL design and duration as well as the amount and type of processing on outcomes
is recommended.

Key words: Adventure-based experiential learning; personal effectiveness;

processing; programme design.
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OPSOMMING

Beperkte wetenskaplike navorsing rakende die effektiwiteit van Avontuurgerigte
Ervaringsleer (AEL) as instrument vir die ontwikkeling van persoonlike effektiwiteit is
tans beskikbaar. Verder skenk navorsers weinig aandag aan die faktore wat die
effektiwiteit van hierdie programme beinvioed. As gevolg hiervan is die doel van die
studie tweeledig. Eerstens poog die studie om wetenskaplik te bepaal of AEL effektief
is in die verbetering van persoonlike effektiwiteit van deelnemers. Die “Review of
Personal Effectiveness with Locus of Control” (Richards et al., 2002) is gebruik om
die persoonlike effektiwiteit van deelnemers te bepaal. Vir die eerste artikel is 23
adolessente, wat tans by 'n post-matriek ontwikkelingsentrum ingeskryf is, bestudeer.
Die studie het bestaan uit 'n kontrole- (n=11) en ’'n eksperimentele groep (n=12).
Die eksperimentele groep het deelgeneem aan 'n vyf dag lange lae risiko program in
'n stedelike gebied. Voor-natoets effekgroottes dui dat die eksperimentele groep
betekenisvolle (d~0.8) ontwikkeling in vier areas en medium (d=~0.5) ontwikkeling in
nege areas van persoonlike effektiwiteit ondervind het in vergelyking met een medium
grootte ontwikkeling vir die kontrole groep. Tweedens het die studie ondersoek of 'n
geprosesseerde AEL hoér korttermyn uitkomste in terme van persoonlike effektiwiteit
as ’'n ongeprosesseerde program tot gevolg het. Vir die tweede artikel is 'n
geprosesseerde eksperimentele groep (n=12), 'n ongeprosesseerde eksperimentele
groep (n=12) en ’n kontrole groep (n=11) bestudeer. Beide eksperimentele groepe
het aan identiese vyf dag lange lae risiko AEL programme deelgeneem waartydens
die een groep prosessering na elke aktiwiteit ontvang het en die ander eksperimentele
groep nie.  Voor-natoets effekgroottes vir die geprosesseerde groep dui op
betekenisvolle (d~0.8) veranderinge in vier konstrukte en medium veranderinge
(d=0.5) in nege konstrukte. Die ongeprosesseerde eksperimentele groep het
betekenisvolle verandering vir een konstruk en medium verandering vir twee
konstrukte getoon. Resultate beklemtoon die belangrikheid van prosessering vir die
bereiking van AEL program uitkomste. Navorsing rakende die effek van AEL ontwerp

en duur, sowel as die hoeveelheid en tipe prosessering, op uitkomste word aanbeveel.

Sleutel terme: Avontuurgerigte ervaringsleer; persoonlike effektiwiteit;

prosessering; program ontwerp.
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DEFINITIONS OF
TERMS

Adventure-based experiential learning (AEL): AEL is an umbrella term for all
experiential programmes that utilise adventure activities to achieve programme
outcomes. These programmes can range from low-risk group activities in urban

settings to expeditions into unknown wilderness setting.

Adventure: For the purpose of this study adventure is not seen as daring or dangerous
activities. According to the literature, adventure is a state of mind and is, therefore,
not always outwardly evident. An adventure experience is created when a person
harbours doubt about his/her ability to complete a task at hand successfully and as a

result, is uncertain about the outcomes of the task.

Experiential Learning: Experiential learning is a term used to describe a process
during which participants are actively involved in creating knowledge from
experiences. Although various experiential learning theories exist, for the purpose of
this study the popular experiential learning model of Kolb (1984) will be used as
theoretical foundation. The proposed model consists of four stages namely 1) concrete
experience, 2) observation and reflection, 3) abstract conceptualisation and 4) active

experimentation.

Personal Effectiveness: Personal effectiveness (see Appendix B) refers to key
actions and behaviours that indicate a person’s effectiveness in a variety of life areas.
According to Richards et al. (2002:2), personal effectiveness can be divided into three
main areas, namely personal abilities and beliefs, social abilities and organisational
skills. For the purpose of this study, locus of control will also be regarded as an area

of personal effectiveness.




Accountability approach: The accountability approach, as suggested by Peterson
and Stumbo (2000:60) provides a systematic approach to programme planning. The
basis of accountability is that programme providers are held responsible for the design
and delivery of AEL services that best meet client needs and move clients toward
predetermined outcomes in the most timely, efficient and effective manner possible

(Peterson & Stumbo, 2000:60).

Processing (sometimes also referred to as facilitation): For the purpose of this study
processing is defined as the act of conducting verbal discussions prior to, or after, an
activity with the aim of encouraging participants to implement the experiential

learning model, focussing on what will, or has been, learned from the experience.
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1 PROBLEM STATEMENT AND PURPOSES OF
THE STUDY

1.1. Problem Statement

1.2. Objectives

1.3. Hypothesis

1.4. Structure of the Dissertation
1.5. References

1.1. PROBLEM STATEMENT

Despite the growth in popularity for the use of adventure and outdoor programmes to
develop the effectiveness of teams and individuals (Wagner & Campbell, 1994:4;
DuFrene et al., 1999:24; Ng, 2001:424; Williams et al, 2003:45), little scientific
evidence regarding the success of these programmes exists (Badger et al., 1997:318;
Burke & Collins, 2004:678). Though there are many terms for these programmes,
such as experience-based training and development (EBTD), outdoor-adventure
training, adventure learning (AL) and adventure-based experiential learning (AEL)!
(Heunis & Vermeulen, 1997:4; DuFrene et al., 1999:24; Miner, 1999:395; Meyer,
2003:353; Tesnear, 2004:3; Verster 2004:2), the one common factor in all of these
terms is the fact that they refer to programmes that use adventure and experiential
learning to develop the effectiveness of individuals and teams (Miner, 1999:396).
Central to the idea of AEL is a set of experiential learning activities that is carefully
sequenced, designed and integrated to facilitate positive change in participant
behaviour and also increase their personal effectiveness (McEvoy & Buller,
1997:209). Richards et al. (2002:2) state that personal effectiveness can mainly be
divided into three categories, namely personal abilities and beliefs (Self-confidence,
self-efficacy, stress management and open thinking), social abilities (Social
effectiveness, cooperative teamwork and leadership ability) and organisational skills

(Time management, quality seeking and coping with change). As AEL contributes to

! Throughout the text the term Adventure-Based Experiential Learning will be referred to as AEL
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improvements in leadership, problem solving, decision-making, increased self-esteem,
increased self-efficacy, development of an internal locus of control, improved time
management and communication (McEvoy & Cragun, 1997:20; Ng, 2001:424;
Williams et al., 2003:45), it is clear that AEL focuses on the development of personal
effectiveness of participants. According to Williams et al. (2003:45), these

competencies can be seen as the keys to success in life.

During AEL programmes personal growth is achieved by placing participants in
problematic experiences that involve a combination of senses, emotions, physical
effort and cognition and require total intellectual and emotional engagement (Cason &
Gillis, 1994:40; Carver, 1996:9; Wurdinger & Priest, 1999:189). By allowing
participants to take part in such activities, a process of experiential learning (a process
where people are actively involved in creating the learning) is promoted. According
to Priest and Gass (1997:17), experiential learning can be defined as learning by doing
certain activities and then reflecting on them. One significant difference between
experiential learning and other forms of learning is the fact that experiential learning
is not a product of learning, but a learning process that is implemented under

appropriate circumstances (Priest & Gass, 1997:136).

A key ingredient in the success of experiential learning is processing of the
experience. Processing (also called facilitation) can be seen as a deliberate attempt to
enhance the quality of the learning experience and to assist clients to create lasting
changes that are transferable to real life situations (Priest & Gass, 1997:174). To
emphasise the role that processing plays in the success of a programme, DuFrene e?
al. (1999:26) state that even the most powerful learning experience fades when it is
not processed to link the learning that took place with the reality of everyday
situations. Priest (1996:4) laments the fact that a lack of processing competence
prevents adventure programmers from delivering effective programmes. Skilled
processing of experiences is extremely important as without the correct processing of
experiences it may be possible that participants may not be able to apply what they
learned during the AEL to other environments successfully, such as their jobs,
because these environments have characteristics that are very different from the

environments in which AEL takes place (Beard, 1996:19; Priest & Gass, 1997:175).
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In order to process experiences in such a way that they form a link with reality it is
important to design the experiences so that the activities resemble certain aspects of
everyday situations. Failure to do this can lead to questions about how the activities
and the learning that took place during AEL can be applied in real life situations
(Wagner & Campbell, 1994:5). From this literature it can, therefore, be argued that

processing is an important factor that influences the outcomes of an AEL programme.

Unfortunately, scientific knowledge of factors that determine the achievement of
programme outcomes is limited as little attention has been paid to the mechanisms
that lead to the achievement of outcomes (Hattie ef al., 1997:43; Rushmer, 1997:316).
Therefore, it is important to look at the various aspects of a programme to determine
why certain programmes are successful and others not. Furthermore, according to
Priest (1999:309), it is unfortunate that “...adventure programming has failed to create
a unique body of knowledge. Therefore, adventure programming sits on the fringe,
unable to claim that it does much good”. This statement is echoed throughout the
literature where researchers claim that apart from anecdotal accounts from
participants of AEL, few scientific studies exist to prove that AEL is indeed effective

in reaching the desired outcomes.

Based on the concerns of Hattie ef al. (1997:43) and Rushmer (1997:316) regarding
lack of research on specific aspects that make AEL effective and the argument of
Priest (1999:309) that little evidence exists to support claims about the effectiveness
of AEL, the purpose of this study is to answer the following research questions:

1. Is adventure-based experiential learning effective in improving the personal
effectiveness of participants?

2. Will a processed adventure-based experiential learning programme produce
higher short-term outcomes in terms of participants’ personal effectiveness

than a non-processed programme?

Results from this study will firstly help improve the practice of adventure
programming by adding to the body of scientific knowledge regarding the
effectiveness of adventure-based experiential learning programmes. Secondly, by

focusing on the effect that one programme component, namely processing, has on the

_3-
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outcomes of adventure-based experiential learning programmes, knowledge will be

gained on how programme outcomes are achieved.

1.2. OBJECTIVES

The objectives of this study are:
1.2.1. To determine whether adventure-based experiential learning is effective in

improving the personal effectiveness of participants.

1.2.2. To determine whether a processed adventure-based experiential learning
programme will produce higher short-term outcomes in terms of participants’

personal effectiveness than a non-processed programme.

1.3. HYPOTHESIS

This study is based on the hypotheses that:

1.3.1. Adventure-based experiential learning is effective in improving the personal

effectiveness of participants.

1.3.2. A processed adventure-based experiential learning programme will produce
higher short-term outcomes in terms of participants’ personal effectiveness

than a non-processed programme.

1.4. STRUCTURE OF DISSERTATION

The dissertation will be submitted in article format and will be structured as follows:
o Chapter 1 consists of the problem statement, purpose of the study and the
hypotheses thereof.
o Chapter 2 is a literature review on the concepts and theoretical foundations of

adventure-based experiential learning. This literature review will be used to




Chapter 1: Problem statement and purposes of the study

construct the problem statement for each of the two articles (Chapter 3 and 4).
A source list is presented at the end of the chapter according to the guidelines
of the North-West University.

e Chapter 3 is a research article titled The effect of adventure-based experiential
learning on personal effectiveness of adolescents. This article will be
submitted for publication in the “African Journal for Physical, Health
Education, Recreation and Dance”. The article is hereby included according
to the specific guidelines of the journal. The instructions for authors are
included as Appendix A.

e Chapter 4 is a research article titled The effect of processing on the personal
effectiveness outcomes of adventure-based experiential learning programmes
Jfor adolescents. This article will be submitted for publication in the “African
Journal for Physical, Health Education, Recreation and Dance”. The article
is hereby included according to the specific guidelines of the journal. The
instructions for authors are included as Appendix A.

e Chapter 5 consist of a brief summary, followed by conclusions drawn from
this study and the recommendations and implications for further studies on this
topic. A source list is presented at the end of the chapter according to the

guidelines of the North-West University.
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CONCEPTS AND FOUNDATIONS OF AEL:
A THEORETICAL REVIEW

2.1. Introduction

2.2. A theoretical analysis of adventure

2.3. AEL and the development of personal effectiveness
2.4. Experiential Learning

2.5. AEL programme design: The accountability approach
2.6. Conclusion

2.7. References

2.1. INTRODUCTION

The personal competencies of individuals, such as leadership, problem solving, trust
and communication, are believed to be key elements for success (Williams et al.,
2003:45). In order to improve the personal effectiveness of individuals, training
programmes that use adventure and experiential learning activities have become an
increasingly popular method of achieving desired developmental oﬁtcomes (Burke &
Collins, 1998:136; DuFrene et al., 1999:24; Ng, 2001:424; Williams et al., 2003:45).
Adventure-based Experiential Learning’ is a form of learning that improves inter and
intra personal skills. Interpersonal skills refer to skills such as teamwork, effective
communication, increased trust in others, creative problem-solving, effective conflict
resolution and leadership (Russel et al., 1995:207; Herbert, 1998:204;, Waltermire,
1999:1; Benson, 2000:7), while intrapersonal skills are self confidence, ability to take
risks, increased self-concept, logical reasoning skills and the ability to reflect on
experiences (Ebbeck & Gibbons, 1998:306; Herbert, 1998:202; Klint, 1999:164;
Ewert, 2001:5, Gucker, 2001:1). Improvements in these skills are achieved by
placing participants in unfamiliar and unusual situations that require physical and
emotional engagement from participants and then allow for reflecting on these

experiences to ensure that the learning that took place can be transferred to everyday

! Throughout the text the term Adventure-Based Experiential Learning will be referred to as AEL
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lives (McEvoy & Buller, 1997:208; Ibbetson & Newell, 1999:58). It is suggested that
the popularity and growth of these programmes can be contributed to the extremely
positive response and feedback from participants who experienced such programmes
(McEvoy & Buller, 1997:208), but unfortunately, other than the feedback given by the
participants and anecdotal accounts, there are few reliable studies that investigated the
effect of AEL on participants. From the review of available literature it became clear
that there are two areas in the field of AEL that need further research. Firstly there is
the need to determine whether AEL is in fact an effective training instrument. In this
regard Priest (1999a:309) states ““...adventure programming has failed to create a
unique body of knowledge. Therefore, adventure programming sits on the fringe,
unable to claim that it does much good”. Secondly, there is a need to determine
through which processes the outcomes of AEL are achieved as little attention has been
paid to the mechanisms that lead to the achievement of outcomes (Hattie et al.,
1997:43; Nichols, 1999:101). In this chapter findings of available literature about
AEL and important aspects for the successful planning and presentation of AEL will
be reviewed and discussed. It is important to realize that, in order to achieve the
maximum potential of AEL, all planning and design of programmes should be based
on a solid theoretical foundation of adventure programming and experiential learning.
As theoretical cornerstone of this study, the concepts adventure and experiential

learning will be discussed.

2.2. ATHEORETICAL ANALYSIS OF ADVENTURE

2.2.1. An introduction to the concept of adventure

The word adventure conjures up images of mountain treks or rafting expeditions on
remote rivers (Heunis, 1997:45). Some people merely take part in adventurous
activities (e.g. river rafting, bungee jumping) as a form of recreation or as an
exhilarating experience while others use adventurous activities as an instrument for
growth and development (Verster, 2004:22). From an AEL perspective it is important
that adventurous activities are not used merely as a form of entertainment, but as a
developmental tool that will assist in personal growth and development. In this regard

a question that needs to be asked is whether these remote outdoor settings and
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adrenalin filled activities are indeed necessary for adventure and growth to occur
during AEL. The following part of this chapter will be dedicated to defining and
analysing the concept of adventure and the role that it plays in AEL.

2.2.2. A definition of adventure

Heunis (1997:65) reasons that adventure is not an activity, but a state of mind reached
through participation in any number of activities. This viewpoint is confirmed by
Priest and Gass (1997:122) and Quinn (1999:149) who claim that adventure can be
seen as a situation in which the following characteristics are present, a) there is an
inherent risk present in the activity, b) the participant harbours doubt about the
outcomes of the situation, and c) the participant experiences a degree of uncertainty
about the adequacy of his/her ability to achieve the desired outcomes. These
statements clearly illustrate that adventure does not have to be associated with
dangerous activities in wild outdoor settings, but rather is influenced by a person’s

experience of an activity.

2.2.3. Constructs of adventure
Heunis (1997:61-96) and McKenzie (2000:20) argue that adventure is made up of
various constructs that contribute to the experience of adventure and the consequent

learning that occurs as a result. These constructs will now be discussed.

2.2.3.1. Adventure as an experience

As stated earlier in this chapter (see 2.2.2), a person experiences adventure during a
situation with inherent risks, where the outcomes of the situation are uncertain and
where the person harbours doubt about his abilities to reach the desired outcome.
From this explanation it is clear that a person must be actively part of the experience
and apply his/her abilities in the situation for adventure to exist. Priest (1999b:112)
states that for adventure to occur, participation must be voluntarily and intrinsically
motivated, together with the element of uncertainty and doubt. This unpredictability
(uncertain outcome) of an activity contributes to a participant’s impression of the
activity, resulting in an influence on the experience of the participant (Heunis,
1997:66). It can, therefore, be argued that for adventure to occur, a person must
experience a certain condition or state of mind. Adventure is not limited to activities

with high physical risks in wild and dangerous environments. As pointed out by
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Quinn (1999:149), adventure is not always outwardly evident but often engages the
spiritual, emotional and intellectual areas of oneself, leading to a feeling of adventure.
Heunis (1997:65) clearly points out that adventure is a state of mind, therefore, it is

referred to as an adventure experience.

2.2.3.2. Reflection

Because participation in an adventure must be voluntarily and intrinsically motivated,
it is possible that the intrinsic motivation for participation can differ from person to
person. A person can participate in an adventure experience merely for the thrill and
excitement, while another can optimise the adventure experience by learning and
growing through it (Heunis, 1997:63). In the light of this study, the focus will be on
encouraging participants to optimise the adventure experience through growth and
learning (Priest & Gass, 1997:17; Priest, 1999b:112). The key to learning from
adventure experience is reflection (Cusins, 1995:4; Heunis, 1997:63) which is
achieved through processing the experience. This important construct of adventure

will be discussed in detail at a later stage in this chapter (see 2.5.1.4).

2.2.3.3. Dissonance and eustress

Adventure activities place participants in unfamiliar or novel situations that create a
state of dissonance (a state where there is a difference between the current state
participants find themselves in and the desired future) (Priest & Gass, 1997:136;
McKenzie, 2000:20). According to the literature (Dainty & Lucas, 1992:107; Priest
& Gass, 1997:136; Ng, 2002:425), the placement of participants in an unfamiliar
situation is beneficial as it enables participants to gain new insight and perspectives on
the familiar environments they come from. In the case of AEL, the participants can
no longer rely on learned organisational behaviour or hierarchical structures but must
use openness and interdependence to complete the activity successfully and overcome
the state of dissonance. Secondly, properly planned adventure activities create,
through dissonance, a constructive level of anxiety, also known a eustress within the
participants (McKenzie, 2000:20). Eustress can be described as anything viewed as
desirable or pleasurable but at the same time forces one into changing in some way.
According to Priest and Gass (1997:138), this eustress “motivates clients to use
problem-solving abilities in a functional way, such as trust, cooperation and

communication to accomplish tasks in adventure experiences”.
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2.2.3.4. Problem-solving

Verster (2004:34) stresses the importance of problem-solving as a construct of
adventure. To start with, it is important to note that it is not adventure experiences
that cause change in a group or individual (Priest, 1999b:112). Well planned
adventure activities create eustress by placing participants in problematic situations
that require total intellectual and emotional engagement, highlighting the need for
change within individuals and the group and, therefore, stimulating functional
problem-solving (Priest & Gass, 1997:138; Wurdinger & Priest, 1999:189). During
adventure experiences the problem-solving process is experienced by participants,
resulting in enhanced problem-solving skills that can be applied in other areas of life

(Verster, 2004:34).

2.2.3.5. Risk and Adventure

Risk is used during AEL to create situations that foster personal development that
enable participants to function effectively in the workplace and everyday life (Miner,
1999:396). According to various authors (Priest & Gass, 1997:122; Davis-Berman &
Berman 2002:305), it is because of the inherent risk associated with the AEL
activities that these programmes are so popular and successful. Risk can be defined as
the potential to lose something of value, whether it is physical, mental, social or
financial (Priest & Gass, 1997:19; Priest, 1999b:112). Nichols (2000:121), however,
claims that instead of perceiving actual risk as having the potential for both positive
(personal growth, etc.) and negative (injury, etc.) outcomes, people have an averse
reaction to risk, seeing it as something that should be avoided. In the same trend,
Curtis (2002) maintains that there should be a balance between the risk of personal
development (positive risk) and the risk of injury or loss (negative risk). In order to
understand how it is that AEL can promote personal growth and development through
risk, without risking life or limb, it is necessary to look at the kinds of risks involved
in adventure programmes. During adventure activities there are three important risk
factors that play a role in participants’ experience of the activity. Firstly there is real
risk, which is the true potential for loss (the real chances of serious injury or death).
To minimize the likelihood of accidents, appropriate risk management strategies are
implemented. Secondly, there is perceived risk, which is the participant’s perception
of the risk (Priest, 1999b:113; Davis-Berman & Berman, 2002:306). Novices may,

because of a lack of knowledge about a certain activity, perceive the risk involved as
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very high, while because of risk management strategies implemented by the
instructors, the risk of any loss occurring may indeed be very small. It is maintained
that, for ethical reasons, participants should be informed of all safety systems
implemented during an adventure activity as not to deceive or mislead participants
about the level of risk present during activities. Thirdly, and probably the most
importantly, there is psychological risk, ranging from fear and anxiety, frustration and
anger to caring and trust, present during AEL (McEvoy & Buller, 1997:210). Heunis
(1997:83) states that because of the physical and psychological risk involved in AEL,
clients should be intrinsically motivated to take part and do so voluntarily. During
AEL participants are encouraged to take psychological risks, because these risks are
linked to experiential learning (McEvoy & Buller, 1997:210). Schoel et al.
(1988:131) suggest the use of a Challenge by Choice approach to participation in
adventurous activities. Challenge by Choice offers the participants 1) a chance to try
a potentially difficult or frightening challenge in an atmosphere of support and caring,
2) the opportunity to stop with an activity when pressure to perform or self-doubt
becomes too strong, knowing that the opportunity for a further attempt will be
available, 3) a chance to realize that it is not the results of one’s performance that is
important, but more significantly, the attempt, and 4) respect for other participants’
choices (Schoel et al., 1988:131). By implementing Challenge by Choice during
AEL, participants are empowered to determine their own levels of participation

without feeling forced into a challenge.

2.2.3.6. Challenge, participant abilities and the flow experience

At this stage it is important to investigate the relation between challenge, participant
ability and participants’ perception of risk. According to Heunis (1997:83), the
perceived challenge of an activity is determined by the ability of the participant. This
relationship between perceived levels of risk and participant ability levels play an
important role in reaching the desired programme outcomes. Because participant
experiences are influenced by both the challenge presented and their skill level it is

possible that three conditions can be reached during an activity (see Figure 2.1).

Condition 1: Very high challenge and very low ability
According to Csikszentmihalyi and Csikszentmihalyi (1999:157) and Priest
(1999¢:159), when a challenge presented to a participant is relatively greater than the
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person’s ability, a sense of frustration might occur that will eventually result in
anxiety and an inability to learn optimally from the experience. This could result in a
misadventure. Misadventure causes an unhealthy level of dissonance, leading to the
group or individual to lose sight of the goal and focus on personal discomfort (Burnett
& Galloway, 2005:33) and, therefore, negatively impact on the outcome of the

activity.

Condition 2: Very low challenge and very high ability

On the other hand, when a participant feels that his skill is greater than that needed to
overcome the challenge, that person will feel progressively more bored, also
undermining the learning potential of an experience (Csikszentmihalyi &

Csikszentmihalyi, 1999:157; Priest, 1999¢:159; Moneta, 2004:115).

Condition 3: Challenge equal to ability

The ideal to achieve during AEL is to create an opportunity for participants where the
skills needed are matched by the difficulty of the challenge. These are situations
where participants feel challenged but still in control, resulting in a flow experience
where the participants are fully engaged in the activity (Csikszentmihalyi &
Csikszentmihalyi, 1999:157; Priest, 1999¢:159; Nichols, 1999:101). The flow
experience is an important concept that helps with understanding the interaction
between risk/challenge and personal ability, and how these influence the results of an
activity. A flow experience is a state of mind, where the participants experience
profound task and cognitive engagement, leading to positive feelings of control,
intrinsic enjoyment and freedom from self-consciousness (Marsh & Jackson,
1999:344; Nichols, 2000:123; Moneta, 2004:115). Flow experiences are generated
when a person feels that the task at hand is very challenging and that through his/her
best efforts the necessary skill level will be achieved to face the challenge
successfully (Custodero, 2002:4; Moneta, 2004:115). During this intense engagement
in the activity the opportunity for learning is enhanced (Luckner & Nadler, 1997:47).
Lastly, Priest and Gass (1997:44) argue that participants cannot learn unless they have
an active role in the experience, suggesting that they should overcome the challenge
by themselves, with the instructors only offering support and maintaining the safety of

the participants.
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Condition 1: High
Challenge vs. Low Ability

Condition 3: Ability equal to
Challenge

Condition 2: High Ability vs. Low
Challenge

Challenge

Abilities

Figure 2.1: The relationship between Challenge and Ability

2.2.4. Summary

Although the word adventure conjures up images of expeditions into remote,
dangerous and undiscovered settings, the literature points out that adventure is not
bound to specific activities or even settings. In fact a person can experience adventure
in an everyday setting without anybody noticing it. The reason for this is due to the
fact that adventure is a state of mind. It is this state of mind that is of importance for
AEL programmers as it is during this state of mind that growth and development
occurs. The challenge for AEL programmers, therefore, lies in creating suitable and

relevant adventure experiences conducive to learning and growth.

2.3. AELL AND THE DEVELOPMENT OF PERSONAL
EFFECTIVENESS

Although most developmental adventure programmes, such as AEL, aim at increasing
participants’ personal effectiveness, the difficulty of the task lies in the fact that
personal effectiveness is determined by more than just self-concept or some social or
physical skill. According to Richards et al. (2002:2), personal effectiveness can be
divided into three main areas, namely personal abilities and beliefs (self-confidence,
self-efficacy, stress management, open thinking), social abilities (social effectiveness,
cooperative teamwork, leadership ability) and organisational skills (time management,

quality seeking, coping with change). Furthermore, locus of control and overall
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effectiveness in all aspects of life are seen as important contributors to personal
effectiveness. Outdoor or adventure programmes, such as AEL, have been proved by
a number of studies to be successful in improving various elements of the personal
effectiveness of participants (Hattie et al., 1997:70; Neill & Richards, 1998:7; Neill &
Dias, 2001:38). However, even though positive outcomes have been achieved, these
outcomes must be transferred to everyday situations so that participants can generally
be more effective in life. The following literature will briefly explain the different
areas of personal effectiveness and motivate the importance and benefit of

effectiveness in these areas.

2.3.1. Personal abilities

Self-confidence, according to Neill et al. (2001:9), can be seen as measures of an
individual’s general confidence of success in work and personal situations. Herbert
(1998:202), Waltermire (1999:3), Benson (2000:4) and Gucker (2001:1) indicate that
participation in adventure programmes improves this important area of personal

effectiveness.

Self-efficacy on the other hand is a more specific measure of an individual’s ability in
specific situations (Vrugt & Koenis, 2002:594). Through the theory of self-efficacy a
framework has been provided to understand individual behaviour and explain
individual success, and has proved that self-efficacy has an positive effect on
individual success, confidence, and future development (Propst & Koesler, 1998:321;
Vrugt & Koenis, 2002:594). The benefit of high self-efficacy to individuals is due to
the fact that these individuals have the ability to see difficult tasks as challenges to be
conquered, while others might see the same tasks in a negative light (Vrugt & Koenis,

2002:594).

Stress management can be seen as an individual’s ability to cope with stressful and
uncertain situations. Stress has a detrimental effect on an individual’s health
contributing to headaches, high blood pressure, heart disease and strokes (Duvall,
2001:538), and it can be argued that effective stress management can reduce these
symptoms, therefore, improving health. Hamilton and Cooper (2001:331) state that
the negative effects of poorly managed stress can also lead to inefficiency and reduced

performance. Poorly managed stress also contributes to less effective teamwork as
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team members under stress focus more on personal goals than on the overall group
goals. From this information it is clear that effective stress management is a

component of personal effectiveness that is extremely important to the individual.

Open thinking can be defined as the extent to which an individual is able to modify
his pattern of thinking based on new information being presented and act upon the
ideas of others (Neill ez al., 2001:8). Studies by Itin (1995:5), Herbert (1998:204),
Waltermire (1999:2) and Benson (2000:3) indicate that adventure programmes have a
positive influence on the abilities of participants to analyse, think and creatively solve

problems logically.

2.3.2. Social abilities

Social effectiveness refers to an individual’s ability to function confidently and
interact in social situations (Neill et al, 2001:7; Sibthorp & Arthur-Banning,
2004:39). Williams et al. (2003:50) argue that effective communication, an element
of social competence, between individuals in a team can improve productivity and
quality. Another element of social competence is the ability to trust other individuals.
Increased trust was found to be one of the outcomes effectively attained through
participation in adventure activities (Waltermire, 1999:3; Benson, 2000:3; Ewert,
2001:4; Garst et al., 2001:41). Williams et al. (2003:50) state that trust indirectly
impacts on the performance of a team by making members more inclined to cooperate

and pursue a common goal and affecting the intra-group processes that take place.

Cooperative teamwork refers to the ability to work effectively in a team and is often
one of the primary outcomes of adventure programmes. Various researchers (Russel
et al., 1995:207; Benson, 2000:3; Ewert, 2001:4; Garst et al., 2001:41) found that
adventure programmes are effective in improving teamwork. Cooperative teamwork
also leads to an increase in team cohesiveness. The increase in team cohesiveness
results in improved quality and effectiveness in the group. In this regard Mullen and
Copper (1994:213) argue that cohesiveness can enhance performance in groups when
poor performance is a result of inadequate coordination between group members.
Inadequate coordination between team members can also be caused by poor
communication. Herbert (1998:204), Waltermire (1999:1) and Benson (2000:3)

found that adventure programmes are successful in enhancing communication within
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a group. According to Williams et al. (2003:51), higher cohesiveness can lead to
lower team member absenteeism. It is, therefore, clear that cohesiveness, created
through an improved ability to work within a team context, can lead to increased

effectiveness in completing team tasks.

Leadership ability refers to an individual’s ability to organise a group effectively
when there is a situational need or opportunity for leadership (Sibthorp & Arthur-
Banning, 2004:39; Neill et al., 2001:9). In this regard Neill et al. (2001:9) state that a
person who is capable of taking control of situations and motivating others to achieve
common goals in harmonious and productive way, is likely to be more effective in
general life. The development of leadership ability, therefore, is an important life
skill that has a far-reaching effect on personal and business results. Waltermire
(1999:1), Benson (2000:3) and Ewert (2001:5) contend that adventure programmes
are successful in improving the leadership abilities of participants. Furthermore,
research by Kirkpatrick and Locke (1996:47) indicates that leadership ability is
positively related to task satisfaction, the effectiveness and the performance quality of
followers. It is, therefore, clear that the behavioural change of improved leadership
ability has an effect on the performance of followers through improved effectiveness

and performance quality.

2.3.3. Organizational skills
According to Neill et al. (2001:8), organisational skill refers the ability of an
individual to plan, organise and take action to ensure that tasks are successfully

completed.

Time management refers to an individual’s ability to plan and make efficient use of
time (Neill er al., 2001:7). According to Worth (2004:9), although people find it
difficult to handle their workloads due to time constraints, the solution to coping with
this problem is effective time management. Worth (2004:12) goes as far as arguing
that a person’s success in completing tasks is not determined by the amount of time
available to perform the tasks, but the ability to organise time effectively. This ability
is seen as a useful quality in both personal and professional life, with Worth (2004:23)
stating that “organising time effectively is a critical skill for anyone who wants to

succeed in the workplace”.
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Quality seeking refers to the effort an individual puts into achieving the best possible
results. Measures of quality, according to Williams et al. (2003:54), include cost
saving due to fewer defects and higher customer satisfaction and as a result increased
repeat sales. From this information it is clear that employees with a high regard for

quality are beneficial to organisational success.

According to Burnett and James (1994:14), an individual’s ability to cope with change
can be seen as an important skill in an era where change happens at a faster pace than
ever before. Individuals who can cope effectively with change will have the skill
required to “lead their teams into flexible, adaptable modes of working and enable
their organisations to create healthy responses to the demands of the environment”

(Bumnett & James, 1994:14).

2.3.4. Locus of control

According to Adeyemi-Bello (2001:25), can be seen as “the extent to which
individuals attribute events in their lives to actions and forces beyond their control”.
According to a literature review by Adeyemi-Bello (2001:25), it seems that
individuals with an internal locus of control (individual who feels that he has control
over events in his life) are more effective in life than individuals with an external
locus of control (individual feels that the events in his life are the result of factors out
of his control). It can, therefore, be stated that an internal locus of control is an

important determinant of a person’s effectiveness in various areas in life.

2.4. EXPERIENTIAL LEARNING

Previously in this chapter (see 2.2.1) it was noted that in the context of AEL,
participants engage in adventure experiences in order to learn and develop as a result
of participation. In order to understand the nature of learning through experience it is
important to understand that the adventure component is not the sole focus of AEL
(Heunis, 1997:117). In fact, the main focus should be on experiential learning, the art

of learning through active participation in learning activities. In the following
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sections experiential learning will be defined, analysed and its importance in AEL

discussed.

2.4.1. Experiential Learning: A definition

Experiential learning can be described as a cyclical process during which experience
plays a central role in a structured learning sequence (Andresen et al., 2000:225;
Greenaway, 2002). Based on this description experiential learning should never be
restricted to the definition “learning through experience” as all learning necessarily
involves experience of some sort, whether it is through reading a book or attending a
lecture (Heunis, 1997:117). A distinction can be made between learning through
experiences and experiential learning, as only experiential learning focuses on a
learner centred, participative approach where learners are encouraged to analyse their
experience through reflection, evaluation and construction and testing of new
concepts (Boyatzis & Kolb, 1995:2; Wurdinger & Priest, 1999:189; Andresen et al.,
2000:225; Itin, 1999:91). The Association for Experiential Education formally
defines experiential learning as “a process through which a learner constructs
knowledge, skills and value from direct experience” (Luckmann, 1996:7). For the
purpose of this study, the process referred to in the definition of experiential learning
will be seen in the light of the experiential learning model of Kolb, the theory most
utilised throughout the literature (Martin, 2001:26; Greenaway, 2002). This concept
of experiential education plays an important role in AEL as it influences the planning
of programme outcomes as well as the activities and processing that will be used

during AEL.

2.4.2. The methodology of experiential learning
The methodology of experiential learning is based on the following principles that
should, regardless of the activity used, be present for learning to take place (Heunis,

1997:118-120):

2.4.2.1. A combination of content and process

Content (theory), in this context, refers to the information necessary to cover a
specific topic adequately. It implies that before engaging in experiential activities the
skills, knowledge and topics relevant to the learning must be determined (Peterson &

Stumbo, 2000:123). Process (experience) refers to the way in which the content will
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be “discovered” and addressed. During AEL the process (experience) will consist of
various adventure and processing activities that will stimulate the learning of the
content (Peterson & Stumbo, 2000:124). Heunis (1997:119) warns that the process
(experience) should not dominate the content (theory) but that care must be taken to

find a balance between the two.

2.4.2.2. Absence of excessive facilitator judgement and interference

One of the reasons why experiential learning is so effective is due to the fact that the
learners are themselves responsible for their learning. From a facilitator’s perspective
it implies that facilitators create situations for participants to learn about themselves
and others without the facilitator excessively judging, interfering or interpreting the
learning for them, but rather guiding them, through attentive observation of the
process and content, towards finding their own solutions and creating their own

learning (Priest & Gass, 1997:227; Knapp, 1999:221; Martin, 2001:34).

2.4.2.3. Relevant content

The success of any experiential activity will be determined by the relevance of the
learning content to the participant. Various authors (Cusins, 1995:3; Olsen, 1998:62;
Thompson et al., 2003:540) have cited that unless participants perceive the learning
content as relevant they are unlikely to be engaged in the learning and the application

of the learning in new situations.

2.4.2.4. The use of a learning cycle/model

Within the experiential education context various models are used to illustrate the
process of experiential education, giving direction, purpose and flow to the
experiential activity. Models from various authors exist, ranging from basic 2-stage
models to advanced 5-stage models. One model that dominates the experiential
theory literature and is most often used in the literature related to AEL is the
experiential learmming model of Kolb (1984). According to Kolb (1984:20), the
intellectual origins of experiential learning can be traced to theories by Dewey, Lewin
and Piaget. The experiential learning model of Kolb is conceptualised as a cycle of
four elements (see Figure 2.2). Each element of the cycle should be present for
comprehensive learning to occur. According to Kolb (1984:24), experiential learning

takes place during four stages, namely:
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a) concrete experience
b) observation and reflection
¢) formation of abstract concept and generalization

d) testing the implication of the concept in new situations.

Figure 2.2. Experiential Learning Model (Kolb, 1984)

The first stage (concrete experience) of the experiential learning cycle takes place
during participation in an activity, where the participants are physically and
emotionally engaged in the activity. Although the participants are part of the
experience, it does not necessarily mean that they are learning from the experience.
According to Cusins (1995:4), the process of reflection tums an experience into a
learning experience. It can, therefore, be argued that the experience turns into a
learning experience during the second stage of the experiential leaming process
(observation and reflection), when the focus is on reflecting on the experience and
gathering objective and subjective information about what happened, why it happened
and what effect it had. Reflection during the experiential learning cycle is important
as it serves as a condition to heighten awareness and creates motivation and need for
change. Having gathered the information, during the third stage (formation of

abstract concepts and generalization) it 1S now necessary to analyse this information,

-23 -



Chapter 2. Concepts and foundations of AEL: A theoretical review

identifying trends and pattems and establishing a framework or conceptual model of
understanding. During the fourth and final stage (testing the implication of the new
concept In a new situation), the learning from the experience becomes experiential
learning, as the focus falls on applying the new framework or conceptual model
during a new concrete experience in order to determine whether it has the desired
outcomes or not (Cusins, 1995:4-6). Although the experiential learning cycle is now
completed, it 1s important to note that during the testing of the new concept (stage 4),
new concrete experiences occurred (stage 1), signifying the beginning of a new
experiential learning cycle. Sullivan and Kolb (1995:8) and Williams er /. (2003:46)
argue that, because the various stages of the experiential leaming model are direct
opposites (concrete experiences vs. abstract conceptualisation and active
experimentation vs. reflective observation), training through experiential learning can
accommodate a wide variety of leaming styles. In this regard Sheehan and Kearns
(1995:11) claim that the best results are achieved dunng a programme when
participants show evidence of participating in all the stages of Kolb’s model. From a
programming perspective, in order to achieve the best results from the programme,
the facilitator should encourage participants to engage actively in all the different
stages of experiential learning. According to Sheehan and Kearns (1995:13) and
McEvoy and Buller (1997:216), when used correctly, experiential learning empowers
participants to assess their own learning and teaches participants to learn, resulting in

continued learning even after the AEL.

2.4.3. The importance of experiential learning

As participants do not participate in AEL solely for the intrinsic motivational value
that it offers but, more importantly, because of the educational and developmental
value that 1t offers (Steyn, 2001:33), it is clear that this is an important ingredient in
AEL programmes. The process of experiential learning can be seen as the vehicle that
leads participants from participating in experiences to learning from their experiences.
According to Meyer (2003:353), the basic theory behind experiential learning is the
fact that, through active participation in learning experiences, there is different
knowledge to be gained than through passive reception of information. This
statement confirms Priest and Gass (1997:17) who suggest that the experiential
learning that takes place during AEL is highly effective, as the participants learn best

by being actively involved in the leamning process. Reflecting on the way that AEL
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uses the experiential learning cycle, combined with adventure activities in a small
group context, it is clear that the experiential learning during AEL is highly effective
as it leads to learning far beyond the scope of traditional passive learning methods. In
fact, a study by Priest (1998?[in press])2 found that organisational team building
through a classroom programme improved teamwork from 45% before the
programme to 55% after the programme. Compared to the results from the
organisational team building through AEL that improved teamwork from 45% before
the programme to 80% after the programme, and the fact that results from the AEL
programme lasted significantly longer than the results from the classroom programme,
it Is clear that AEL can achieve far more in terms of understanding and training than
conventional teaching (Holden, 1995:25). Probably the single most important
predictor of successful training for learners is the ability of the training to sustain their

interest, attention and motivation (McEvoy & Buller, 1997:216).

2.4.4. Summary

Experiential learning 1s a philosophical approach to learning, impelling AEL
programmers to structure activities and experiences in such a way that learning is
maximised, instead of leaving learning to chance (Luckner & Nadler, 1997:vxi). The
effectiveness of experiential leamning can be found in the fact that it motivates
participants to take part actively and enjoy learning. It makes provision for various
learning styles and finally instils a sense of ownership over what has been leamed as
participants are responsible for their own involvement in learning and determining

their own degree of learning (Luckner & Nadler, 1997:3).

2.5. AEL PROGRAMME DESIGN: THE ACCOUNTABILITY
APPROACH

The accountability approach for programme design i1s a therapeutic recreation tool
proposed by Peterson and Stumbo (2000:60). From a programming perspective it is

clear that this approach 1s just as applicable to AEL as it is to a therapeutic setting.

? This reference (for sources without a specified date of publication) is correct according to the
guidelines of the North-West University.
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Adapting the accountability approach to an AEL context implies that through this
approach the programme providers are held responsible for the production and
delivery of AEL services that best meet client needs and move clients toward
predetermined outcomes in the most timely, efficient and effective manner possible
(Peterson & Stumbo, 2000:60). As AEL clients invest both time and money info the
training, AEL providers are accountable for ensuring they receive a return on their
investment. By using the suggested approach, credibility for AEL as an effective

developmental instrument can be gained.

2.5.1. Comprehensive and specific programme design (Macro phase)

Heunis {1997:136) and Miner (1999:397) argue that the AEL process can be divided
inte two parts, namely the macro phase that focuses on the overall programme
structure, and the micro phase that focuses on achieving the desired outcomes by
applying the experiential learning model to uniquely designed learning opportunities

in the form of the individual activities being conducted.

Based on the proposed accountability approach, the Therapeutic Recreation
Accountability Model (Peterson & Stumbo, 2000:107) will be adapted to facilitate
and illustrate the process of programme design used in this study (see Figure.2.3).

2.5.1.1. Comprehensive Programme Planning Process

2.5.1.1.1. Analysis

During this phase of programme planning factors that will influence the structure and
direction of the programme will be identified and analysed. A needs assessment of
clients prior to the development of an AEL programme is probably the most important
step in the macro process as it forms the foundation for the whole program. Stumbo
and Peterson (2004:34) contend that all programmes in health and human services
should be based on human clients’ needs or deficits as it drives both the content of a
programme and the process of delivery (see 2.4.2.1). Millholland (1995:55) rightly
argues that, while the goal of AEL is to transform old behaviours into new work
habits, the first step in the process should be to determine the need for training and
identifying specific customer objectives. Data gathering through a thorough needs
assessment ensures that the AEL programme will focus on specific outcomes, and will

not use “hit or miss” strategies (Heunis, 1997:136). In this regard, Siebert (1995:59)
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mentions that “even the best designed programmes can be quickly reduced to a
useless state of irrelevance if the programmes do not meet the needs of the

participants”.

2.5.1.1.2. Conceptualization

The first step in this phase is the writing of a clear and concise statement of purpose
that forms the core around which the whole programme is developed. Based on the
statemnent of purpose and the analysis of the needs of the group, goals and objectives

that reflect the purpose are written (Peterson & Stumbo, 2000:88).

2.5.1.1.3. Investigation

This phase is concemed with investigating potential methods to translate the
programme goals and objectives into operational programme components.
Programme components are investigated in terms of sustainability and practicality
that are based on the restrictions and resources within the programme (Peterson &
Stumbo, 2000:93). There are various factors that should be taken into account when
determining the programme components of the AEL, such as duration, monetary
limitations, group size, logistical considerations and programme outcomes. All of
these factors will determine the nature of the programme in terms of the setting (e.g.
wilderness or centre-based) and the activities that will be used during the programme

(Miner, 1999:397).

2.5.1.1.4. Determination
In this phase the specific programme components gathered during the investigation
phase are evaluated and the components that will be used to achieve the desired

programme goals and objectives are selected (Peterson & Stumbo, 2000:98).

2.5.1.2. Specific Programme Design Process

Whereas the Comprehensive Programme Planning Process is concemed with the
overall structure and outcomes of the programme, the Specific Programme Design
Process focuses on achieving these outcomes through writing specific programme
goals, objectives, enabling objectives and performance objectives. Furthermore, the
specific programme content and processes are determined specifically for the various

individual goals and objectives (Peterson & Stumbo, 2000:109; Tesnear, 2004:51).

.27 -



Chapter 2: Concepts and foundations of AEL: A theoretical review

Concrete
Experience

Active Observation &
Experimentation Reflection

Abstract
Conceptualization

Figure 2.3. The programme design model (Adapted from Peterson & Stumbo,
2000:107-108)

According to a study by Dainty and Lucas (1992:108-113), in order to achieve desired
outcomes, there should be a direct relationship between the activity used and the
processing that accompany each activity. In this case processing refers to various
techniques that can be used to enhance the learning from experiences (Priest & Gass,

1997:174) and will be discussed in detail (see 2.5.1.4). In their study Dainty and
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Lucas (1992:108-113) determined that four types of outcomes could be achieved
during AEL, namely fun and enjoyment, narrow skills (specific transfer), broad skills
(non-specific transfer/metaphoric transfer) and awareness of self and others. In order
to achieve these outcomes they categorised the activities and the processing methods
used on different continuums. The activities used in AEL are placed on a continuum
that ranges from tightly structured tasks (that have specific rules and a predetermined
way of completing the activity) to loosely structured activities (that have various
possible ways of completing the activity), while the processing methods are placed on
a continuum that ranges from low intensity (general discussions) to high intensity
(intense feedback on personal issues). The interaction between the activities,
processing and outcomes is explained by means of the “Outdoor Development

Matrix” (see Figure 2.4).

Tigt | QUADRANT 2 QUADRANT 3
v | NARROW SKILLS | BROAD SKILLS
w2
< [QUADRANT1 QUADRANT 4
FUN/ ENJOYMENT | SELF AND OTHER
Loose AWARENESS
Low intensity PROCESSING ' High intensity

FIGURE 2.4. The Outdoor Development Matrix (Dainty & Lucas, 1992:113)

The importance of the Outdoor Development Matrix with regard to the specific
programme planning process can be seen clearly as it gives the programmer a
framework to determine the nature of the content (theory) and the process

(experiences) to be used to achieve the desired outcomes of the programme.

2.5.1.3. Implementation plan

This phase can also be referred to as the micro phase of programme planning as
proposed by Miner (1999:397) and is concerned with how positive participant change
can be achieved during the individual activities, and how the experiential learning
cycle can be implemented within each activity. This phase of the planning process is
concerned with formulating implementation strategies for the various programme

components. By utilizing a system approach in this phase it is stated that “a particular
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programme, implemented in a particular manner, should produce the desired results”
(Peterson & Stumbo, 2000:129). In this regard Stoltz (1995:17) and Heunis
(1997:126) state that experiences usually take place naturally, but when experiences
are used as instruments to promote learning and development, every learning
experience should be adapted and carefully planned and applied based on each
client’s needs and objectives. The implementation plan consists of two important
components, the first being the sequence in which the activities will take place and the

second being the specific implementation strategy of each activity.

2.5.1.3.1. Sequencing

Schoel et al. (1988:35) define sequencing as “paying attention to the order of
activities so that the order is appropriate to the needs of the group”. According to
Bisson (1999:210), activities should be presented in such an order that they lead the
group through phases that foster group formation and familiarity, teamwork through
intra and interpersonal skills and lastly, support and cohesion between team members.
The importance of correct sequencing was confirmed by Priest (199?[in review])’
who found that the use of wrong sequencing can have a detrimental effect on

programme outcomes.

2.5.1.3.2. Implementation strategies

The foundation on which the micro phase is built is the concept of planned change
events. These events refer to events that participants agreed to participate in, although
they have not selected the events for themselves (Luckner & Nadler, 1997:51).
Luckler and Nadler (1997:51) state that the events are “planned in that you (the
leader) may think that this experience will benefit participants by helping them stretch
to new areas where they may not go on their own”. In order to create planned change
events successfully knowledge about current practices and research findings are
needed. Research has shown that without careful consideration of implementation
strategies programmes can have adverse effects on the participants. As example, a
study by Ibbetson and Newell (1999:65) that made a comparison of competitive and
non-competitive AEL programmes found that participants in the non-competitive

programme reported significantly greater increase in personal benefits due to the

? This reference (for sources without a specified date of publication) is correct according to the
guidelines of the North-West University.
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programme than those who participated in the competitive programme. Smith and
Vaughan (1997:27) observed the same results, stating that cooperation was aborted at
the first hint of competition. From this research it is clear that the use of competition

as an implementation strategy should be carefully considered.

Another area that needs careful consideration regarding implementation strategies 1s
the way that the experiential learning model will be integrated with each activity to
stimulate growth and learning. In this regard the processing of the experience plays a

vital role and will, therefore, now be discussed in detail.

2.5.1.4. Foundations of processing

Apart from presenting activities and ensuring the safety of participants, the role of an
adventure leader during an AEL programme is to assist participants in processing
experiences so that learning can be generated from the various adventure activities

used.

2.5.1.4.1. Creating positive climate for Processing

Processing is a combination of both art and science, requiring the leader to perform a
complex mixture of skills such as presenting activities, observing and analysing group
dynamics and interactions and finally processing the experiences so that participants
reach the relevant learning objectives (Knapp, 1999:221; Ringer, 1999:1). Knapp
(1999:220) states that processing is based on four assumptions, namely that 1)
processing by skilled leaders can help participants gain understanding, 2) that human
relation process skills can be learned through controlled group interaction, 3) that
group learning can, with the help of the leader, be processed so that it can be applied
in situations outside the group, and 4) processing outdoor challenges can provide
stimuli for making lasting life changes. From these assumptions it is clear that an
emphasis is placed on the development of individuals through participation in group
activities. An important task of the leader is, therefore, to ensure that an appropriate
group climate that is conducive to learning is maintained. Ringer (1999:2) uses the
term containment and refers to the group structure and culture co-created by the leader
and participants during a programme. Containment will address issues such as
making sure the group understands and shares in the purpose of the programme,

helping the group create group norms and ground rules, outlining expected behaviour
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and finally creating a safe and supportive atmosphere to discuss and disclose personal
and group issues (Schoel e al., 1988:94; Knapp, 1999:222; Ringer 1999:2). itially
the leader will fulfil an active role in creating the structure and later on in the
programme fulfil a more supervisory role, helping the group maintain the structure
with minimal interference. Another important aspect in creating a positive learning
environment, according to Ringer (1999:3), is the fact that a group is characterised by
the interconnection between the group members, the interconnection between the
group and the leader and finally between the group and certain tasks. It is important
that the leader guides the group to develop this interconnvectedness, as this will form

the foundation for working successfully together.

2.5.1.4.2. Processing adventure experiences

For the purpose of this study processing (also referred to as facilitation, debriefing or
reflection) will be defined as the act of conducting verbal discussions prior to, or after,
an activity with the aim of encouraging students to implement the experiential
learning model (see Figure 2.2) focusing on what will, or has been, learned from the
experience (Brown, 2004:162). This definition confirms the arguments of Heunis
(1997:124) and McEvoy and Buller (1997:216) that the focus of processing
experiences is to distil what the group or individual has learned through reflection on

the experiences and how it can be useful in future.

To process experiences successfully in order to gain learning, various processing
techniques can be used. Over time approaches to processing have evolved (see Table
2.1) in terms of the role that the activity, the leader and the participant play in
generating and understanding learning from their experiences. Priest and Gass
(1997:184) state that the use of advanced processing techniques, such as metaphoric
debriefing, frontloading and isomorphically framing the experience are most suitable
for development programmes. In support Miner (1999:398) agrees that for the
purposes of development programmes, the use of generic techniques are no longer
adequate and that advanced processing techniques should be used to enhance learing
and achieve programme outcomes. These statements are supported by a study by
Gass and Priest (2006:78) that compares the effects of different processing techniques
on programme outcomes and found that although metaphoric debriefing was effective

in improving programme outcomes, the most significant improvement in programme
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outcomes were achieved by a combination of metaphoric debriefing and isomorphic
framing. Because of the importance of the advanced processing techniques, each will

shortly be discussed.

Table 2.1. Six generations of facilitation (Adapted from Priest & Gass, 1997:178)

Generation 1: Letting the experience } Learning and doing
speak for itself

Generation 2: Speaking on behalf of the | Learning by telling
experience

Generation 3: Debriefing the experience | Learning through reflection

Generation 4: Directly frontloading the | Direction with reflection
experience

Generation 5: Framing the experience Reinforcement with reflection

Generation 6: Indirectly frontloading the | Redirection before reflection
experience

Metaphoric debriefing refers to a processing style where participants are encouraged
to identify similarities between the adventure experience and everyday life situations.
According to Priest and Gass (1997:182), in this method of processing participants
“learn under the guidance of a questioning leader, who helps the group to discover
their own learning”. This involves creating situations where participants can identify
connections between the adventure experience and everyday life. Metaphoric
debriefing usually takes place after completion of an activity with participants making
connections to everyday situations with statements like “the way we communicated
during this exercise is just like the way we communicate at home”. According to
Gass and Priest (2006:81), metaphoric debriefing “enables clients to view new

perspectives of relevancy and realism from their learning experiences reflectively”.

Frontloading refers to a pre-activity processing method where the learning outcomes
are highlighted before engagement in the activity. During frontloading several key
points are highlighted. Firstly the group is asked to revisit the learning that took place
during the previous activity. Secondly, the objectives and possible learning outcomes
of the current activity are highlighted. Thirdly, asking how the learning of the activity
can be important and helpful in other life situations motivates the group. Fourthly, the
group is encouraged to identify the behaviours that will help them complete the

activity successfully and how these behaviours will be optimised. Lastly, the group
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will be asked which factors will be detrimental to the success of the activity and how

these negative factors can be overcome (Priest and Gass, 1997:201).

Isomorphic framing is an advanced processing technique used to improve transfer of
learning. Gass and Priest (2006:81) describe isomorphic framing as when facilitators
and participants proactively frame experiences to possess relevance to participants’
learning issues. According to Priest and Gass (1997:210), an isomorph is “an idea,
object, or description that is identical in form or structure, but not necessarily
composition or function, to another idea, object or description. During isomorphic
framing explicit reference to the metaphoric similarities between the activity and
workplace are made before participation in the activity. This gives participants the
chance to understand the importance of the learning from the current activity, as well

the future application of the learning in an everyday setting (Priest & Gass, 1997:210).

2.5.1.5. Transfer of learning

According to Luckner and Nadler (1997:20), an individual’s real gain of participation
in an experience is best measured by determining how much has been learned and to
what degree this learning can be sustained and applied in real life situations. The
assumption behind transfer of learning is that the behaviour, feelings and thoughts
exhibited by participants during AEL is representative of their behaviour, feelings and
thoughts in everyday situations. It is further argued that if the behaviour, feelings or
thoughts of participants can be altered during AEL, these changes will cascade into
participants’ everyday lives (Steyn, 2001:176). This assumption supports Luckner and
Nadler (1997:20) who state that “the activities and events may be different, but the
emotions, thoughts and behaviour are not”. To clarify the concept of transfer of
learning, it is necessary to study the different types of transfer of learning that can
occur. Three types of transfer can occur, namely specific transfer or near transfer,
non-specific or far transfer and metaphorical transfer (Gass, 1999:229; Haas &
Sibthorp, 2004:24). Specific transfer refers to skills which can be applied in a similar
way in various situations (Dainty and Lucas, 1992:111). An example of this is
communication where the skills to communicate with a work group can be directly
applied in communicating with a church group. Non-specific transfer refers to those
skills where knowledge of the concept can be applied in a broad range of situations

that differ entirely from the original learning experience. Dainty and Lucas
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(1992:111) claim that these are often more complex people management skills such as
leadership. Finally, metaphoric transfer occurs when similar underlying principles are
generalized from one situation and applied to future situations with similar elements
(Gass, 1999:230). Depending on the programme outcomes, one, or a combination of
these types of transfer will be implemented ensuring the long term success of the

programme.

2.5.1.5.1. Conditions for transfer

Various factors that influence learning transfer should be taken into account when
planning an AEL programme. Firstly various authors (Luckner & Nadler, 1997:21;
Burke & Collins, 1998:139; Thompson et al., 2003:540) agree that the new attitudes,
skills and knowledge learned during AEL training must be relevant to situations that
participants will face in real life for any real transfer to occur. Secondly, according to
Priest and Gass (1997:210), the use of various metaphors during guided processing
can contribute to the degree of transfer of learning during AEL. According to
Luckner and Nadler (1997:20) and Steyn (2001:176), transfer of learning can take
place unconsciously or through guided processing. During spontaneous transfer of
learning the resemblance between the activity and the workplace is so clear that
participants can make the connection of how the learning from the activity can be
applied back at work spontaneously, without the help of a facilitator. A problem that
does influence the degree of transfer of learning is the fact that the unique and novel
setting and the nature of activities used during AEL can hinder participants from
making a connection between the activities and the workplace, resulting in an inability
to transfer the learning back to real life settings (Burke & Collins, 1998:142). In this
regard Priest and Gass (1997:175) state that participants may not be able to apply
what they learned during an AEL programme successfully to real life situations,
because the activities of the AEL programme were not planned and presented in such
a way that they had similarities that could be linked to real life experiences. It is,
therefore, important that individuals see the similarities between situations that
happen during AEL and situations that have occurred in other aspects of life (Luckner
& Nadler, 1997:20).

Isomorphic framing can be used successfully to help participants make a connection

between the AEL experiences and real life. Isomorphic framing is concerned with
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addressing the needs and objectives of participants during AEL in such a way that the
successful completion of an adventure activity resembles the successful resolution of
participant issues in real life (Priest & Gass, 1997:210). For this to happen relevant
isomorphic frames should be designed that reflect both the context of life and the
issues that need to be resolved. Steyn (2001:177) supports this argument, stating that
the success of metaphors depend on the degree of isomorphism between the metaphor
and real life. It is, therefore, also important that the programmer has adequate insight
into the lives of the participants to enable the design of appropriate isomorphic

frames.

2.5.2. Summary

Proper planning and processing of an experience is important. Through processing
experiences are turmmed into learning opportunities where participants have the
opportunity to grow and develop. It is important, however, to realise that the ability to
apply learning in real life situations is the real determinant of success of AEL. From
the literature it is obvious that the implementation or micro phase of programme
planning is a complex exercise. Ensuring that the sequence of activities are correct,
presenting and processing the activities in such a way that participants can implement
the experiential learning model and ensuring that planned transfer of learning occurs

requires experience, knowledge of the activities and proper planning.

2.6. CONCLUSION

From the review of literature it is apparent that AEL consists of a complex
combination of constructs that can, when used correctly, have a positive impact on
participants through the development of personal effectiveness. As personal
effectiveness qualities are key to an individual’s success in life, it is important to
maximise the quality of AEL to ensure that programme outcomes are achieved as
efficiently as possible. Through the use of the Accountability Model (Peterson &
Stumbo, 2000:60) specific programme objectives are formulated according to
participant needs. Programme content and process is subsequently determined to

ensure that the correct activities are used to achieve programme objectives.
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Knowledge of adventure and the constructs thereof are vital during the selection of
specific programme activities, as each activity outcome must contribute to the
achievement of overall programme objectives. Although knowledge regarding how
and why change occur in participants during AEL is limited, the literature suggests
that two factors play an important role. Firstly, according to Luckner and Nadler
(1997:23), the feelings and emotions experienced because of dissonance created
within participants during AEL motivates participants to find direction and gain
knowledge about themselves. Secondly, and closely related to the abovementioned, is
the use of processing techniques as this will help distil the learning that occurred and

will help participants to relate this learning to everyday situations.
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Abstract

The purpose of the study was to determine the effectiveness of Adventure-based
Experiential Learning (AEL) in developing the personal effectiveness of adolescents.
Twenty three adolescents, currently enrolled in a post-matric development centre
were studied. The study consisted of an expenmental (n=12) and control group
(n=11). The experimental group participated in a five day low risk AEL programme
in an urban setting. The ROPELOC instrument developed and piloted by Richards,
Ellis and Neill (2002) was used to measure 14 constructs related to personal
effectiveness. The ROPELOC was administered in the form of pre and post-tests for
both groups. Pre-post-test effect sizes showed that the experimental group
experienced high significant (d=0.80) development in four areas and medium
(d=0.50) development in nine areas of personal development, compared to one
medium effect size for the control group. The results from this study compare
favourably with the benchmark effect size for AEL of 0.40 as suggested by Neill
(2003) with an average effect size of 0.61. Based on these results AEL may be seen

as an effective programme in improving personal effectiveness of adolescents.

Key words: Adventure-based experiential learning; personal effectiveness; adventure

education; adventure therapy.
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INTRODUCTION

It is evident from traditional field studies and anecdotal accounts that training that uses
adventure and experiential learning activities to develop personal effectiveness is
effective (McEvoy & Buller, 1997, Burke & Collins, 1998; DuFrene, Sharbrough,
Clipson & McCall, 1999; Ng, 2001; Williams, Graham & Baker, 2003). Scientific
research based studies in the abovementioned aspects are limited and it is, therefore,
with no doubt that more scientific research which investigates the effect of Adventure-
based Experiential Learning' on the personal effectiveness of participants is needed.
Williams et al. (2003) indicated that personal competencies of individuals, such as
leadership, problem-solving, trust and communication are believed to be key elements
for success in life and, therefore, the effect of AEL on these competencies should be

studied.

' Throughout this study the term Adventure-based Experiential Learning will be referred to as AEL
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The findings from a meta-analysis (Cason & Gillis, 1994) using data from 43 studies
show that across the whole spectrum of programmes (e.g. wildemess expeditions,
centre-based programmes or combinations of both) AEL had only a small effect on
participants, with an average effect size of 0.31. In another meta-analysis by Hattie,
Marsh, Neill and Richards (1997), results indicated the overall average effect size of
AEL on personal effectiveness t0 be 0.34. Based on the latter studies, Neill (2003)
concluded that a benchmark effect size of AEL programmes on personal effectiveness
can roughly be seen as 0.40. This benchmark serves as a reference point with which

results from other AEL studies can be compared.

Priest (1999) stated that “...adventure programming has failed to create a unique body
of knowledge. Therefore, adventure programming sits on the fringe, unable to claim
that it does much good”. The purpose of this study is, therefore, based on the
abovementioned statement, reviewed literature and the lack of reliable evidence that
supports the claims of effectiveness of AEL, to determine whether a 5 day centre-based
AEL programme for adolescents 1s indeed successful in improving the personal
effectiveness of participants. Results from this study will add knowledge to the

scientific world of research regarding the effectiveness of centre-based AEL.

METHOD

Participants

Thirty five (35) participants currently enrolled in a post-matric youth development
programme were used as a sample pool for this study. The ages of the candidates range
from 19-22 years. Two groups were selected based on an available sample to serve as
experimental and control groups (Strydom & De Vos, 2001). The experimental group
was randomly selected from the pool of 35 candidates, consisting of both males and
females, to create a group of 12 members. The control group, consisting of 11 members,
was also selected randomly from the pool. The remaining 12 candidates were not used

in this study.
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Instruments and procedures

For the purpose of this study a pre-post experimental research design, as suggested by
Neill (2002) was used. In order to ensure programme effectiveness the AEL
programme design was based on the Accountability Model by Peterson and Stumbo
(2000). This approach to programme design implies that service providers are held
responsible for the production and delivery of AEL services that best meet client needs
and move clients toward predetermined outcomes in the most timely, efficient and
effective manner as possible (Peterson & Stumbo, 2000). In order to determine the
programme outcomes a needs assessment was conducted on the whole sample group by
means of the Leadership Quality Inventory that determines an individual’s strengths and
weaknesses based on leadership dynamics, people onentated qualities, task orientated
qualities and self orientated qualities (Faul & Hanekom, 2005). Based on a group
profile of the needs assessment, specific programme content and process was
determined and a five day AEL programme with a focus on the development of personal
effectiveness designed and presented to the experimental group. The control group did
not take part in any AEL programme. The programme consisted of low risk initiative
exercises presented indoors as well as outdoors in an urban setting. After each activity
the whole experience was processed in order to highlight learning from the experience.
The programme was presented by a post-graduate student in the field of outdoor
recreation with eight years experience in planning, presenting and facilitating AEL

Programines.

Directly before and directly after the AEL programme participants of the experimental
and control groups were requested to complete the Review of Personal Effectiveness
with Locus of Control (ROPELOC). The ROPELOC was used to determine the effect
of the AEL programme on the personal effectiveness of participants. The ROPELOC
instrument measures personal effectiveness by means of fourteen scales, namely 1) self-
confidence, 2) self-efficacy, 3) stress management, 4) open thinking, 5) social
effectiveness, 6) cooperative teamwork, 7) leadership ability, 8) time management, 9)
quality seeking, 10) coping with change, 11) active involvement, 12) overall
effectiveness, 13) internal locus of control, and 14) external locus of control (Richards,

Ellis & Neill, 2002). According to Richards et al. (2002), the ROPELOC has a
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reliability coefficient of between 0.79 and 0.93, with an average internal reliability of
0.85 (Cronbach Alpha value). Nunnaly and Bernstein (1994) propose that a reliability

coefficient of 0.60 can be seen as acceptable.

Statistical analysis of data

Data was analysed with the assistance of the Statistical Consultation Services at the
Potchefstroom Campus of the North-West University. Descriptive statistics were used
to examine the demographic characteristics of the subjects. In studying the inter-group
effect of the adventure-based experiential learning programme paired sample T-tests
and the effect sizes on the difference between pre-test and post-test data were calculated.
Further, effect sizes were calculated on the pre-test scores of the two groups to
determine their comparability. To determine the post-test effect sizes between the two

groups effect sizes on the post-test scores, controlling for the pre-test scores was used.
RESULTS

Descriptive statistics indicate that male participants accounted for 65% of the total

research group used in the study (Figure 1).

Gender Composition of the Research
Group |

8 e
= Male
W Female
15 &

Figure 1: Demographic distribution of the total research group by gender.

Table [ indicates the pre-test differences between the two groups by means of effect
sizes. The results show that out of 14 constructs only a high significant effect was
found for Social Effectiveness (SE), followed by medium effect sizes for Leadership
Ability (LA) and Coping with Change (CH), while the other remaining constructs

indicated small effect sizes.
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Table 1. Effect sizes on the pre-test scores of the experimental and control groups.

Pre-test Mean (SD) Effect sizes
CONSTRUCT Experimental group Control group d
Active involvement: Al 19.67 (4.29) 19.60 (2.50) 0.02
Cooperative Teamwork: CT 19.50 (4.08) 18.30 (4.90) 0.24
Leadership Ability: LA 17.83 (4.24) 20.30 (4.35)
Open Thinking: OT 18.67(2.39) 20.10(3.35) 0.43
Quality Seeking: QS 19.25 (2.60) 19.80 (2.78) 0.20
Self Confidence: SC 19.17 (2.52) 20.10(3.1D) 0.30
Self Efficacy: SF 16.92 (3.34) 17.70(3.74) 0.21
Social Effectiveness: SE 19.58 (3.94) 15.90(5.09)
Stress Management: SM 16.75 (4.05) 17.20(3.36)
Time Efficiency: TE 15.33(3.94) 14.50(3.89)
Coping with change: CH 17.25(3.77) 19.40 (3.34)
Overall Effectiveness: OE 17.50 (1.93) 17.90 (3.28)
Internal Locus of Control: IL 20.08 (3.33) 21.80(2.53)
External locus of control: EL 12.42 (4.58) 9.70 (5.50)
d~0.2: Sma t with litt] *d=0.5: Substantial effect with possible practic

Small ef ith litt

Table 2. Effect sizes between the pre-test and post-test scores of the experimental and

control groups respectively.

Experimental Group

CONSTRUCT

MEAN(SD)

EFFECT SIZE
(d)

Active involvement: Al

50(2.91)

Cooperative Teamwork: CT

42(3.48) 0.41

Leadership Ability: LA

75(2.73)

Open Thinking: OT

1

42(2.54)

Quality Seeking: QS

:00(2.00)

Self Confidence: SC

42(1.98)

Self Efficacy: SF

58(3.37)

Social Effectiveness: SE

0.83(1.85)

Stress Management: SM

1.33(2.81)

Time Efficiency: TE

1.67(2.23)

Coping with change: CH

1.42{2.68)

Overall Effectiveness: OE

2.00(1.81)

Internal Locus of Control: IL

0.92(1.88)

External locus of control: EL

2.58(2.87)

ce; *d~0.5: Substantia

Control Group
MEAN(SD) EFFECT SIZE
()
0.20(2.10) 0.09
0.20(2.94) 0.07
-0.10(1.91) 0.05
-0.30(2.75) 6.10
0.90(2.60) 0.34
1.30(2.58) _
-0.30(2.71) .11
1.80(4.94) 0.40
0.60(2.50) 0.24
0.90(2.42) 0.40
-0.70(2.63) 0.27
0.90(2.18) 0.41
-0.30(1.89) 0.15
0.40(2.67) 0.15
al effect with possible practical significance:
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According to Neill (2003), the key interest effect size for studies evaluating programme
effectiveness indicates the difference between the measures before and after the
intervention. The effect sizes between the measures before and after the intervention
are presented in Table 2. From these results (Table 2) it becomes apparent that AEL
can have an effect on the personal effectiveness of participants. From the experimental

group the results show that the largest effect sizes were achieved with the constructs of
Overall Effectiveness (OE) (d=1.10), External Locus of Control (EL) (d=0.90) and
Time Efficiency (TE) (d=0.75), while the control group indicated a medium

improvement with only one construct, namely Self Confidence (SC) (d=50).

investigation into the inter-group differences of the two groups as presented in Table 3

reveals only two large effect sizes, namely for External Locus of Control (EL) (d=1.04)
and Coping with Change (CH) (d=0.79). Although Leadership Ability (LA) (d=0.68),
Internal Locus of Control (IL) (d=0.64) and Open Thinking (OT) (d=0.62) do not
indicate large effect sizes between the two groups, these effect sizes are on the upper
scale of the medium effect range and indicate possible significant differences between

the groups.

Table 3. Inter-group effect of the AEL programme by means of effect sizes on the
difference between pre-test and post-test scores of the experimental and control
groups

Experimental group Control group Effect size
CONSTRUCT MEAN (SD) MEAN (SD) d
Active involvement: Al 1.50 (2.91) 0.20 (2.10) 0.45
Cooperative Teamwork: CT 1.42 (3.48) 0.20 (2.94) 0.35
Leadership Ability: LA 1.75 (2.73) -0.10 (1.9 I (i i
Open Thinking: OT 1.42 (2.54) -0.30 (2.73)
Quality Seeking: QS 1.00 (2.00) 0.90 (2.60)
Self Confidence: SC 1.42 (1.98) 1.30 {2.58)
Self Efficacy: SF 1.58 (3.37) -0.30 (2.71)
Social Effectiveness: SE 0.83 (1.85) 1.80 (4.94)
Stress Management: SM 1.33 (2.81) 0.60 (2.50)
Time Efficiency: TE 1.67 (2.23) 0.90 (2.42)
Coping with change: CH [.42 (2.68) -0.70 (2.63)
Overall Effectiveness: OF 2.00 (1.81) 0.90 (2.18) e g
Internal Locus of Control: IL 0.92 (1.88) -0.30(1.89) p
External locus of control: EL -2.58 (2.87) 0.40 (2.67) T

d=0.2: Small effect with little practical significance; *d=~0.5: Substantial effect with possible practical signiﬁéance;
**d~(.8: Large effect with practical significance
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Table 4. Effect sizes for the post-test scores of the two groups, controlling for any

pre-test differences

CONSTRUCT LSMEAN LSMEAN ROOT Experimental vs. Control
Experimental Control MSE

Active involvement: Al 20.30 19.98 1.94 [ IGE
Cooperative Teamwork: CT 20.89 18.98 2.70 0.33
Leadership Ability: LA 20.80 19.40 1.94 0TI
Open Thinking: OT 2093 19.67 2.73 0.28
Quality Seeking: QS 2091 2093 2.01 0.02
Self Confidence: SC 21.47 21.51 2.00 0.02
Self Efficacy: SF 19.07 17.30 2.77 - 0.64*
Social Effectiveness: SE 19.59 19.69 312 0.03
Stress Management: SM 18.23 17.55 2.37 0.29
Time Efficiency: TE 17.18 16.32 2.45 0.35
Coping with change: CH 19.39 17.75 2.14 0.74%
Overall Effectiveness: OE 20.31 19.26 2.66 0.39
Internal Locus of Control: 1L 2175 21.07 2.44 0.28
External locus of control: EL 8.74 11.65 2.56 L14x*

d=~0.2: Small effect with little practical significance; *d=0.5: Substantial effect with possible practical significance;
**d~0.8: Large effect with practical significance

Table 4 presents the results of the effect sizes on post-test scores for the two groups,

controlling for the pre-test scores. From this analyses it shows that medium effect sizes

were achieved between the two groups for Active Involvement (Al) (d=0.68),

Leadership Ability (LA) (d=0.72), Self Efficacy (SE) (d=0.64) and Coping with Change

(CH) (d=0.74). The only construct that indicates a large effect size is External Locus of

Control (EL) (d=1.14).

DISCUSSION

Results from this study indicate that AEL is moderate and highly effective in improving

the personal effectiveness of participants. The current study achieved minimum effect

sizes of 0.41. Additionally, medium eftect sizes (d=0.5) in nine constructs and

practically significant, effect sizes (d=0.8 or higher) in four constructs for the

experimental group were also achieved.

In contrast the control group stayed mainly

unchanged with only one construct (Self Confidence) indicating a medium effect size on

the pre-test post-test scores. From the results it is difficult to determine any relationship

between the constructs that showed the most significant changes, as diverse constructs

such as Overall Effectiveness, External Locus of Control, Time Etficiency and Self
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Confidence showed practically significant changes. This clearly supports a statement
by Hattie et al. (1997) which states that only some constructs are affected by AEL, and
that only certain programme components contribute to these changes. The present
findings are, however, different from the findings from the meta-analysis studies, as
suggested by Neill (2003), as it seems that the programme used in this study achieved
higher results (d =0.41).

Although the results illustrate that this programme achieved effect sizes above the
general benchmark of AEL programmes, the significance of these results is highlighted
when compared to other programmes with similar age groups and duration. Hattie et al.
(1997) found that programmes longer than 20 days had an average effect size of 0.41
compared to programmes shorter than 20 days with average effect sizes of 0.23.
Considering that the duration of the programme used in this study was only five days,
the effect sizes (d=0.41) are quite significant. Furthermore, Hattie et al. (1997)
concluded that the age of participants played a role in the effectiveness of programmes
with adults achieving effect sizes of 0.38, while students only achieved effect sizes of
0.21. Considering the effect sizes achieved by this study on adolescents, it is clear that

the programme presented to participants in this study was more effective.

The positive findings from the present study can be related to the fact that the
Accountability Model of Peterson and Stumbo (2000) was followed in the planning and
design of the programme. Using this specific model ensures that “hit and miss”
approaches to programme design are eliminated. Further, the model emphasizes the use
of a proper needs assessment of clients, a practice supported by Millholland (1995) and
Siebert (1995). In the case of this study a needs assessment played a major role in the
determination of programme outcomes, as well as determining the programme content
and process to be followed. Lastly, a significant amount of time was dedicated to
processing each activity so as to highlight any learning and growth that occurred during
the respective activities. As many authors revealed that the processing of experiences
are a key element in achieving programme outcomes (Priest & Gass, 1997; McEvoy &
Buller, 1997; Miner, 1999), this may also have played a significant role in achieving the

positive results in the present study.
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The limitation of the present study is that only a small sample, hence the unequal
number of participants, was used to determine the effectiveness of the programme and

limits the generalization of these findings.

CONCLUSION

In conclusion, the present results indicated that the use of a five day AEL programme as
an instrument for the development of personal effectiveness of adolescents seems to be
moderately to highly effective. Furthermore, effect sizes higher than the suggested
benchmark by Neill (2003) were achieved. As a result, it seems that this study raised
more questions than answers concerning how programme outcomes are achieved. It is
suggested that a combination of proper needs analysis, programme design and
processing contributed to the success of the study. Future recommendations include
investigating the influence of processing on the achievement of programme outcomes.
Furthermore, as it seems that the use of the Accountability Model (Peterson & Stumbo,
2000) contributed to the findings of this study, the influence of various programme

design models on the achievement of programme outcomes should be investigated
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Abstract

The purpose of this study was to determine the effect of processing on the personal
effectiveness outcomes of Adventure-based Experiential Learning (AEL) for
adolescents. Thirty five adolescents, currently enrolled in a post-matric development
centre were studied. The study consisted of a processed experimental group (n=12), a
non-processed experimental group (n=12) and a control group (n=11). The
experimental groups participated in identical five day low risk AEL programmes in an
urban setting, with the difference being that the one group received group processing
after each activity while the other experimental group did not. The ROPELOC
instrument developed and piloted by Richards, Ellis and Neill (2002) was used to
measure 14 constructs related to personal effectiveness. The ROPELOC was
administered in the form of a pre and post-test for all three groups. Pre-post-test
effect sizes for the processed experimental group indicated high significant
improvements (d~0.80) in four constructs and medium improvements (d=0.50) for a
further nine constructs. In comparison the non-processed experimental group
achieved high significant improvements (d~0.80) in one construct and medium
improvements (d~0.50) in two other constructs. A medium deterioration was also
found for one construct of the non-processed experimental group. Future research
into the effect of other processing techniques, duration of processing and the

sustainability of these results is recommended.

Key words: Adventure-based experiential learning; adventure education; processing;

facilitation; personal effectiveness.
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INTRODUCTION

Research regarding Adventure-based Experiential Learning (AEL)" has focused mainly
on evaluating the effectiveness of these programmes, with little or no investigation into
how programme outcomes are achieved (Hattie, Marsh, Neill & Richards, 1997);
(Rushmer, 1997). Available information on how outcomes are achieved is based on
theory, resulting in practice not being grounded on the basis of empirical research, but
on assumptions that could possibly be faulty or incomplete (McKenzie, 2000). One
such assumption, with limited supporting research (McKenzie, 2000), is that processing
of experiences is very important in improving the achievement of programme outcomes.
It i1s assumed that empirical evidence could come up with support for the important
practice of processing experiences during AEL (Beard, 1996; Priest, 1996; DuFrene,
Sharbrough, Clipson & McCall, 1999) and hence improve attainment of programme
outcomes. For the purpose of this study processing will be viewed as an act of

conducting verbal discussions prior to, or after an activity in order to distil what will or

! Throughout the study the term Adventure-based Experiential Learning will be referred to as AEL.
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has been learned from the experience and how this learning can be applied to other life

areas (Brown, 2002); (Luckner & Nadler, 1997).

Priest and Gass (1997) indicate that processing techniques evolved from a point where
the activity supposedly had enough power to change participants without the need for
discussions or reflection to a point where AEL activities are specifically designed,
presented and processed (referred to as isomorphic framing of activities) to mirror
specific workplace or real life situations. Within the evolution of processing there have
also been calls for processing to use positive psychology, focusing on strengths of
participants rather than their problems or weaknesses (Gass & Gillis, 1995); (Berman &
Davis-Berman, 2005). Only a few studies have aimed to substantiate the importance of
these developments in processing theories and models, and little proof in the form of
empirical research exists which investigated that processing is indeed the key to
improving the achievement of programme outcomes (McKenzie, 2000). One study that
examined the effects of different processing techniques on team development outcomes
(Gass and Priest, 2006) found that programmes with no processing accounted for a rise
of 15% (on a scale of 0%-100%) in teamwork, while the two programmes that used two
different advanced processing techniques (metaphoric debriefing and isomorphic
framing) respectively achieved an additional 15% improvement in teamwork. It was
also found that a combination of these advanced techniques had the best effect by
improving teamwork with a further 10% (Gass & Priest, 2006).

Whether processing will have the same results in programmes focusing on individual
development, or groups with diverse backgrounds, is still uncertain and reveals a
considerable shortcoming in our understanding of processing and the effect that it has
on programme outcomes. As a result of the paucity of research regarding processing,
the purpose of this study is to determine the effect of processing on the personal
effectiveness outcomes of AEL programmes for adolescents. Findings of this study will
contribute to the understanding of the importance of processing. Furthermore, data on
the effectiveness of processing in a variety of settings and with different groups will

assist programme planners in enhancing their AEL programmes (McKenzie, 2000).
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METHOD

Participants

Thirty five (35) participants, currently enrolled in a post-matric youth development
programme were used for this study. The ages of the candidates range from 19-22 years.
Three groups were selected based on an available sample (Strydom & De Vos, 2001).
The two experimental groups were randomly selected from the pool of 35 candidates,
consisting of both males and females, to create two groups of 12 members. The control

group, consisting of the remaining 11 participants, did not take part in any intervention.

Instruments and procedures

For the purpose of this study a pre-post experimental research design, as suggested by
Neill (2002) was used. In order to ensure programme effectiveness the AEL
programme design was based on the Accountability Model by Peterson and Stumbo
(2000). This approach to programme design implies that service providers are held
responsible for the production and delivery of AEL services that best meet client needs
and move clients toward predetermined outcomes in the most timely, efficient and
effective manner possible (Peterson & Stumbo, 2000). In order to determine the
programme outcomes a needs assessment was conducted on the whole sample group by
means of the Leadership Quality Inventory that determines an individual’s strengths and
weaknesses based on leadership dynamics, people orientated qualities, task orientated
qualities and self orientated qualities (Faul & Hanekom, 2005). Based on a group
profile of the needs assessment specific programme content and process were
determined and a 5-day AEL programme with a focus on the development of personal
effectiveness was designed and presented to the two experimental groups. The only
difference between the programmes for the experimental groups is that one programme
included processing sessions while the other programme did not. The control group did
not take part in any programme and continued with the normal academic programme of
the centre. The AEL programme consisted of low risk initiative exercises presented
indoors as well as outdoors in an urban setting. Activity sessions were held in the
mornings (08:00-10:00), afternoons (14:00-16:00) and evenings (19:00-21:00), with

each session lasting two ours. After each activity the one experimental group
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participated in a session where the whole experience was processed in order to highlight
learning from the experience. Processing techniques focussed on pre-activity discussion
(frontloading) of activities, metaphoric reviewing sessions after each activity, and
isomorphic framing. The other experimental group did not take part in these sessions.
The time between sessions was dedicated to the normal academic programme of the
centre. The programme was presented by post-graduate students in the field of outdoor
recreation with between four and eight years experience in planning, presenting and

facilitating AEL programmes.

Directly before and directly after the AEL programme participants of the experimental
groups and the control group were requested to complete the Review of Personal
Effectiveness with Locus of Control (ROPELOC). The ROPELOC was used to
determine the effect of the AEL programme on the personal effectiveness of participants.
The ROPELOC instrument measures personal effectiveness by means of fourteen scales,
namely 1) self-confidence, 2) self-efficacy, 3) stress management, 4) open thinking, 5)
social effectiveness, 6) cooperative teamwork, 7) leadership ability, 8) time
management, 9) quality seeking, 10) coping with change, 11) active involvement, 12)
overall effectiveness, 13) internal locus of control, and 14) external locus of control
(Richards, Ellis & Neill, 2002). According to Richards et al. (2002), the ROPELOC has
a reliability coefficient of between 0.79 and 0.93, with an average internal reliability of
0.85 (Cronbach Alpha value). Nunnaly and Bernstein (1994) propose that a reliability

coefficient of 0.60 can be seen as acceptable.

Statistical analysis of data

Data was analysed with the assistance of the Statistical Consultation Services at the
Potchefstroom Campus of the North-West University. Descriptive statistics were used
to examine the demographic characteristics of the subjects. For the data gathered by the
ROPELOC the following statistical analysis were conducted: Firstly, effect sizes were
determined on the pre-test scores of the three groups to determine their comparability.
Secondly, the inter-group effect of the adventure-based experiential learning programme

was determined by means of paired sample T-tests and the effect sizes on the difference
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between pre-test and post-test. This was also determined for all three groups. Thirdly,

effect sizes on the post-test scores, controlling for the pre-test scores were used to

determine the post-test effect sizes between the three groups.

RESULTS

Descriptive statistics indicate that male participants accounted for 68% of the total

research group used in the study. Due to the limited number of female participants in

this study, gender as a variable was omitted from the statistical analysis as it would be

difficult to give statistical power to the results.

Table 1. Effect sizes on the pre-test scores of experimental and control groups.

Pre-test Mean (SD) Effect size (d)
CONSTRUCT Processed Non- Control 1 AND 2 1AND3 | 2AND3
(€] processed (3)
@)

Active involvement: Al 19.67 (4.29) 20.33 (3.31) 19.60 (2.50) 0.02 0.22
Cooperative Teamwork: CT 19.30 {4.08) 2033 (3.34) 18.30 (4.90) 0.24 0.41
Leadership Ability: LA 17.83 {4.24) 20.00 (4.33) 20.30 (4.35) | 10,57 0.07
Open Thinking: OT 18.67 (2.39) 21.00 (2.37) 20.10 (3.35) ; : 0.43 0.27
Quality Secking: QS 19.25 (2.60) 21.33(2.13) 19.80 (2.78) 0.80%* 0.20 0.55*%
Self Confidence: SC 1917 (2.52) 21.42 (2.15) 2010(3.11) | 0.89%% | 030 0.42
Self Efficacy: SF 16.92 (3.34) 18.17 (4.73) 770374 | 026 | 02l 0.10
Social Effectiveness: SE 19.58 (3.94) 19.58 (4.10) 15.90 (3.09) 0.00 o72% || ozt
Stress Management; SM 16.75 (4.05) | 16.83 (3.46) | 17.20(3.36) 002 | o011 | 007
Time Efficiency: TE 15.33 (3.94) 16.58 (5.32) 14.50 (3.89) 0.24 0.21 0.39
Coping with change: CH 17.23 (3.77) 18.08 (5.38) 19.40 (3.34) 0.15 5T 0.24
Overall Effectiveness: OF 17.50 (1.93) 19.83 (3.49) 17.90 (3.28) 0.67* 0.12 w;' 0.55%
Internal Locus of Control: [L 20.08 (3.53) 21.75(3.28) 21.80(2.53) 0.47* 0.02
External locus of controt: EL 1242 (4.58) | 11.50(6.09) 970(550) | 0.5 0.30

d~0.2: Small effect with little practical significance; *d=~0.5: Substantial effect with possible practical significance;

**d~().8: Large effect with practical significance
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Table 1 indicates the pre-test differences between the three groups by means of effect
sizes. From the pre-test scores it is clear that certain medium to large differences exist
between the processed and non-processed experimental groups with the largest
differences occurring in the constructs Open Thinking (4=0.98), Self Confidence
(d=0.89) and Quality Seeking (4=0.80). Medium differences exist between the
processed and control group as well as the non-processed and control group. These pre-

test differences will be considered when caleulating the post-test scores.

Table 2. Effect sizes between the pre-test and post-test scores of the experimental and
control groups respectively.

Processed Non-processed Control
CONSTRUCT MEAN (SD) d MEAN (SD) d MEAN (SD) d

Active involvement: Al 1.50 (2.91) _:(l"éﬂ"fll -0.83 (1.64) 0.51% 0.20 (2.10) 0.09
Cooperative Teamwork: CT 1,42 (3.48) 0.41 -1.17 (4.04) 0.29 .20 (2.94) 0.07
Leadership Ability: LA 1.75 (2.73) 0.08 (1.24) 0.06 -0.100).91) 0.05
Open Thinking: OT 1.42 (2.54) 0.08 (3.12) 0.02 -0.30(2.75) 0.1¢
Quality Seeking: QS 1.00 (2.00) -0.33 (1.67) 0.19 0.90 (2.60) 0.34
Self Confidence: SC 1.42 (1.98) 0.38 (1.44) 0.40 1.30(2.58) [ 0.50%
Self Efficacy: SF 158 (3.37) 042210 | 020 | 03070 | 011
Social Effectiveness: SE 0.83(1.85) 0.00 (2.45) 0.00 1.80(4.94) 0.40
Stress Management; SM 1.33 (2.81) 1.00 (1.76) 0.56* 0.60 (2.50) 0.24
Time Efficiency: TE 1.67(2.23) 0.75 (2.70) 0.28 0.90 (2.42) 0.40
Coping with change: CH 142 (2.68) 142Q151) [N -0.70 (2.63) 0.27
Overall Effectiveness: OE 2.00(2.81) -0.08 (3.55) 0.02 0.90(2.18) 0.41
Internal Locus of Control: IL 0.92(1.88) [ | -0.92 (3.55) 0.26 -0.30(1.89) 0.15
External locus of control: EL 258 (287) | 090%% | -025(1.86) | 013 0.40 (2.67) 015

d=0.2: Small effect with little practical significance; *d=~(0.5: Substantial effect with possible practical significance

**d~0.8: Large effect with practical significance

The effect sizes between the pre and post-test scores of the respective groups are shown
in Table 2. An overview of the results indicates that the control group experienced lhittle
change (apart from Self Confidence) during the study. In an overview of the results
from the processed and non-processed groups it is clear that the processed programme
accounted for more changes in personal effectiveness of participants. Results from the

processed group indicate significant changes in four constructs (Self Confidence,
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d=0.74;, Time Efficiency, d=0.75; Overall Effectiveness, ¢=1.10; External Locus of
Control, d=0.90) compared to the one significant change for the non-processed group
{Coping with Change, 4=0.94). The control group shows no sigmficant changes.
Furthermore the processed group experieticed medium changes in nine constructs
{Active Involvement, d=0.52; Leadership Ability, d=0.64; Open Thinking, 4=0.56;
Quality Seeking, d=.50; Self Confidence, 4=0.47; Social Effectiveness, 4=0.45; Stress
Management, ¢=0.47; Coping with Change, d=0.53; Internal Locus of Control, 4=0.49),
while the non-processed group experienced only two medium changes (Leadership
Ability, d=0.51; Stress Management, 4=0.56) and the control group only one medium
change (Self Confidence, 4=0.50). It should, however, also be noted that the non-
processed programme contributed to a decline in certain constructs, the most significant
being the area of Active Involvement, where it can be highlighted that after the non-
processed programme the participants were to a medium degree less effective than
before. A possible explanation for this could be that, because no processing occurred
prior to, during or after each activity, the participants did not get the opportunity to
address and correct certain group or individual behaviour such as strong group members
dominating activities and not giving others a chance to get actively involved. It is also
interesting to note that the non-processed group seems to have experienced a significant
increase in Coping with Change (d=0.94), a construct that shows only a medium change
for the processed group (4=0.53). Although no scientific answer is available for this, it
is possible that within the non-processed group, due to the fact that no processing
occurred, group members had to adapt to the changing dynamics in their group,

resulting in improved ability to cope with change.
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Table 3. The inter-group differences in terms of effect sizes for the pre-post-test scores

of the three groups.

Pre-post Test Mean (SD) Effect Sizes
CONSTRUCT Processed Non-processed Control
(1) 2) 3)

Active invelvement: Al 1.50 (2.91) -0.83 (1.64) 0.20 (2.10)

Cooperative Teamwork: CT 1.42 (3.48) -1.17 (4.04) 0.20 2.94 [

Leadership Ability: LA 175 (2.73) 0.08 (1.24) | -0.10 (191) |

Open Thinking: OT 1.42 (2.54) 0.08 (3.12) -0.30 (2.75)

Quality Seeking: QS 1.00 (2.00) -0.33 (1.67) 0.90 (2.60) [

Self Confidence: SC 142 (1.98) 058 (1.44) | 130 (238 |

Self Efficacy: SF 1.58 (3.37) 0.42 (2.11) -0.30 2.71)

Social Effectiveness: SE 0.83 (1.85) 0.00 (2.43) 1.80 (4.94)

Stress Management: SM 1.33 (2.81) 1.00 (1.76) 0.60 (2.50) 0.12 0.26 0.16
Time Efficiency: TE 1.67 (2.23) 0.75 (2.70) 0.90 (2.42) 0.34 0.32 (.06
Coping with change: CH 1.42 (2.68) 1.42 (L.51) -3.70 (2.63)

Overal] Effectiveness: OE 2.00 (1.8 -0.08 (3.53) 0.90 (2.18) [

Internal Locus of Control: 1L 0.92 (1.88) -0.92 (3.33) -0.30 (1.89)

External locus of control: EL | -2.58 (2.87) -0.25 (1.86) 040 (2.76) [

G~0.2: Small effect with little practical significance; *d~0.5: Substantial effect with possible practical significance

*¥d~(.8: Large effect with practical significance

Table 3 presents the inter-group differences, in terms of effect sizes, for the pre-post test

scores of the three groups. Results indicate significant differences between the

processed and non-processed groups in terms of Active Initiative (d=0.80) and External

Locus of Control (¢=0.81). Medium differences between the two groups are also found
for Cooperative Teamwork (d=0.64), Leadership Ability (d=0.61), Quality Seeking
(d=0.67), Overall Effectiveness (¢=0.59) and Internal Locus of Control (¢=0.52).
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Table 4. Effect sizes of post-test scores for the groups controlling for the pre-test score
differences

LSMEAN | LSMEAN | LSMEAN | ROOT EFFECT SIZES
Processed Non- Control MSE
CONSTRUCT ( processed (3 land2 | 1and3 | 2and3
(2)

Active involvement: Al 21.30 19.21 19.98 1.94 0.68* 0.40
Cooperative Teamwork: CT 20.89 18.78 18.98 2.70 0.33 0.44
Leadership Ability: LA 20.80 19.53 15.40 194 | 0.72* 0.07
Open Thinking: OT 20.93 20.34 19.67 2.73 0.28 0.26
Quality Seeking: QS 20.91 20,13 20.93 2.01 0.02 0.40
Self Caonfidence: SC 2147 21.02 21.51 2.00 0.02 0.25
Self Efficacy: SF 19.07 18.08 17.30 277 0.64* 0.28
Social Effectiveness: SE 19.59 18.75 19.69 312 .0.b37 0.30
Stress Management: SM 18.23 17.90 17.35 2.37 0.29 0.15
Time Efficiency: TE 17.18 16.39 16.32 245 0.32 0.35 ¢.03
Coping with change: CH 19.39 19.57 17.75 2.14 0.08 0.74% 0.85%*
QOverall Effectiveness: OE 20.31 18.55 19.26 2.66 "' 0.66% | 0.39 0.27
Internal Locus of Control: iL 21.75 20.44 21.07 2.44 0.54% | 028 0.26
External locus of control: EL 8.74 11,05 11.65 756 | ci.i“&“_ 1. 148* 0.23

d=0.2: Small effect with little practical significance; *d=~0.5: Substantial effect with possib_!e pmﬁtigal_siéraiﬁcmce

**d~0.8: Large effect with practical significance

The effect sizes of the post-test scores for the groups, controlling for the pre-test score
differences are presented in Table 4. From this analysis it shows that large effect sizes
were achieved between the two processed and non-processed groups for Active
[nvolvement (d=1.08), Cooperative Teamwork (d=0.78) and External Locus of Control
(d=0.90). Medium effect sizes were achieved for Leadership Ability (¢=0.65), Open
Thinking (d=0.54), Overall Effectiveness (d=0.66) and Internal Locus of Control
(d=0.54).

DISCUSSION

The results from the pre-post test scores indicate that the processed programme had a
medium to large effect on most constructs of personal effectiveness of the participants.
Compared to the non-processed and control group there is a strong indication that

processing plays a vital part in the success of AEL programmes. In fact, investigation
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into the pre-post-test scores of the non-processed group indicates decreases in certain
constructs of personal effectiveness such as Active Involvement, Cooperative
Teamwork, Quality Seeking and Internal Locus of Control. Possible explanations can
be that, without skilled processing, group members were not capable of learning from
their experiences and addressing negative behaviour in the group. This could have
resulted in a decline in involvement, poorer teamwork, a lack of desire to perform well

and a decrease in feelings of being in control of situations.

From the inter-group effect sizes it is clear that medium to large effect sizes exist
between the processed and non-processed groups. As a result these findings support the
assumption by Beard (1996), Priest (1996), Priest & Gass (1997), McEvoy & Buller
(1997), DuFrene et al. (1999) and Miner (1999) that processing plays an import role in

achieving programme outcomes.

Post-test scores, controlling for pre-test score differences, illustrates that after
participation in the programme the processed group differed significantly from the non-
processed group in terms of Active Involvement, Cooperative Teamwork, and External
Locus of Control. A medium sized difference between these two groups also exists for
Leadership Ability, Open Thinking, Overall Effectiveness and Internal Locus of Control.
From these results it can be mentioned that after participation in the AEL programme,
the processed group was, to a medium to large degree, personally more effective than

the non-processed group.

Although these results shed light on the importance of processing in AEL programmes,
many questions still remain. Firstly, as stated in the introduction of this paper,
processing has evolved over time, with different approaches and processing techniques
emerging (DuFrene et al., 1999); (McKenzie, 2000). As this study mainly used
combinations of frontloading and metaphoric debriefing as processing techniques the
effectiveness of other techniques or combinations thereof should be investigated.
Furthermore, the influence of the amount of time dedicated to processing should be

investigated to determine whether longer processing will yield better results.
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CONCLUSION

In conclusion, the study supports the notion that processing plays an important role in
the improvement of personal effectiveness through AEL. Furthermore, the results
suggest that by not processing AEL, programmes can lead to a decrease in personal
effectiveness of participants. Furthermore, as it is possible that the use of the
Accountability Model (Peterson & Stumbo, 2000) contributed to the findings of this
study, the influence of various programme design models on the achievement of

programme outcomes should be investigated.
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SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS.

5.1. Summary
5.2. Conclusions
5.3. Recommendations

5.4. Source List

S.1. SUMMARY

For the purpose of the study the effectiveness of AEL in improving personal
effectiveness of adolescents was investigated. Secondly, the study aimed to determine
whether a processed AEL programme is more effective in improving personal
effectiveness of adolescents than a non-processed AEL programme. A brief outline of
the problem statement that serves as foundation of the research questions and

hypothesis of the study is discussed in Chapter 1.

A review of relevant literature (Chapter 2) introduces the theoretical foundations of
Adventure-based Experiential Learning. Firstly, the concept of adventure along with
the various constructs that play a part in the adventure experience, is analysed.
Secondly, the development of personal effectiveness through AEL is discussed, along
with the benefits associated with high levels of personal effectiveness. This is
followed by a section regarding the importance and methodology of experiential
learning as it relates to AEL. Lastly, and probably most importantly, attention is
given to the development of AEL through the use of an adapted Accountability
Model, as suggested by Peterson and Stumbo (2000:107-108). This section also
highlights the importance of processing of experiences as a key ingredient not only in

the experiential learning process, but in the whole design of an AEL programme.

This dissertation is submitted in article format, as approved by the Senate of the
North-West University and, therefore, two articles (Chapter 3 and 4) are included.
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5.2. CONCLUSIONS

The first article entitled “The effect of adventure-based experiential learning on
personal effectiveness of adolescents” indicates that AEL is indeed medium to largely
effective in improving personal effectiveness of adolescents. Results indicate that
overall effect sizes are higher than the suggested benchmark of 0.40 (Neill, 2003:320).
As concluded from the findings in this article, the following hypothesis, as set out in
Chapter 1, is accepted:

o Hypothesis 1: Adventure-based experiential learning is effective in improving

the personal effectiveness of participants.

As the literature (Priest & Gass, 1997:17) suggests that AEL is effective as a result of
experiential learning that actively involves participants in the learning process, it is
proposed that the use of an accountability approach to programme design assists
programmers in creating suitable and relevant experiential learning experiences that

are conducive to learning and growth.

The second article entitled “The effect of processing on the personal effectiveness
outcomes of adventure-based experiential learning programmes for adolescents”
indicated that a processed AEL programme is more effective in improving personal
effectiveness of adolescents than a non-processed AEL programme. Therefore, from
these findings, the following hypothesis, as set out in Chapter 1, is accepted:

o Hypothesis 2: A processed adventure-based experiential learning programme
will produce higher short-term outcomes in terms of participants’ personal
effectiveness than a non-processed programme.

From article 2 it is clear that processing is important in achieving programme
outcomes. Possible explanations could be the fact that processing heightens
awareness of participants and creates motivation and need for change. Furthermore,
processing highlights learning points in an activity and helps participants distil the

learning that took place.
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5.3. RECOMMENDATIONS

The results from this study emphasize the importance of research regarding the
effectiveness of different types of AEL programmes. Only through scientific research
can the use of AEL in any form be justified as an effective developmental instrument.
Furthermore, although the use of the Accountability Model by Peterson and Stumbo
(2000:60) seems to achieve positive results, research regarding the effectiveness of

different programme planning models is recommended.

The study also gives rise to questions regarding the processing of experiences during
AEL. Although the findings indicate that processing is an important factor in the
success of AEL, research regarding the type of processing, as well as the amount of
time spent processing an activity is lacking. It is, therefore, recommended that future
research should focus on 1) the effect of different processing techniques on the
achievement of programme outcomes, and 2) the effect duration of processing on the

achievement of programme outcomes.

Lastly, the study supports the recommendation by Neill (2002) that researchers in the
field of AEL provide more detail regarding programme type, duration and

participants.

Certain shortcomings in this study can, however, be indicated:

o The study used only a small sample. The results from this study will,
therefore, be difficult to generalize. As this is a common problem in the field
of AEL, a possible solution could be the use of meta-analysis of results from
programme studies of similar type, duration and participants in order to
determine the effectiveness of these programmes. It is, furthermore,
suggested that future research should make use of qualitative studies to
determine the effectiveness of AEL programmes. This suggestion supports
statements by McAvoy et al. (1996:59) and Epstein (2004:108) regarding the
use of qualitative studies.

o The study did not investigate the long term effect of the various AEL

programmes on personal effectiveness. It is, therefore, suggested that future
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research should conduct follow-up tests to determine the sustainability of the

outcomes over time.
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The African Journal for Physical, Health Education, Recreation and Dunce (AJPIHERD) is a peer-reviewed
journal established to:

1) provide a forum for physical educators, health educators. specialists in human movement studies and dance,
as well as ether sport-related professionals in Africa, the opportunity to report their research findings based on
African seltings and experiences, and also to exchange ideas among themselves,

iy afford the professionals and other imerested individuals in these disciplines the opportunity to leamm more
about the practice of the disciplines in different parts ol the continent.

it} create an awareness in the rest of the world about 1he professional practice in ithe disciplines in Africa.

GENERAL POLICY

AJPHERD publishes research papers that contribute to knowledge and praciice, and also develops theory either
as new information, reviews, confirmation of previous findings, application of new teaching/coaching techniques
and research notes. Letters to the editor relating to the materials previously published in AJPHERD could be
submitted within 3 months after publication of the article in guestion. Such letter will be referred to the
corresponding author and both the letter and response will be published concurrently in a subsequent issue of the
journal.

Manuscripts are considered for publication in AJPHERD based on the understanding that they have not been
published or submired for publication in any other joumal. In subnutting papers for publication, corresponding
authors should make such declarations. Where part of a paper has been published or presented at congresses,
seminars or symposia, reference 1o that publication should be made in the acknowledgement section of the
manuseript.

AJPHERD is published gquarterly, i.e. in March. June, Sepiember and December. Supplements/Special editions
are also published periodically,

SUBMISSION OF MANUSCRIPT

Three copies of original manuseript and all correspondence should be addressed to the Editer-In-Chief:

Prolessor L. . Amusa Tel: +27 159628076
Centre for Biokinetics, Recreafion Fax: +27 15 9628647/9628035
and Sport Science, University of Venda for E-mail: amusalbw(@yahoo.com

Science and Technology, P. Bag X35050,
Thohoyandou 0950
Republic of South Africa

Articles can also be submitted electronically, i.e. via e-mail altachment. However, the comesponding auther
should ensure that such articles are virus free. AJPHERD reviewing process normally takes 4-6 weeks and
authors will be advised about the decision on submitted manuseripls within 60 days. In order to ensure anonymily
during the reviewing process authors are requested to avoid self-referencing or keep it 1o the barest minimum,

PREPARATION OF MANUSCRIPT

Manuscripts should be type written in fluent English {using 12-point Times New Roman font and 1'% line-
spacing) on one side of whiteAd-sized paper justified fully with 3em margin on all sides. In preparing
manuscripts. MS-Word, Ottice 98 or Office 2000 for Windows should be used. Length of manuscripts should not
normally exceed 12 printed pages (including tables, figures, references, etc.). For articles exceeding 12 typed
pages US$ 10.0 is charged per every extra page. Longer manuscripls may be accepled for publication as
supplements or special research reviews. Authors will be requested 1o pay a publication charge of USS 150.0 to
defray the very high cost of publication.
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Title page:
The title page of the manuscript should comain the tollowing information:

Concise and informative (itle.

Author(s) name(s) with first and middie initials. Authors’ highest qualifications and main area of rescarch specialisation
should be provided.

Author{s') institutional addresses, mcluding ielephone and Iax numbers.

Corresponding author’s contact details, inciuding e-mail address.

A short running title of not more than 6 words.

Abslract

An abstract of 200-250 words is required with up o a maximum of 5 words provided below the abstract. Abstracl mus( be
typed on a separate page using single line spacing, with the purpose of the study, methods. major results and conclusions
concisely presented. Abbreviations should either be defined or excluded.

Text

Text should carry the [ollowing designaied headings: Introduction. materials and methods, results, discussion,
acknowledgement, references and appendices (it appropriate).

Introduction

The introduction should start on a new page and in addition 10 comprehensively giving the background of the study should
jearly state the problem and purpose of the study. Authors should cile relevant refereuces to support the basis of the study. A

concise but informative and critical literature review is required.

Materials and Methods

This section should provide sufficient and relevant information regarding study participants, instrumentation, research design.

validity and reliability estimates, data collection procedures. statistical methods and data analysis 1echniques used. Qualitalive

research techniques are also acceptable.

Resulis

Findings should be presented precisely and clearly. Tables and figures must be presented separately or at the end of the

manuscript and their appropriate locations in the text indicated, The results section should not contain materials that are

appropriate for presentation under the discussion section. Formulas. units and quantities should be expressed in the svsteme

internationale (81) units. Colour printing of figures and tables is expensive and could be done upon request authors’ expense.

Discussion

The discussion section should reflect only important aspects of the study and its major conclusions. Information presented in

the results section should not be repeated under the discussion. Relevant references should be cited in order to justify the
findings of the study. Overall, the discussion should be eritical and tactfully written.

References

The American Psychological Associalion (APA) format should be used for relerencing. Only references cited in the text
should be alphabetically listed in the reference section at the end of the article. References sheuld not be numbered either in
the text or in the reference list,

Authors are advised (o consider the following examples in referencing:

Examples of ciiations in body of the text:-
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For one or two authors; Kruger (2003) and Travill and Lloyd (1998). These references should be cited as follows
when indicated at the end of a statement: (Kruger, 2003); (Travill & Lloyd, 1998).

For three or more authors cited for the first time in the iext; Monyeki, Brits, Mantsena and Toriola (2002) or when
cited at the end of a statement as in the preceding example; (Monyeki, Brits, Mantsena & Teriola, 2002). For
subsequent citations of the same reference it suffices to cite this particuiar reference as: Monyeki et al. (2002).

Multiple references when cited in the body of the text should be listed chronologically in ascending order, i.e.
starting with the oldest reference. These should be separated with semi colons. For example, (Tom. 1982;
McDaniels & Joosie, 1990; van Heerden, 2001; de Ridder al al., 2003).

Reference List

In compiling the reference list at the end of the text the following examples for journal references, chapter from a
book, book publication and electronic citations should be considered:

Examples of journal references:

Journal references should include the sumame and initials of the author(s). year of publication, title of paper, name
of the journal in which the paper has been published, volume and number of journal issue and page numbers.

For one author: McDonald, A K. (1999). Youth sporls in Africa: A review of programmes in selected countries.
International Journal of Youlh Spores, 1{4), 102-117,

For two authors: Johnson, A.G. & O’Kefee, L.M. (2003). Analysis of performance factors in provincial table tennis
players. Journal of Sport Performance, 2(3), 12-31.

For multiple guthors: Kemper, G.A., MePherson, A.B., Toledo, . & Abdullah, [.1. (1996). Kinematic analysis of
forehand smash in badminton. Science of Racket Sports, 24(2), 99-112.

Examples of book references:

Book references should specify the surname and initials of the author(s), vear of publication of the book, title.
edition, page numbers written n brackets. city where book was published and name of publishers. Chapter
references should include the name(s) of the editor(s) and other specific information provided in the third example
below:

For authored references: Amusa. [.O. & Tariola. A.L. (2003). Foundutions of Sport Science (1" ed.) (pp. 39-45).
Mokopane, South Africa: Dynasty Printers.

For ediied references: Amusa, L.O. and Toriola, A.L. (Eds.) (2003} Contemporary Issues in Physical Education and
Sporis (2" ed.) (pp. 20-24). Mokopane, South Africa: Dynasty Printers.

For chapter references in a book: Adams. L.L. & Neveling, [LA. (2004). Body fat charactenistics of sume wrestlers. In
LK. Manny and F.O. Boyd (Eds), Advances in Kinanthropomenv (pp. 21-29). Johannesburg, South Africa: The
Publishers Company Ltd.

Example of electronic references:

Electronic sources should be easily accessible. Delails of Internet website links should alse be provided fully.
Consider the foilowing example:

Wilson, G.A. (1997). Does sport sponsorship have a direct effect on product sales? The Cvber-Journal of Sport
Marketing (online). October, 1{4). at hitp://wavw, cad.gu.aw/cjsm/wilson.himl. February 1997,
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PROOFREADING

Manuscript accepted for publication may be returned to the author(s) for final correction and proofreading. Corrected
proofs should be returned to the Editor-In-Chief within one week of receipt. Minor editorial corrections are handled by
AJPHERD.

COPYRIGHT AGREEMENT

The Africa Association for Health, Physical Education. Recreation, Sport and Dance (AFAHPER-SD) holds the copyright
for AIPLIERD. In keeping with copyright laws, zuthors will be required to assign copyright of accepted manuscripts o
AFAHPER-SD. This ensures that both the publishers and the authors are protected from misuse of copyright information.
Requests for permission to use copyright malerials should be addressed to the Editor-in-Chief.

COMPLIMENTARY COPY OF AJPHERD AND REPRINTS

Principal authors will receive ten (10} complimenmary copics of the relevant pages in which their article has been
published. In case of twe or more joint authors the principal author distributes the copies to the co-authors. Reprints of
published papers can be ordered using a reprint order form that will be sent to the corresponding author before
publication. Bound copies of the journal may be ordered from: Dynasty Printers. 26 Pretorius Street, Mokopane 0600,
South Africa. Tel: +27 15 4914873; Fax; +27 15 4916411, E-mail: Ahmed@dynastyprinters.com; website:
www.dynastyprintess.com
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NAME: AGE: (years) (mths}) DATE: /_/

MALE / FEMALE (circle one) PROGRAM: GROUP:

ROPELOC® GER20/9/00

PLEASE READ THESE INSTRUCTIONS FIRST
This is not a test - there are no right or wrong answers.

This is a chance for you to look at how you think and feel about yourself. It is important that you:
¢ are honest
e give your own views about yourself, without talking to others
e report how you feel NOW (not how you felt at another time in your life, or how you might
feel tomorrow)

Your answers are confidential and will only be used for research or program development. Your answers
will not be used in any way to refer to you as an individual.

Use the eight point scale to indicate how true (like you) or how false (unlike you), each statement over the
page is as a description of you. Please do not leave any statements blank.

FALSE TRUE
NOT LIKE ME LIKE ME
1 2 3 4 5 6 7 8
This statement doesn’t More false More true This statement
describe me at all; it isn’t than true than false describes me very well;
like me at all it is very much like me.

SOME EXAMPLES

A. L am g creative person. I 2 3 4 5 @ 7 8

(The 6 has been circled because the person answering believes the statement “1 an a creative persen” is sometimes true. That
is, the statement is sometimes like him/her.)

B. fam good at writing poetry. 1 @ 3 4 5 6 7 8

(The 2 has been circled because the person answering believes that the statement is mostly false as far as he/she is concerned.
That is, he/she feels he/she does not write good poetry.)

C I enjoy playing with pets. 1 2 3 4 5 ® @ 8

(The 6 has been circled because at first the person thought that the statement was mestly true but then the person corrected it to
7 to show that the statement was very true about him/her.)

If still unsure about what to do, ASK FOR HELP.
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STATEMENT

. When | have spare time I always use it to paint,

. I'like cooperating in a team.

. No matter what the situation is | can handle it

. I can be a good leader.

. My own efforts and actions are what will determine my future.

06.
07.
. In everything I do I try my best to get the details right.
09.
10.

08

I prefer to be actively involved in things.
[ am open to different thinking if there is a better idea.

Luck, other people and events control most of my life.

[ am confident that [ have the ability to succeed in anything | want to do.

1.
12.
13.
14.
15.

[ am effective in social situations.

I am calm in stressful situations.

My overall effectiveness in life is very high.
[ plan and use my time efficiently.

I cope well with changing situations.

16.
17.
18.
t9.
20.

[ cooperate well when working in a team.

I prefer things that taste sweet instead of bitter.
No matter what happens I can handle it.

1 am capable of being a good leader.

I like being active and energetic.

FALSE

not like me

TRUE
like me

21.
22.
23,
24,
25,

What [ do and how [ do it will determine my successes in life.

I am open to new thoughts and ideas.

[ try to get the best possible results when | do things.

When [ apply myself to something [ am confident I will succeed.
My future is mostiy in the hands of other people.

26.
27.
28,
29.
30.

I am competent and effective in social situations.

[ can stay calm and overcome anxiety in almost all situations.
[ am efficient and do not waste time.

Overall, in all things in life, [ am effective.

When things around me change ! cope well.
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3l
32.
33.
34.
35.

I am good at cooperating with team members.
| can handle things no matter what happens.

I solve all mathematics problems easily.

I am seen as a capabie leader.

I like to get into things and make action.

36.
37.
38.
39.
40.

[ can adapt my thinking and ideas.

If I succeed in life it will be because of my efforts.
[ try to get the very best results in everything [ do.
1 am confident in my ability to be successful.

I communicate effectively in social situations.

41.
42,
43,
44,
45.

My life is mostly controiled by external things.
1 am calm when things go wrong.

[ am efficient in the way | use my time.

I cope well when things change.

Overall, in my life I am a very effective person.
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