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ABSTRACT
A qualitative approach using primarily participattservation was employed to
evaluate th@®ne and All Sail Training Programme. Data collection from tie¢d
was limited to one voyage only. This took placensen the % and 11" of July 2004
and involved 24 participants, from 15 to 19 yedrage, drawn from schools
throughout South Australia. Data was collectednfdncumentation provided by the
Sailing Ship Trust of South Australia for tme and All, and participant observation,
video recordings and participant interviews duting voyage.

Analysis identified how the Programme is implemdrteough guidance and
facilitation in a safe environment, with the leamienvironment consistent with
educational theories of humanism and constructivigime Programme’s objectives
were met by way of personal and collective chalksnitpat participants overcame
through achieving their personal goals as welhasé set by the Programme. This
was consistent with psychological theories relatmthe constructs of goal setting
and self-esteem, and aided the development of matirough self-discipline and a
sensitivity towards others.

It was found that the Programme provided the fraorévior personal development
through participant interaction with the sailingzganment. Participants were
responsible not only for themselves, but for thee @nd safety of others; thus the
intensity of the interdependent community led &irang social experience.

Key elements in the success of the Programme iadlthke restricted physical
environment and hence the inability to walk awag, development of the learning
environment by the crew, and specifically the réomant of crew through the
volunteer association, thereby selecting for en#tatie, committed people with the

personality types most suited to facilitation amddgnce.



CHAPTER I INTRODUCTION

This thesis is an example of evaluation researalt@R, 1990). Its object is ti@ne
and All Youth Development Sail Training Program [sic] @egdter referred to as “the
Programme”). The Programme has not previously eeatuated. However,
anecdotal evidence (Kuhl, n.d.[a]) from school pipals, parents and students alike
suggests it achieves some success in meetingats gbparticipant personal
development (see section 1.4 below). While therauch literature about Outward
Bound programmes in general, there have been few fostndies focused on sail
training.

The Programme is one of self-discovery and persdeatlopment. It requires a
group of youths to undertake a sailing voyage togrein an unfamiliar environment
where they must confront, individually and collgety, problems as they arise. Due
to the nature of the experience, problems are inmteednd solutions need to be
found.

This chapter begins by outlining previous researuth discussing the
significance of this study, leading into a consadiem of the historical context of the
Programme. It concludes by listing the Programrobjgectives and stating the
research evaluation questions.

Chapter two considers qualitative social reseaphcifically evaluation
research. It then presents the considerations farithe voyage and introduces the
participants. Following this, the procedures usgdliata collection and data analysis

are presented, concluding with comments aboutithigations and delimitations.

* Outward Bound is an international educational niggtion that provides challenging wilderness exees as courses of
study. These experiences are intended to contributes self-discovery and personal growth of thgipipants. The courses
include such activities as backpacking, rock climghicanoeing, sailing, and cross-country skiingr#ell group of people take a
course together. Each person, working with thersthiust solve various problems in an unfamilidderness environment.
Outward Bound believes that dealing with these lerob increases a person's self-confidence, selfesngas, and appreciation
of others. The first Outward Bound school waskdisthed in 1941. Kurt Hahn, a German educatomdiudl it as a survival
programme for British sailors during World War@utward Bound has schools in more than 50 courfilegtie et al., 1997).



Chapter three presents the results from the aisadysl discusses these in light of
relevant education theories. The main themes addhe general research questions
and include the ship environment, creating theniegrenvironment and the personal
challenges individuals face. Chapter four addieise purpose of the research
evaluation by assessing the effectiveness of thgramme in meeting its objectives
in light of the themes developed in chapter thies the psychological constructs of
goal setting and self esteem. The thesis conchitbsa summary, my reflections
and recommendations for tlme and All and future study.

1.1 Previous research

There have been a number of research papers paducgation to Outward Bound
programmes. Most, however, have been produceleoyarious associations
themselves. As Hattie, March, Neill and Richart39(7) note in a review of this
literature, “most papers read more like prograrg] [gdvertisements than research”
and while “some attempt [has been made] beyonddat&cevidence, the analyses
were rarely more than correlational” (p. 2).

In one such programme evaluation, Neill and Rics&t®93) of the Australian
Outward Bound Foundation employed a pre-test, sdtdesign assessing positive
changes in life skills from the sail training pragrme on the barquentiheeuwin I1.
The study comprised 197 participants (111 femahels&® males) over five voyages
during 1993. There were eleven life skills measdwsing a questionnaire developed
by the Foundation (including self-confidence, shffeipline, team building,
leadership and stress management). Each of éhslill categories was found to be
statistically significant during the voyage. Howemhe questionnaire seems to have

been designed using leading and loaded questimns possibly influencing the



outcome. Also, the research was conducted by the/&d Bound Australia (OBA)
Research Department and there was thus a poteot#iict of interest.

An independent New Zealand study by Grocott (199@pnjunction with the
Spirit of Adventure Trust was a quantitative prstt@ost-test design evaluating self-
esteem enhancement from a sail training progranitremught to empirically assess
the widely held assumption that youth developmaitttsaining programmes enhance
self-esteem. One hundred and fifty-eight partictpdetween 15 and 18 years of age
completed measures of self-esteem on four occadiue® weeks prior to the
voyage, on the first day of the voyage, the lagtafahe voyage, and three months
after the voyage. Analysis revealed that, durirgwtoyage, participants experienced
increased levels of self-esteem, and, further,itimeases were maintained over the
three months following the voyage.

A study by Hattie et al. (1997) performed a metalysis’ on adventure
programmes in general. It is known as a majorysiadhe adventure programme
area; however, the focus was not on sail trainifige meta-analysis was based on
1728 effect sizes, drawn from 151 unique samplas 86 quantitative studies. A
diverse array of outcomes such as self-concepislo€ control, and leadership were
examined. The researchers found that positive-¢eion outcomes were followed by
a substantial increase in gains for each outcontieafter the end of the programmes.
Additionally, the longer the programme and the oltie participants, the greater the
gains received. Those outcomes with the greatiestt® seemed to be underpinned
by a theme of self-control; that is, the outcomésctv related to self-regulation, a
sense of responsibility and self-assurance. Aalutdiy, effect sizes on leadership

and personality components were also substantial.

2 Meta-analysis is a statistical technique that tsaihe results from different studies to be corathiimto one numerical score
(Bond & McConkey, 2001).



However, it is important to note that meta-analysisased on the assumption
that all the studies are equal. However, it tandsombine studies of variable quality.
Thus any weaker studies might swamp the resultdaged by fewer, well-conducted
studies (Wilson & Rachman, 1983, cited in Bond &@énkey, 2001). “Several
authors have argued that simply to lump togetHdyjpés of problems into a single
analysis is a flawed strategy” (Bond & McConkey8f7).

1.2  Significance of the study

Missing from the sail training and adventure tnagniiterature is a qualitative study
evaluating a sail training programme. Throughrdansive rather than extensive
(Sayer, 19923 study of actual events and processes on boar8aih@raining Vessel
(STV) One and All, the effectiveness of the Programme in meetingtéted
objectives will be assesseWith over 40,000 students participating in OutwBalind
programs worldwide in 1994, Hattie et al. (1997)enthat “...considerable resources of
participants and staff, and associated time, patsarergy, and finances are spent on
these programs [sic]” (p. 44). Thus this reseanaduation aims to make a significant
contribution to the sail training and adventuréniray literature.

However, in relation specifically to the STOhe and All, it is expected that the
results of this evaluation will be useful in prowig a rich qualitative description and
understanding of the Programme that will beneétShiling Ship Trust of South
Australia, Incorporated (“the Trugtfor theOne and All in refining its objectives and
delivery for future voyages. A report taken framstthesis will be provided to the Trust,
and it is envisaged that the Trust will provide BEgucation Department, the Attorney-

General’'s Department, schools and youth groups edthes.

3 Sayer (1992) makes clear distinctions betweenwbeand notes that these distinctions do not eqoateore or less rigorous
inquiry. “Intensive...[is concerned with] how someusal process works out in a particular case arddmumber of cases.
Extensive...is concerned with discovering soménefdommon properties and general patterns of algiguas a whole” (p.
242). Thus, intensive study produces “causal extian of the production of certain objects or @gethough not necessarily
representative ones [and extensive study prodaessfiptive representative generalizations, lackinexplanatory penetration”
(p. 243).

10



1.3  The Sailing Ship Trust of South Australia, Indor the One and All: a brief
history
The ship “was conceived as a Sail Training Vesge group led by Doctor John
Young” (Fenton, 2004, p. 7), who formed tBee and All Sailing Ship Association of
South Australia, Incorporated. The ship was oatijnowned by this association and
then deeded to the Trust on thé"T3ecember 1989 for the sole purpose of retaining
the vessel for the people of the State of SouthrAlia (Kuhl, n.d.[b]). Thus, as
Captain lan Kuhl, Chief Executive Officer (CEO)tbe Trust, states: “the Trust is the
public custodian of the ship and ensures her maamee and safe operation” (Kuhl,
p. 3).

The Trust is supported by volunteers who are mesisetheOne and All Sail
Training Association (Kuhl, n.d.[b]) (“volunteersxiation”). There is a small fee
for association membership. Members are sent e¢es informing them of the
sailing programmes available and which programneesl riurther volunteers. They
then have the opportunity of selecting voyagestietth their own timetable with
the requirements of the Trust for tBeae and All.

According to Rear Admiral Rothesay Swan, from thes#halian Sail Training
Association, the Programme is not strictly a saining programme (Swan, n.d.).
While the term “sail training” is an internationakccepted term, it is indeed a
misnomer. True sail training “is the proper prexidge of the training sections of
yacht clubs and commercial training organisatiqps™). The sail training referred
to in the Programme and this thesis is not abauttthining” of someone to sail,

rather a journey of personal discovery through &adure at sea under sail” (p. 2).
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1.4  Programme objectives

Kuhl, (n.d.[b]) writes how the Programme providedyaamic personal development
experience, and how lifelong skills are learnedtigh challenges and adventure at
sea. He notes that a key element to the Prograsithe restricted physical
environment and the close proximity of people anghip (Kuhl).

Kuhl, (n.d.[a]) states that the participants aspomsible not only for themselves,
but for the care and safety of others; thus thenisity of the interdependent
community leads to a strong social experience.ifdguan informal conversation,
Kuhl commented that the relationship and work egpees were “twenty-
four/seven”. Further, he noted that meeting thalehges set by the ship
environment is entirely dependent on the indivigduddich he believes develops a
sense of achievement and self-worth (Kuhl, n.d.[lJuhl, (n.d.[b]) emphasises that,
to achieve this, a “learning” environment ratheartla “teaching” environment needs
to be created and maintained.

This dynamic interplay between components of tleggRimme, to which Kuhl
alludes, started to emerge from my first discusswith him and from reading some
of the early documents about tBee and All. | considered humanist and
constructivist approaches in education, which botius on a learning environment.
However, | was mindful not to impose the theoriaswy observations; rather, |
explored those theories further in light of my alaéions upon my return from the
voyage. This relationship between theories andtigeais explored in sections 3.2.4
and 3.2.5.

The stated objectives of the Programme are to dpvel

= Positive self-esteem by building self-confidencd arhealthier respect for

oneself;

12



= Sensitivity to others and the environment;

= Team skills through an awareness of the interdegr@nthture of a

community;

= Maturity and a positive attitude through self-diitie, and the setting and

achievement of goals (Kuhl, n.d.[a & b]).

These objectives were discussed with Kuhl in atiainmeeting and were also
contained in documentation about thee and All provided to me prior to the
research voyage. Again, mindful not to imposep$ychological theories relating to
goal setting and self-esteem on my observatioalsol explored those theories in light
of the observations from the voyage. These audsed in sections 4.4.2 and 4.5.
15 Research questions
In contrast to an experimental quantitative redeatas evaluation sought to provide
a rich picture through an intensive qualitativeigies The object was to provide a
description of the Programme, to identify the inmpdmtation process and the
outcomes, and to analyse the effects on particsgarnelation to relevant theory.

Thus, the purpose of the research was to evalbaterogramme’s effectiveness
in meeting its objectives. As qualitative reseaschn emergent process, | began with
some initial guiding questions. These were:

= How is the Programme implemented, that is:

=  Who is implementing it?
= Is it alearning or teaching environment?

= Can the Programme implementation be understoodnéttiucational

approaches, such as humanism and constructivism?

= What challenges are set by the ship environmentta&rogramme?

13



What effect on participants do these challengeg Imravelation to the

objectives?

14



CHAPTER I METHOD: QUALITATIVE EVALUATION RESEARCH
This section outlines my research method. Follgv#atton (1990), | call the
approach | have taken qualitative evaluation reteail he chapter begins with a
consideration of qualitative social research arawation research. It then covers
considerations prior to setting sail, the partiofgaon the voyage, and types of
instruments used for data collection including iogyant observation, video
recordings and interviewing. Following this isiaalission of data trustworthiness
and then the data analysis. It concludes by dssegdimitations and delimitations.
2.1 Qualitative social research
There are many different research methods fordhmlbkscientist to consider. Indeed,
there has long been a debate on the relative wdldigferent approaches in social
sciences (Hoepfl, 1997). Hitchcock and Hughs (1@8ment that some argue that
systematic inquiry for the social sciences mudhleesame as in the physical sciences
if it is to be viewed as scientific. Yet Loren®{L/), an advocate of qualitative
research, believed that observation and descripteme fundamental to scientific
discovery.He noted:

Many scientists often express credulity and thaisguised scorn

when...one begins one’s investigations by observinthdescribing,

instead of confining oneself to experimental methadd the definition of
concepts in a manner which is fashionably calleg¢igze and scientific”

(p. 19).

In a similar vein, Patton (1990) emphasises thagtieatest strength of
qualitative design is that it enables the researichidok in great depth and detail at
specific issues, analysing subjects’ perspectinesexperiences in context, without
the constraints of predetermined categories. Hewdecause this is usually
achieved with a smaller number of people, one lasgsability to generalise to the

population (Patton). Indeed, as Hoepfl (1997) axd, “qualitative methods can be

15



used to better understand any phenomenon abouk \ttie is yet known” (p. 2). In
this instance, qualitative evaluation research etesen because it was appropriate to
its object, that is, examining how the Programme ingplemented, and exploring the
plethora of experiences and the interpretatiortage experiences by participants.
The focus was on investigation. Thus, eliminatiagances and pursuing extensive
generalisations were not the object.

2.2  Evaluation research

Patton (1990) notes that the purpose of a prograiseeintervene and provide a
solution to a problem in society. The effectivenetthe solution or intervention is a
“matter subject to study” (p. 155). Patton notest ivhen examination of the
processes and outcomes of an intervention “is athedwsystematically and
empirically through careful data collection andupbtful analysis, one is engaged in
evaluation research” (p.11). Here, the emphass igenerating findings that are
useful” (p. 11). This is different from traditiodr@cademic research where the
emphasis is on contribution to theory, causal exgilans and extensive
generalisability.

However, Patton (1990) distinguishes levels of gamsability, noting the levels
are dependent on the purpose and type of reseadchcd limited to basic science,
where the search is for fundamental patterns. |@red is related to applied research
findings, which are typically limited to a specifime, place and condition. Another
is formative, where the focus is on a specific eghtaiming to improve the human
action. A third is summative, where the purpos® isxamine a specific programme
and the effectiveness of human action, to provide\erall judgement on whether the

programme itself is effective or not within the iisof its context.
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Thus, this research incorporates two levels of gdisability described by Patton
(1990). It is formative in that it is specific tioe Programme and the voyage
undertaken. However, it is also summative bec#uwsms “to seek patterns that cut
across programmes...in a number of different plaoés.ayroups” (p. 156) by
referring to literature in psychology and educati@amd the findings of previous
research.

Consequently, in undertaking this research to oheloot only observations from
a specific voyage but also an analysis of theserghtions in light of educational and
psychological theories, a selection of tools weseduto gather data. Hitchcock and
Hughs (1989), Patton (1990), Hoepfl (1997), Merri@®98), Burns (2000) and
others focus on three main types: observationpi@es and document analysis.
Under the umbrella of observation, video recordirag also used in this study to
gather data on the voyage and assist researcladirdaang the process of data
analysis.

2.3 Considerations prior to setting sail

In the following few sections | briefly outline thparticipants on the voyage and their
recruitment, and then detail the data gatheringrtiegies used. Firstly, however, |
discuss considerations prior to sailing, includiagniliarising myself with the field
setting, and strategising how | would approachs#téng, initially relieve participant
anxieties about the research and researcher, arngktBonality | would assume.

A pre-voyage visit to the sailing ship (one weelopto sailing) was undertaken
to familiarise myself with the field setting andrtote the layout, equipment and
surroundings. | was able to meet some of the eftetvis stage and introduce myself.
On the day of departure | resolved to relieve anyedies the participants might have

had by not drawing attention to myself, and sovdmt others were doing (Burns,
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2000). When | arrived on the wharf, | noted evesystanding around in separate
groups with their families and friends, and did laene. | did not approach the crew
on board the ship so as not to bring attentionysetf; rather, | found a spot close to
the other participants, but far enough away todpasate. The names of the
participants were called out one by one as theydeah At the end, the crew member
asked if anyone had been missed, to which | sad™yand gave my name. Although
I had been listed as crew, | wanted to be includdte participant list and go aboard
as one of them. | followed the instructions thatevgiven to us and went below to
the cabins to put my luggage on my bunk. We tlamectogether as one group on
the foredeck waving to friends and family left behind as tihépsmoved away from
the wharf.

Hitchcock and Hughs (1989) note that “the procésteueloping [good] field
relationships becomes crucial to the [succesdj@btudy” and that the researcher
“must build up confidence, trust, and rapport wita subjects” (p. 64). Thus, when
everyone was divided up into three groups, | wertrge of the participants to a
group, rather than floating among the three grasgpthe researcher. | saw this as my
opportunity to briefly say what | was doing, thas,Burns (2000) recommends,
reassuring people that | was “there to observenandb judge” (p. 406). | believed
that becoming friendly with and being accepted lyygroup would create openings
with the other two groups. | did not want to bersas a “try-hard”, to use the
participants’ language. The “personality” thassamed had been planned prior to
the voyage. | was quiet but open to chatting, ftigiout not sycophantic, confident
but not bombastic, and accepting and not judgerhehtaaited for people to

approach me when they felt comfortable.

4 Foredeck: The section of the main deck betweer¢h&re deckhouse and bow (the forward part of m-slihe front point).

18



2.4 Participants

Twenty-four people ranging from 15 to 19 years@d participated in the Programme
between the'Band 11" of July 2004. The participants came from varioztsosls

and locations around South Australia. There watargeted recruitment for the
study. Participant recruitment for voyages is managethbOne and All office.
During the voyage, some participants commentedtkigit school counsellor had
suggested the voyage to them, some had read daouhée school bulletin and
decided it would be something to do on their sclimidays, while others
commented that their parents had thought it a goiog for them to undertake.

2.5 Data collection

The primary technique for data collection in thisleation was participant
observation. In this section, this technique scdssed, then the application of the
technique to observation in the field is outlineddther with other instruments used:
video recording and interviewing.

2.5.1 Participant observation

Having decided on an evaluation approach usingreasen, | needed to consider
four possible techniques: (1) the researcher paaticg fully without informing the
observed; (2) the researcher hidden or removed iintgraction with the observed;
(3) the researcher known to the observed, withgypation secondary and data
gathering primary; and (4) participant-as-obsernséiere the researcher participates
fully (takes on the activities of the group and tesponsibilities that lie with these
activities) and is known to the observed (Burn€d®0 For the first few days |
adopted the fourth technique to become fully inedhas a participant and to enable

the other participants to get to know me as orteaf kind. Initially, | was allocated

5

It was not known on which voyage the research wealte place, and several voyage dates were avatialthe researcher.
The voyage date for the study depended on apphmralthe Flinders University Social and BehaviolRakearch Ethics
Committee, which was obtained.
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to a watch groupand took on the responsibilities of that watclthia first few days.
However, on the final four days, | moved more ta¥sathe third technique so as to
observe the other watches and watch leaders, aadtalreduce the demands of being
fully involved with my watch. This enabled me t@owe freely among the groups
while video recording, coming back to the originatch for some duties.

Participant observation is an exceptional technigustudying patterns,
particularly the organisation of and the relatiapstamong people and events
(Jorgensen, 1989; Burns, 2000). The advantagsiod yparticipant observation is
that it uncovers meanings which people use in #éneryday life to interact with and
make sense of their environment (Jorgensen). Alaogito Burns, participant
observation is “... the primary technique useddualitative researchers] to gain
access to data” (p. 405). Thus, data were gatHestdhand about how the group
came together and managed life as an interconneotathunity. These are
presented and discussed in the following chapter.

In participant observation it is essential thattaded fieldwork journal is kept.
As events occurred that appeared relevant to the obgectives of the Programme, |
noted them down. This included, for example, thetdN Leader holding back
comments to allow participants to work out a solutior themselves, and giving
participants time to chat about their lives off bwaf. Salkind (2000) notes that “the
major disadvantage [will be] that little planninges into [the] recording” and it
creates a large amount of data to intensivelttsitiugh during the analysis process.

Hence, | followed a number of suggestions made ibghidlock and Hughs (1989).

6 The 24 participants are divided up into three gspweplled watch groups. To allow the ship to beraged on a 24-hour basis,
the day is divided into seven duty period calledcivas. Watches are generally four hours long thighexception of two, 2-
hour “dog watches”. By including these, the workgram for each watch group moves forward by onehvperiod each day.
This avoids each watch performing the same dutifeeassame time for every day of the voyage.

! Indicative of a learning not teaching environmeiis also signifies self-esteem and team buildipgootunities for the
participants; self-discipline for the Watch Lead@&hese are discussed in the following chapter.

20



Firstly, | took notes made up of abbreviations,wesds, phrases, diagrams and
questions to follow up. Each day | wrote up thestes and anything else that would
be an “aide-memoire” (Hitchcock & Hughs, 1989, 8).6Secondly, when | could, |
looked over what | had written and began classifyand organising the data into
categories, and looked to discover the emergenaaythemes or recurring features.
Thirdly, these categories or themes were writtela geparate page, and referred to
and added to as further notes were taken. Hit¢hand Hughs note that doing this
will alert the researcher to the amount and defdihe material collected in some
areas and missing in others areas.

In this way, | realised on the second eveningadftifjournal entry that | was
missing data from other watch groups. Early onttirel day, therefore, | arranged to
leave my watch group and began to move in and drthwenother watches. | was thus
relieved of strict adherence to watch duty in mgugr and enhanced my data
collecting. By this time word had reached the ofeticipants about who | was, and
during quiet times on the night watches, many efghrticipants came to me and
asked questions about what | was doing. | feltfootable and relaxed with them due
to my decision to let them approach me, thatwgas able to mirror their behaviour,
and not impose my personal direction upon thenmusTiwas not seen as an aloof
stranger, rather, someone who was (or could beg tdrthem”. Hence | played the
role of participant, researcher and observer.

The following ideas from Burns (2000) | found udefs a guide when collecting
data throughout the voyage:

1. Who made up the setting in terms of participamis$ crew? How many

people were there, and what were their charadtsist
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2.  What kinds of behaviour were set, encourageahiped, discouraged or
prevented?

3. How did the participants react to the officiakpose of the situation: with
acceptance or rejection? What goals other thaoftiaeal purpose did the
participants pursue?

4.  How did participants behave, and how did theypaga their day? What
were their qualities of behaviour (for examplegimge, persistent, unusual,
appropriate, determined)? What were the effectsgkample, what
behaviour did it evoke from others)? How did chaogginate and how
was it managed? What rules or norms governedaitialoorganisation?

5. Interms of frequency and duration, when didatibns occur? Were they
recurring or unique? What were the occasionsgaee rise to such
situations? How typical of situations in generargthose situations
observed?

| familiarised myself with these questions and uibextin to focus my
observations. This grounded me and aided direttimards the research questions
and my role as a researcher. That is, | did néhgtve™ (Spradley 279, cited in
McCombs, 1998).

In relation to the participant observer being gaeoh Hitchcock and Hughs note
that the researcher needs tremendous staminatdbéhattentive and involved for
long periods of time in the field, and then to ghemany hours writing up field notes
and observations. Indeed exhaustion did arise &ssae that | experienced on two
occasions, firstly on the third day, and later lom last evening. Most people showed

signs of tiredness and exhaustion on the firstdays due to seasickness, the amount

8

“The term ‘native’ is used to denote the people sehworld one is seeking to understand, the nagigaker who is a source of
information” (McCombs, 1998, p. 5). However, tiesearcher needs to be aware of becoming too irvalrd not
distinguishing their role as researcher (McComB88).
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of new information that had to be absorbed, théa@dr watch system, and the
continual disturbance of sleep from tacKirglls and participants chatting in the
cabin area. | was fortunate enough not to su#fasigkness but those who did were
unable to eat or sleep, and | saw and heard frem that they felt dreadful. As well
as the above, | had to stay up in the evening aitd notes, so the few sleeping hours
that were available were often taken up by fieldrpal entries. Eventually, | had to
ask for time to sleep because | had reached a pbiete | was aware of not being
capable of observing properly nor thinking and g on writing my journal. After
one good sleep, | was able to recover enough tbreanthrough the rest of the
voyage. However, it is worthy to note that age fimess play an important part in
stamina and meeting the demands on a participaetrodr. | noted the stamina of
the youths was greater than mine and, consequémtly were more easily able to
adapt to the demands of the ship environment, Bpalty, the lack of sleep.
2.5.2 Video recording
One of the tools | used to collect data was a Haeld-video recorder. Initially, | used
the video recorder minimally, taping the crew’saadluction of themselves and the
ship to the patrticipants on the first day. | nadigarticipants appeared to pay little or
no attention to the video recorder. This was dgoechuse | felt the participants were
comfortable with the recorder. Hence, | filmeduaber of scenes including
participants going aloft, debriefs, the hand-over session, and later theagement
of the ship when the participants first sailed vijnoh their own.

The video was also used to record the interviewsitds the end of the voyage.

| decided to do this because | believed it woulddmedifficult to write down points

o A manoeuvre to turn the ship’s bow through thediom of the wind, to bring the wind onto the oppeside.

10
Going aloft refers to when participants climb tlgging (the ropes, chains, and cables used to stppd work the masts,
yards, and sails on a ship) above the deck.
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during the interview and maintain my focus. | dislb it would make participants
uncomfortable saying things as | attempted to varté that the writing would be
disruptive to the flow of the interview. Additiolhg by using the recorder | did not
have to decide at any particular moment what wagntant or relevant and possibly
missing subtle cues; instead | was able to sifiugh the data during analysis. It also
enabled me to transcribe the interviews at a Etgge without having to rely on
memory and abbreviated notes. | advised partitgoiduat | was using the recorder
because | wanted to transcribe the interviewsherésearch. | also advised them
that the recorder lens was not focused on thermase this made them nervous, and
reminded them of my commitment to confidentidfityThough participants had
signed their initial consent form, | again askedtfeeir consent at the time of
recording and all agreed. This gave them a furbipéion to put them at ease.
2.5.3 Interviewing
The literature on qualitative interviewing geneyalkescribes three types of interview:
structured, semi-structured and unstructured (Ho#p97; Merriam, 1998; and
Burns, 2000). A structured interview is a formedgess where the questions have
been predetermined and there is a fixed order.risday for example, describes it as
an oral form of a survey. A structured interviawsually inflexible, standardised,
close-ended and predominantly used for quantitanadysis.

On the other hand, a semi-structured interviewnss \where predetermined
guestions are used as a guide for the researdéihery may not be delivered in exactly
the same way each time with each interview (Bu20960). The questions can be

organised under general topics allowing the inewar to explore preconceived

11 . . .
Participants had initially been made aware of awerftiality and video recording on the consent fo(sege Appendix B) sent
out prior to the voyage.
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themes and ideas. However, this less structurpbaph provides a flexibility
whereby deeper exploration of themes can take pladenew ideas raised.

Finally, an unstructured interview is more likeangersation between the
interviewer and the interviewee. It consists oém@nded questions, which provide a
flexibility to explore issues and perceptions ieardepth. In an unstructured
interview the distinction between interviewer anterviewee becomes blurred.
However, the interviewee is able to be redirectgthle researcher should the
conversation move away from the study objectives.

Berk (2000) notes that the advantage of qualitatagearch is that it helps to
understand the participants’ views. While struetlinterviews can be a more
efficient method and are used “when a high degfeemtrol over the interview
situations is required or [deemed] necessary” {idibck & Hughs, 1989, p. 80) and
when a large sample of individuals is availableytdo not necessarily yield the same
results as an unstructured one and, as such, grénedficient at gathering deep
knowledge of a situation. The unstructured inwhas been criticised in that it
“cannot be assumed to generalise beyond the paaglsettings in which the
research was originally conducted” (Hammersley,21@&ed in Berk, p. 54).
However, this is not necessarily the case, as wgasissed in section 2.2.

During the voyage, both unstructured and semi-girad interviews were used.
Unstructured interviews were used predominantlymiadking with the Captain and
crew. Semi-structured interviews were used spedifi for the participant interviews
on the last two days of the voyage. Here, | cakatset of questions as a guide (see
Appendix A). These questions were specificallydied towards the objectives of
the One and All; for example, “Do you think this Programme hacdeffiect on your

self-esteem?” Questions such as “In what way?"“@ah you elaborate on that?”
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allowed for exploration of comments made by pasaais, and general questions
were added if participants became restless; fomglka “Did you know anyone when
you came on?” or “How was it going aloft?”

Of course, not all interviews were the same. ftipgants were chatty, | took on
that style with them, switching between semi-suted and explorative questions. If
they showed signs of talking but were uncertain fasiding back, | posed general
guestions for a while. | then asked set questidmere appropriate and attempted
more explorative questions where possible. Fomgi@, in one particular interview,
the participant continually answered specific quest with a yes or no. However, |
found she was quite happy to chat about her oweréxpce about the voyage. | let
her speak. Through the flow of our more informadtwuctured conversation she
came to answer many of the pre-set questions iowertime and way. In this way,
listening skills and awareness of nonverbal comeation were exercised while
using mirrorind? (reflective) and funnelling (directional) techniques. As this
example shows, unstructured interviews are mownmhtive, enlightening and
conducive to certain contexts than structured wr@rs and it was for this reason that
the qualitative method was chosen for the evalnaiiche Programme.

However, an issue concerning when and where toviete the participants arose
during the voyage. At the beginning of the voyagas unsure when to start
interviewing. Around mid-voyage | did not feel thdad built up a strong enough
rapport with the participants. | was also unsuheng to interview them. The ship
was such a small space and people were constamstiyvehere. There was therefore

no place to get away from others. After speakiity the Captain and crew about

12 Where the interviewer repeats back the last coofpleords, or briefly summarises what the respondait (Burns, 2000).

Where certain patterns or directions importanhtogtudy are questioned by the interviewer foréspondent to elaborate
upon. Thus, the interview or conversation is cletled into selected areas that are discussed nallygBurns, 2000).
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this issue, it was decided that the Captain’s cabirere there was a door, offered
some privacy. The interviews were held on thetlastdays, by which time a sound
rapport and the excitement of heading home crezdsd during the interviewing
process. Most participants wanted to talk aboeit #xperience, but some were not
forthcoming with information and this was probablye to varying character types.
2.6  Data trustworthiness

The issue relating to the interviewing was moredig@pant observer management
issue. However, there was a methodological isdueharelated to data
trustworthiness, to which I now turn.

According to Lincoln and Guba (1985), the trusthoress* of a naturalistic
inquiry can never be labelled as unassailables #ei case with conventional inquiry,
because naturalistic inquiry operates as an op&tersy However, certain techniques
can be used to demonstrate credible findings aedaretations. One such technique
used in this study was that of triangulation.

Triangulation is a technique based on the physieEsurements used by
maritime navigators and surveyors (Burns, 2000gretwo or more location
markers are used in relation to the standing postt pinpoint that position. For
gualitative design, the idea is to collect datags variety of methods so as to be
able to cross-analyse. Burns notes that, in dibisg the qualitative researcher is able
to check in two ways. Firstly, the researcher dagck the “consistency of findings
generated by different data-collection methods4@d®). Webb et al. (1966, cited in
Lincoln & Guba, 1985) conclude that triangulatioakas data believable in that
“once a proposition has been confirmed by two orenmeasurement processes, the

uncertainty of its interpretations is greatly reeldit(p. 306). Lincoln and Guba,

Lincoln and Guba (1985) establish the criteria apgate to naturalistic inquiry in relation to tbeteria used for the
conventional paradigm.
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Denzin (1989), and Merriam (1998) also advocatagisiangulation,
“combining...interviewing, document analysis, direbservation, and observer
participation” (p. 234), to address issues of tmasthiness.

Secondly, the researcher can address issues oh diatstworthiness by checking
“...the consistency of different data sources witthi@ same method” (Burns, p. 419).
These issues include whether participants are ptiegea false or ideal self, or
whether they tell the researcher what they thimkrédsearcher wants to hear, or
whether they “lie, omit relevant data or misreprgédbeir claims” (Burns, 2000, p.
419). An example of this occurred during an ini@mwwhere the participant
commented initially on how he had not enjoyed tbgage very much. However, as
the interview progressed he began to list thingsdtklearned and spoke of how his
confidence had grown through the experience. Hheladed the interview saying he
was planning to come back and do another voyageeifollowing holidays with a
friend of his. His free-flowing conversation wasi$mot consistent with the initial
answering of specific questions.

2.7 Data analysis

In the field, Jorgensen (1989) notes, “a genefat @ for coding frequently
emerges” (p. 110). With this in mind, | noted geh@atterns that emerged in
behaviours and implementation procedures. Thulstearded and reflected, | could
refer back to notes and recognise connectionsemtérging categories. Distinct
patterns began to show, for example, the bondiaggss between participants, and
between participants and crew. Further, | savbtheling process falling into two
categories: formal bonding through the sail tragniend informal bonding during free
time. Here, | recognised that bonding could berpeted as a component of the

team building and self-esteem objectives of@me and All.
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There are several analytic strategies to use eveata are recorded in the field
(Jorgensen, 1989; Hoepfl, 1997; Burns, 2000). Adiog to Jorgensen (p. 108), the
first is to “identify and label basic componenthe second strategy directs the
researcher to look for “patterns and relationship®ng facts”. Jorgensen notes that
this involves looking for “connections or relatitigs among particular pieces of
information”. Next, the researcher is to compare eontrast in order to establish
whether data are similar to or different from otbemponents. Finally, it is
suggested the researcher ask different questiopsirase them in different ways.
This provides a cross-examination of data and sssigh categorisation. It thus
becomes part of triangulation, that is, part ofgihecess to establish the
trustworthiness (Denzin, 1989; Merriam, 1998; Bu&@00) of the data. | then re-
examined these categories to further look for lirlkgo see if several categories
could fit together as one. Following Strauss andoh (1990), Hoepfl (1997) calls
this “axial coding” (p. 6).

| followed Jorgensen’s (1989) strategic approactiat@ analysis. After the
initial analysis, conducted during the field tribe data were left for three weeks so
that | could distance myself from the experiendéer this, a second analysis was
conducted. This time | was able to analyse tha déth a rested mind as the intensity
of the experience, both emotionally and mentalad Hissipated, thus allowing a
clearer perspective. The Captain did mentionafittal debrief at the end of the
voyage that we would all go home and sleep for ekwand that we would bombard
our families with the many stories we had. | didifl needed personal space after
being so closely involved with a group of peopletfat length of time. | also needed

time to contemplate, make connections, sort aedrimy mind the many facets of
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the experience. Jorgensen notes this is a useffigf to do because the field
experience is so intense.

This is not to suggest that data analysis and goalia straightforward. Hoepfl
(1997) notes that the organisation of one’s rava Gedin be a daunting task” (p. 6).
She counsels, much like Jorgensen (1989), thdthadlenge is to place the raw data
into logical, meaningful categories, to examinentha a holistic fashion” (p. 6). The
challenge of coding the data was indeed a dautasilg | had seven and a half hours
of video recordings and a ninety-minute audio t@peanscribe and my daily field
notes to intensively sift through. The uncertaiotyvhere to start and the best way of
coding the data brought anxiety. Thus | resolwestart with my field notes as, in
this study, data organisation (as mentioned) hgdibeuring actual data gathering. |
then carried this out with all the data transcribredn the video recordings and the
audiotape. Conceptually, the process can be sepieeing together a jigsaw puzzle
whereby, according to Hoepfl, “the discrete categgoidentified in open coding are
compared and combined in new ways as the resedrefgars to assemble the ‘big
picture™ (p. 6). At this stage, Hoepfl contentihie researcher must translate the
conceptual model into the story line” (p. 6) sottie research report develops into a
“rich, tightly woven account” (p. 6) of the realillyrepresents.

After coding the data into categories, | wrote tbsults. While names had been
recorded during data collection to aid my memorgemwwriting the results, | decided
to write “Participant” and “Watch Leader” insteafitloe person’s name so as to
maintain confidentiality. Pseudonyms were not usechuse the importance of the
quotations lay in what had been said, not who lagdiis

After having written the results, | again went thgb the data looking to further

compare and combine the data into discrete caiegoAt this stage | used the cut
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and paste method onto titled category sheetsuriddhis method an easier and more
logical method with which to work. While this pred time consuming, it enabled me
to cross-check for omissions and consistency.

2.8 Limitations and delimitations

Limitations of this qualitative evaluation reseamcbluded time and length: because
the study was for an honours thesis, only one veyagld be undertaken. This
evaluation is therefore based on one example dPthgramme implementation with
school youths. Th®ne and All is also involved with the juvenile justice systand
community groups, with voyages focusing on “youdhsisk”. Consequently, any
study that involved these latter groups could tasuh different interpretation of the
Programme. Although the crew mentioned that wbélgicipants differ on each
voyage, the outcomes are the same, this is unalbe ascertained from this
evaluation and may be an opportunity for futureaesh.

The nature of qualitative research also introdalcegproblem of one researcher’s
interpretations (Anderson & Poole, 2001). In stigdy, interpretations could not be
cross-analysed with interpretations from otheraed®gers, so that triangulation using
more than one researcher was not achieved. Therpiatations can be challenged
from a different perspective, or by results fromiféerent voyage.

Other problems facing field researchers is thenthi@ of knowing when to stop
collecting data (Jorgensen, 1989; Anderson & P&f@]1) and the amount of data
collection that is achievable with just one reskarc That is, | was unable to be in all
places on the ship at any one time, and was ordytatbbserve certain watches at
certain times. As mentioned in 2.5.1, due to eghan on two occasions, my data
collecting was thwarted. Thus, allocation of s could have been included as

part of my method procedure.
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CHAPTER lII: ON THE ONE AND ALL: EXPERIENCING AND
UNDERSTANDING THE LEARNING ENVIRONMENT
In this chapter the results are presented and sBscuwithin themes that emerged
from the data analysis. Addressing many of thearesh questions, | firstly discuss
the ship environment and the importance of theeler association in selecting
crew who can create a learning environment, anslithplement the Programme
effectively. Secondly, | explore the contentshd Volunteer Log Book (VLB) and
Watch Leaders’ Manual (WLM) in relation to guidingew on how to develop the
learning environment, with the emphasis being adliley by example and using
open/leading questions. | then establish thatrdmeework is consistent with
Humanist and Constructivist approaches. Finaltyrn to the themes that emerged
from the learning environment. The ship’s enviremincreated challenges, which
required stamina to meet the demands of the 24+odating watch system and
manage seasickness, and the tolerance necessarynmgweh close and constant
proximity to others. Meeting these challenges srpoour true selves which crew
refer to as removing masks. This in turn creategcgrocal trust environment and,
consequently, bonding.
3.1  Ship environment
The theme that emerged from the ship’s environm@stits importance in creating a
learning environment as opposed to a teachingfi@ienvironment, without which
the implementation and outcomes of the Programmednae quite different. In this
section | discuss the advantages of the voluntssycaation to both the Sailing Ship
Trust of South Australia Incorporated for @ae and All (“the Trust”) and the

participants. | then discuss how the volunteeo@asion, and the recruitment of crew
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through the association, is fundamental to estaiblisthe ship’s environment, thus
underpinning the development and maintenance detraing environment.

3.1.1 The volunteer association

The Trust is supported by volunteers who are mesntiiethe volunteer association.
The association has developed the VLB which acts@sde to volunteers for
implementing the Programme and emphasises thahipavas “built by the people
of SA for the people of SA” (Fenton, 2004, p. There is a real sense of the
association through its volunteers providing a &bla service to South Australian
people, particularly its youth. Hence, the foamaintained throughout the VLB on
what one is giving to the community and not on peas gain.

During the voyage, the crew informed participariiswd the volunteer
association and any participants who showed interere told of the possibility of
volunteering for further voyages. Both the Trustl @olunteers gain from this
relationship. For the keen participant there esghbssibility of further trips, and for
the ship, staffing requirements are met; withoig, tthe financial position of this not-
for-profit operation would not be viable. The peigants’ first voyage is not
necessarily their last and they have the oppostuifitieveloping their association
with the Programme. This is particularly advantagefor those who would not have
the financial means for further trips. Another adtage to having the volunteer
association is that the volunteers are involvedhnjice and thus participate with
genuine enthusiasm and commitment. This impogarttof ship ethos is critical to
the success of the Programme.

The volunteer association is an ideal recruitmeantigd for future paid crew, as
those who show a genuine interest in the Prographiesophy are selected for.

That is, those that are more suited to the leareamgronment will tend toward
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establishing great friendships with the crew andiggpants, and develop the style
successful in achieving the Programme objectif@em a social justice viewpoint,
all socio-economic groups can access this oppdaytumith the main prerequisite
being enthusiasm and commitment to @res and All.

3.1.2 “I'm not looking for a brilliant sailor”: selecting the crew

The Captain commented: “Selecting staff is not hasted on sailing ability, as these
skills can be learned. | am not looking for allanit sailor, rather I'm looking at
personality types” [Conversation in galtdly He said that he looked for people who
got along well with and could relate to the papants. He gave the example of a
person working for him who, while he was able tactethe participants the names of
the various sails and the use of the lfigsas hardly ever seen making contact with
participants. Consequently, the participants didbond with him, a factor that was
important to achieving the Programme objectived, asuch, important in the
recruitment of crew members.

In this study the crew became one with the paricip. The Watch Leaders were
always “hanging out” with their group, and otheewrmembers were always on deck,
thus accessible and approachable. It was not ahtsgee the Captain in the galley
doing a puzzle with the participants who were affyd or just sitting there,
sometimes talking with them. This gave the pgrtiats a sense that the Captain was
approachable and broke down hierarchical barridrigevmaintaining respectfulness.

The Captain and crew had developed great friendsing this was observed by
and extended to the participants. Likewise, thr@pants mirrored this environment
and developed great friendships with each othetlamdrew. Among the more

formal communications issued by the crew there plag as well. The crew used the

15 Galley: ship’s kitchen.
Ropes.
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language of the participants, and | recall at agreegal meeting, held every morning
at nine on the aft detkwhere it was always windy, the group was spreddnd the
Captain didn’t want to shout. Trying to get themcbme in close, he said: “Make
like it's a mosh pit”, at which everyone laughedidruddled in close.

There was no gruffness, irritability or harshnessf the crew at any time.
Rather, if participants did something that wasindheir or the ship’s best interest, a
guestion was posed and everyone came togethegrasigand worked together for a
solution among themselves with just a guiding wioodh the Watch Leader if they
were struggling.

The Captain further stressed that the main objedithe Programme was not
about sail training, but rather personal develograed life skills. He claimed that,
“by staffing from the volunteer association, you geung people who are
enthusiastic and enjoy what they are doing”. Tiesvavere genuinely interested in
the participants and showed great attention tecalally. | did not witness value
judgements. For example, one participant in oaugmnwas getting on our nerves
because he would stray from the group. Howewveoted that our Watch Leader,
instead of reprimanding him, realised his attenteficit and would refocus his
attention by suggesting things for him to do thawas particularly interested in and
were in line with the group focus. In leading yample, she showed us all how to
manage someone in a team who was causing irritat\mother example came from
an interview, where a participant, when asked wérele thought the Programme had
helped him, emphasised the importance to him afgoable to communicate with

others without having to deal with racism, saying:

17 The section of the main deck toward the stern (lesckof ship ).
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P'% At school, like, I will just sit by myself, wheas here | have been able
to join in and say what | think and it has beenyok@ihere was no
racism. [Conversation in the galley].

Most of the participants during interviews mentidi®w accepting everyone
was. The question about what participants got rimost the voyage elicited the
following responses:

P1:. The experience. Making a lot of friends. Me oejected me. Other

things | have been on | have been rejected.

P2: Team work, respect for others, not to makegalbal 'cause everyone

is different and got their own way of doing things.

P3: To help each other out and cooperate. Butthigone are individual

and don’t have to be a stereotype, but be youaselfpeople won’t
put you down for that—they will take you as you.dheterviews]

During an interview with the Captain, he and | dissed other sail training
vessels that operate differently to varying degrdes example, one ship is run by
ex-naval officers and is more controlled, operastrictly by rules. In comparison,
the manuals provided by ti@ne and All are guidelines for crew to develop and
facilitate the learning experience.

3.2  Creating the learning environment: Humanism and Coistructivism
In this section | discuss two manuals availabléheocrew that address the objectives
to the Programme and creating a learning environmgne Volunteer Log Book
(VLB) and the Watch Leaders’ Manual (WLM). Thesamals emphasise the
importance of leading by example and using opeditiggquestions. This framework
seemed to be consistent with Humanist and Constistcapproaches.
3.2.1 “Don’t teach, allow them to learn”: the Volunteer Log Book and the

Watch Leaders’ Manual
Two manuals are available to staff, the VLB and Wlavid all crew are familiar with

them. These two manuals cover the aims and obgsctf the sail training and

18 _ . I - . . .
P is an abbreviation for a participant who is bejogted. P1, P2, et cetera are used when a nwhparticipants are
quoted.
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include the following: the Watch Leaders’ role grtbrities, briefing and debriefing
aims, goal setting and leadership aims, teamwodkpaoblem solving techniques,
safety and emergency instructions, and sail hagdhformation. It is noted in the
WLM that the sail training “...is aimed at providitige relevant information required
to run a safe and effective voyage” (Unknown, 240D3).

The VLB, as noted above, provides a framework twunteer crew to develop
and facilitate a learning environment. For exampleelation to sail training the
emphasis is on learning rather than teaching:

...don’t teach—allow the trainees to learn; allownth® learn from their

mistakes; don’t expect anything. Never say yowhknow that; be ready

to adjust to different learning abilities; watcle throup dynamics; make a

mental or written note for debriefs; it is importdémat the trainees can take

home what they have learned about themselves. Wéaiticfor
metaphors—pushing oneself to sail the ship is fferént to pushing

oneself to complete a difficult task in everyddg;linever be judgmental,

but hold up mirrors to reflect behaviours which ttenee may be unaware
of; challenges are an opportunity. (Fenton, 20044p

This idea of metaphors was interesting, in thatRtegramme is aimed at
participants inevitably drawing analogies betwdwegirtlife on board the ship with
that on land. One example came from a participarind an interview. | asked
whether her experience on ship could be relatedher areas of her life, to which she
replied:
Yeh, like it can become metaphorical. Like theeottiay, the waves, you know
how it was really rocky and everyone was havingpBeaore fun than they were
in calm water, and that is like metaphorical, beseawhen you are having a calm

life it can be a bit boring, but when it is roclegen though it is tough, it can be
fun. [Interviews]

This example represents some of the more abstmatiges that were made by
participants during the voyage. Another examplaefom a Watch Leader who
commented on the metaphor of cogs in a wheel wélating the importance of

working in a team. That is, if parts go amiss tttenwhole thing does not work as it
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should, if at all. He made the analogy betweeriritegconnectedness of the ship
environment and that of our lives off the ship wotlr families, school and society.
3.2.2 Leading by example: leadership and the crew

The crew did not ask anyone to do anything that tixere not prepared to do
themselves. Leading by example is one of the “bloteleadership” in the WLM:
“Leadership is not just about taking charge andintakll the decisions. It includes:
setting an example for others to follow...encouragitigers to work together”
(Unknown, 2003, p. 39).

During the mid-voyage debrief the Watch Leader gdithe participants to
reflect on the example set by the crew in relatomleadership, and the following
points were raised by the participants:

WL It's not like the leader is the focal point of ti@up or anything like

that, it's just the person that gives the teamcai$o

P1: Like, so us as leaders, we need to make sergaw is doing

everything together, so you don’t have one persongdone thing
and another doing something different and thenyghierg goes all
over the place.

P2: Yeh, aleader is still as equal as everyoreiplthe group, you know

what | mean?

P3: It's not like the leader is the boss and alewerybody else.

WL: It's more than that, isn’t it? The team depgioth the leader and the

leader depends on the team. So there is no reatietty. [Video
recording]

Under the heading “Leading and teamwork...by examiplehe WLM, there are
five points, three of which are: (1) “Seek help amdrmation. Within your group
there is a massive amount of information”; (2) “Makings happen. Be energetic,
enthusiastic and decisive. A positive attitudd mib off onto your team”; (3) “Take
the first step. Don't leave the task to anyone.elEncourage the use of initiative
within the team. Don't just think about it...do ifftUnknown, 2003, p. 40). It

became apparent during the voyage that participaete mimicking their Watch

19 WL is an abbreviation for a Watch Leader who is\gejuoted.
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Leaders’ enthusiasm, and style of interaction withie team. This observation also
emerged from the findings. One participant, whelked what skills in team building
he had gained, commented:

P: Ithink | have learned to communicate bettehwither people. And

learned to help. Usually | stand back and letogie®ple do it and
now I'm kind of up there with them doing it, likéusf, like tying
ropes.
CR* And why do you reckon that has changed?
P: It's probably because we need to, you can'thase someone
standing around doing bugger all, with the reshem working. And
it made me think, well, | should probably do thateell. [Interviews]
3.2.3 Finding their own way: open and leading questions
Participants were encouraged to ask questions,didtie crew and their team
members, from the first day. Crew would not juseganswers to questions but
would encourage participants to think about whaytwere asking, guiding
participants towards finding their own answers byning together as a team. For
example, the Captain spoke to the participantsxduhe meeting for the handover:

Your Watch Leaders will be on your watches andsapermanent part of

your watch...they are not there to give you the amsw# you ask them a

question they will probably answer it with a questi They are not going

to hand it to you on a platter, this is an exeréisg/ou guys, but they are

there for you. Remember you can go and ask yaumn embers, not just

us. If you ask me a question | will answer it watlheading question.

[Video recordings].

The effective use of open and leading questionsimpertant throughout the
learning process because it supported studentmstrricting their own knowledge.
Questions were not a form of manipulation intentbeslee that participants arrived at
the correct answer. Rather, questions were aimkedlping students to think about

their thinking (metacognition) and encouraging‘ihmcess” of learning (Gabler &

Schroeder, 2003).

20 CR is an abbreviation for Cate Rogers, the author.
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This idea of creating a learning rather than teaglenvironment by way of
leading by example, and by open and leading questie fundamental to humanist
and constructivist approaches. Upon my return ftieevoyage, these approaches
were explored further.

3.2.4 Theoretical considerations: Humanism

PestalozZ" advocated that the aim for “instruction of the ygumust in every aspect
be [for them] to arrive at knowledge slowly, byditj own experience, [which] is
better than to learn by rote, in a hurry, factd tther people know” (cited in
Lawrence, 1970, p. 194). The human mind is a dpied structure. Montess®ofi
believed that it was the educator’s role to figirhulate life—leaving it free to
develop, to unfold...” (p. 326). Lawrence states thi@e emphasis must be on the
child learning, not on the teacher teaching” (@0)3nd cites Montessori as saying
“our educational aim...must be to aid the spontaneewglopment of the mental,
spiritual, and physical personality” (p. 331). BhiMontessori’'s and Pestalozzi's
educational philosophies related to the Programmigiasctives. It was established in
a summary of the objectives of the Programme timgthasis is placed on creating
and maintaining a “learning” environment, rathartta “teaching” one. This was in
line with the psychological theory of humanismhadretical and therapeutic system
of psychology that emphasises particular humangases such as the uniqueness of
the individual, the validity of subjective experten freedom of choice
(existentialism), and the tendency for each indigido strive to realise their potential
(Tiggeman, 2002). The central elements of humiartiseories, according to Burger

(1990, cited in Tiggeman, 2002), are the emphasisessonal responsibility, personal

21 Pestalozzi (1746-1827): a pioneer of modern edutathose ideas were based on child psychology (&aee, 1970).

22 . . . . . . .

Montessori (1870-1952): an Italian educator whagihesl an educational system to aid children indénelopment of
intelligence and independence through activities itvolve exploration, repetition, abstractionagmation, creativity and
communication. This is consistent with the humigpiilosophy (Lawrence, 1970).
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growth, the here and now, and phenomenology (#hahé subjective approach to
knowledge and understanding reality).

Carl Rogers, a prominent humanist in psychologliebed people reached their
maximum potential by being able to exercise threie fwill. Those who were in
discord with their environment were being contrdlley it. He felt it was better not to
direct people, but rather to “allow people theiagtin which to discover their
potential” (Bond & McConkey, 2001, p. 8.16). Faoders, this gave people the
scope to discover their own behaviour and motivatend build confidence through
making their own decisions in a safe environmekxg.Montesorri pointed out, liberty
is not to be unlimited but within a safe framewarld it is more productive to
independent growth if we do not serve children gy (Lawrence, 1970, p. 328).
Creating a safe environment was paramount on tipe glirstly, attention was
directed to developing safety in a concrete semsieat safety procedures on board
the ship were outlined within minutes of leaving thharf. Secondly, the safe
environment included a more abstract componentgirahe development of trust
among crew and participants by means of tasksatiidriessed the team building
process.

The Programme was acted upon by the Captain worvldtigthe weather to sail
the ship on a course to the abilities of the pgicts. He also aimed for a high level
of motivation without causing excess stress, priog@ safe environment from the
experience of the sail training viewpoint, yet ohat was seemingly dangerous from
the inexperience of the participants’ viewpointll &ew including Watch Leaders
were responsible for the safety of the participamd, by demonstrating good

leadership and teamwork, created a positive anzbotfsll atmosphere.
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The Captain also spoke of safety during a meetirtig thve participants on our
voyage:
A couple of other things: the permanent Watch Leadall assist you
and be part of your watch, and they are my saftigyeos on board the
ship, so we are going to let you go and do a fiaiblot if we think it is
dangerous to either yourselves or the ship weoalllstop. If they call

stop, then stop and think about what might havepéaed, or what
might be happening. [Video recording]

The humanistic approach is one of guidance rattaer tules, and facilitation
rather than control. Porter (2000) notes thatdiinfation is worth knowing when it
helps students to understand their physical anidlsercvironment and themselves”
(p-117). In this they learn respect and caretfervvorld and its people. Two key
objectives of the Programme corresponded with gaasitivity to others and to the
physical environment, and awareness of the intengiggnt nature of a community.
Porter cites Fields and Boesser’s (1998) findihgs students learn more when they
are given the opportunity for experimentation agitection than when they are taught
directly. Porter also notes Rogers’ view thathia process of learning, we want
students to: “initiate their own actions and toetaksponsibility for their decisions;
evaluate outcomes; know how to acquire useful kadge; adapt flexibly to new
situations, solve relevant problems and work coapezly with others” (p. 118). It
was observed that the crew guided participantsfteat on their achievements in
relation to the participants’ ability and effortliar than focusing on gaining an
evaluation of demonstrated ability. The Progranma® been designed this way so
that participants may begin to understand thaptbeess of learning is more
important than the end product.

3.2.5 Theoretical considerations: Constructivism
Constructivism asserts that new knowledge is caosd by individuals in reference

to the environment and the learning context. Tlmmstructivism emphasises

42



“situating cognitive experiences in authentic atgg” (Duffy & Jonassen, 1992,
p.4). Field trips, experiments, group discussiamd analysis of current events
provide opportunities for students to practiselskilat they would use in the real
world. The Programme is one such field trip. Dgrihe mid-voyage debrief | was
speaking with one of the Watch Leaders, who meetidhis point. When asked
whether “the idea is to consolidate in participantsids where they have come from
so they can work out where they need to go”, heagp
WL: Exactly. Changes have happened on the ship, they have learned

all these things. But if they can say, yeh, tlapened and that

happened, they can acknowledge it more, and magjiog it onto

places outside the ship. It's all very well if aee the changes

happen on the ship, but if they get back to theweald and they are

back to normal, well then nothing’s changed fomh@video
recording]

Kamii, Manning and Manning (1991) note that “indivals do not acquire
knowledge by internalising it directly from the eigte but by constructing it from the
inside, in interaction with the environment” (p.)18he basic tenet of constructivism
is that all knowledge is rooted in constructs @& thind. Learning occurs when the
mechanisms for learning and the individual’s owigue version of the knowledge,
experience, and aptitudes are brought togethecomgplex synthesis of ideas (Willis,
1995).

Constructivist methodology generally incorporatestrang social interaction
component, with considerable attention given taugravork and cooperative learning.
The Programme creates an intense social experienparticipants through the
interconnected nature of the community in all a@aship life. For constructivists,
the complex nature of social relationships is astmportant to the context of
learning as the structural and procedural settwiggotsky (1978) puts forward the

view that not only does social interaction playadamental role in the development
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of cognition but that “the range of skills that dasdeveloped with adult guidance or
peer collaboration exceeds what can be attainegta(&cheeprs, 2000, p. 1; Baylor,
Samsonov & Smith, n.d.).

In one of the interviews a participant touchedlmdrew’s method in relation to
this when asked if he felt the crew gave the padiuts a lot of responsibility. He
replied:

P:  Yes, and | think that was really good becausieey didn’t we

wouldn’t have learnt much, 'cause like if you askgou know how
we appointed the different trainees to do diffetinpgs? If, like,

someone was to go and ask the adults they’d berlikego ask your
team mates. So it was giving you more independdhterview]

The Programme is designed to create a learninga@maent and, as such, the
ship can be seen as a classroom. One methodruttezlgonstructivist classroom to
help students develop their own global understaninnductive reasoning, or “the
process of observing objects or events, recognigatigrns, and making
generalizations [sic] based on observation” (Gakl&chroeder, 2003, p. 263). This
was developed in the Programme through havingquaatits observe initially what
their Watch Leaders were showing them regardiraytask, and then as soon as
possible having them do things for themselves erAdctivities, participants came
together to discuss the task and, where possilake mnalogies to other areas in life.

According to constructivism, with suitable suppamtd questioning, students can
formulate their own concepts and principles throgghup consensus or an individual
decision-making process. Throughout the Programmas observed that, instead of
giving participants the answers, Watch Leaders @rged them to think for
themselves, solve problems and, where group preeessin place, practise their
communication and negotiation skills. In someanses a riddle was used instead of

a leading question:
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P: Like when we tacked and we had the mainsail,[padicipant] was
unaware and [WL] was saying right, we are missmgething, and
he didn’t know what it was, so she said a littdte with it: friction
is our friend, but chaffing is our enemy, which weealised the
topping lift?® was right up against the mainsail so it was chgffbut
the sheefd, all the sheets work off friction. [Interview]

To engage learning by creating motivation, Gabtel &chroeder (2003) suggest
using activity sheets; peer-group learning techesqulirected, exploratory and
reflective discussion; and interactive presentatithriwas observed that each of these
technigues was used by the crew. Following arengkas presented in a general
daily rundown of activity on board the ship.

3.2.6 Learning the ropes: a general daily rundown

Learning started immediately with an orientatiorird ship’s areas and emergency
procedures, and being shown the ropes and sailg alith their names. This
introduced the nautical language that would be tisexighout the Programme. It
was understood that not everything would be remeatben the first occasion, and
that the Watch Leader would reiterate the namesyagahings as we proceeded.
Once a task was completed, participants would cogether and the Watch Leader
would ask questions about what had just been duitie which lines. Each

participant had the opportunity to say somethintgpatand back. In this way
participants could contribute or not without losfiage. By repetition of tasks such as
tacking and grouping, together with discussing Wizt been done and why, learning
was reinforced.

On the first day, participants were informed thatas expected they would put
away things, such as plates, clothes and harne3$eswas promoted not only for

the consideration of others in such a small comtguhut also as a safety concern

3
Rope or wire rigging which supports a boom (a sfs&d to stretch out the foot of a sail) when tlildsaot set.

4 ) . . .
A rope or wire secured to the clew (bottom corégvery sail to control its setting.
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because a clear floor area was necessary for au&vwan in an emergency. During
the general meeting the First Mate would bringgkiout that he had found lying
around during the previous 24-hour period. Offagdarticipants would have to
own up to the items and then either sing a sorglba joke. This was done with
great spirit by all parties and created much lgftertainment. It was an amusing
way of making a point to the participants; haddhav handed out a punishment, it
would have become a shaming exercise.

On the third day, participants were able to takera at being a trainee Watch
Leader during tacking and on watch. At this pdi participants did not know all
the lines and nautical terms, but they did havearaterstanding of what they needed
to do. The permanent Watch Leader ran througtesleand began asking questions,
requiring the participants to think about what tinegded to do and how to fill in the
gaps. The trainee Watch Leader then directedrthigpg The teams were given
responsibility as soon as possible and this fatdd participants’ thinking and
consolidated the information they had been given.

After four days of learning the sails and lines) anactising tacking, the ship was
anchored and a mid-voyage debrief ensued. Heredttieipants went across to the
beach and were asked to spend a few moments bygéiaea. Some went up into the
sand hills and others went walking along the beate. were all craving our own
space after the confinement of the ship, and itavasnjoyable experience. The mid-
voyage debrief was about articulating what we leadied so far in order to establish
what was needed to achieve the next goal, a sdat&sandover?.

| asked one participant about the responsibilityegito them and he commented

about the implementation style:

25 Where the crew handed the ship over to the paatitipand a task was set for them to sail backto po
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P:  Yeh, but they paced it really well...so we stajted purely learning
stuff without the burden of actually having to do And then they
just slowly made us do more and more by ourselNig®y timed it
really well. When we thought we were comfortabdénd something
was the time when we did it. [Interview]

Games and activities were used to assess andnariéarning. The VLB notes:
“The Programme provides the structure for the emghaof information and ideas
between the Watch Leaders and their watches, aodgh debriefs to correct and
consolidate learning in all areas” (Fenton, 2004L1). At a meeting in the galley to
discuss the previous night’s sail manoeuvres, gquestvere asked, such as which
lines were used, and participants had to answeth&ha line had to be pulled in or
loosened off. This method helped to clarify whigrere was an uncertainty and
removed misunderstandings, as well as aiding mem®nyilarly, a photo of the ship
in full sail was shown to us to pass time on onewfwatches and we had to name
each sail. Finally, a game was played where aWia® called and the participants had
to run to it and put their hand on it. Points wetered for each group. It was an
exciting and entertaining game to reinforce leagnand everyone on board
participated enthusiastically.

3.3 Nurturing the learning individual: personal challenges

Three of the most striking challenges on board wibeestamina to keep going when
physically or mentally disinterested or exhaustkd,tolerance required to be
constantly in the company of others, and the gitititovercome seasickness.
Consequently, these challenges meant that maskes afirand true selves were
exposed; thus we all found ourselves in a reciprivgat situation.

3.3.1 Not walking away from a challenge: stamina and peistence

Kuhl, (n.d.[b]) notes that the key element of tlagtigipants’ development is that “it is

physically impossible for participants to walk awfagm a challenge” (p. 4) because
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they are confined on a ship at sea. This is glifferent to land-based Outward
Bound programmes. It is noted in the VLB that: ‘shof the outcomes of sail
training come from the ship sailing 24 hours a diaylmost any weather” (Fenton,
2004, p. 11). The Programme was designed for thegeh groups, with around eight
participants in each, working on a 24-hour rodtenighout the voyage. Being able
to manage this roster was part of learning abdé:dsseipline, that is, the time
management of sleep, general daily duties, anc:ptieg for one’s watch on time.
The first few days acclimatising to this strangeation found many participants very
tired, and nearly all participants commented on #tidifferent times throughout the
voyage.
3.3.2 Living with others: tolerance and respect
Another major challenge on board was the toleraegaired to be constantly in
the company of others. The Voyage Handbook n6tésoughout your voyage
you will be living in a very close-knit communityUnknown, 1997, p. 5). A
crew member commented on the limited physical spga®ting that the
sleeping cabin, the same size as an average favoihy, contained 24 bunks.
This lack of room meant that each person had todbgcularly aware of
tidiness, as well as being quiet so as not to digtiose sleeping. In addition,
there were only four showers and two toilets catefor 32 people, so
cleanliness and restricted water use were necedsarto the limited water
capacity of the ship. Thus respect for privacyryowvn and others’, required
tolerance. One participant, when asked about venéttey had gained a deeper
respect for others, commented:

P: ...um, respect of privacy was really iffy sometimdt was so easy to just

fix really.
CR: How would you have done that?
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P:  Maybe a bit more structure to it. Like, set sone definite rules, like if
you're downstairs, you’re sleeping, if you're upsgayou're talking.

CR: The crew mentioned that at the beginning.

P:  Yeh, but it wasn’t enforced.

CR: No, it wasn't enforced, was it, so it just softan amuck.

P:  Yeh, a bit more discipline there would be gdbuerview]

Many participants were talking downstairs in thbinaarea while others were
trying to sleep. It was very frustrating, espdygiblecause we were so tired. A couple
of times things were said, but the talking contohué would have been easy for the
crew to enforce this rule. However, this was feftthe participants to sort out, and
was part of the process of learning self-disciplnd sensitivity towards others.

During an interview with one participant, we wemsrgnenting on the tolerance
required on board and she mentioned how she haeédjgnowledge from the close
proximity of people and how she could use elsewtierd¢olerance she had
developed:

P:  When living close like that, you get to know hotkers want to be

treated, like by observing them and how they ré&aethat you do or
say, and you can use that elsewhere. [Interview]

Another participant, when asked about whetherribenad had an effect on self-
esteem, commented how the tolerance requirededriclose proximity gave him

confidence:

P:  Yeh, a huge confidence booster, working witleotkeople and living
in close quarters with everyone.

Being able to manage the constant closeness af pople became a personal
goal for some, and developing tolerance to overctimsdrritation had a positive
effect on self-esteem.

3.3.3 Seasickness and “the turnaround”: overcoming advelisy
Overcoming seasickness was something that neaglyewe needed to do and

participants learned to manage it by following éxample of the Watch Leaders and
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other crew, as the participants saw they too weffersng. Crew did not complain or
feel sorry for themselves; rather, everyone cortihregardless. We were told that
the best way to overcome it was to be on deck ashras possible and to keep
ourselves active. During the first three days pebpcame overtired and so felt
dreadful. This, combined with seasickness, lefhynaondering what they had got
themselves into and how they were going to getuthindhe next four days. But then,
miraculously, on the fourth day, everyone was ghtspirits, chatting, laughing and
working together. This “turnaround”, as it is knmawwvas astounding to witness.

| interviewed a boy who suffered quite severelyrfreeasickness and asked him
if the trip had had an effect on his self-esteédte. felt that on a scale of one to ten it
had improved from four to about nine. Surpriseasked him what he meant. He
replied:

P:  Like at the start, | was worried about the sdgam@ss and now | have

been able to get over it. | always get it. Butals able to work
through it so it has changed heaps.

When asked what he got most out of the voyage iede
P:  Getting over the seasickness. [Interview]

Many participants commented about getting overiskasss as a real
achievement. | realised seasickness was anothélece that participants had to
overcome and, in doing so, self-esteem was enhanced
3.3.4 Removing masks
Taking off masks, as a Watch Leader put it, wascatito building trust and thus a
catalyst to team building. He was commenting ow kueryone wore masks in
society but how, on this ship, eventually the mdskd to come off. Here, there was

nowhere to go and hide and you had to show youe“tolours”. Because of the
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closeness and length of the voyage, it was implessitkeep a mask on for that entire
period of time.

During the mid-voyage debrief the participants wewsmenting on how close
they had become in just four days and the Watchiéeeommented on the reason for

that:

WL: At school and stuff like that you can get aweiyh not being
yourself, but out here, you are who you are, andgan't really
change that because you are with people all the. tim

P<% Yeh. [Video recording]

During the interviews the idea of masks emergedels Some
participants expressed surprise at being acceptatidir true selves. One such
participant commented:

P: | had to be myself this whole trip; you can’pgmther people. |
never copy other people anyway, but like at schgmi, can copy
what the other person’s opinions are and copy wtier people are
doing, but here you can’t; you gotta be yourséfieel I'm a better
person because | feel like everyone liked me vanghm Most people
liked me.

| also asked participants whether they had lealotschbout other people:

P1: Yeh, definitely. [laughing] You don’t expect athyou hear from
them. Like some people are really emotional butwouldn’t know
that from the outside.

| asked if she could elaborate on this and giveamexample of something
she had learned from others. Like many of thei@péants she was surprised by
how in-depth conversations had been with otheligiaaints, and had learned
that other teenagers were experiencing similagtto herself.
P:  Relationships, | suppose. Talking about thethreow they felt at the
time and what they went through and everything.likerfamily

stuff. It's really good to have talks with peopleause they are really
supportive and you listen to them and it is regthpd. [Interview]

Ps is an abbreviation for a number of participsaitdng at the same time
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The participants had spent quite a bit of time atclwes and down in the
bunk area talking in-depth about their lives o# 8hip and listening to others.
The removal of masks and allowing others to seefgpwho you truly are
facilitated a quick and strong development of tarsd friendships. During the
interviews many expressed how great it had be¢sikso openly and honestly
with other teenagers about the many challengesféoeg in their lives off the
ship.

3.3.5 Trusting in yourself and others: the importance ofcommunity

Trust was developed from the personal challengaspidrticipants had to face in the
company of others, and the consequent removal esksnaHowever, it also
developed from the responsibility that was givepadicipants by the crew. The
Captain and crew commented that getting particgppanviolved meant they felt a
responsibility towards the ship. Hence, they towkiership of the ship and this
ownership became important to them.

The Captain pointed out that, due to the increaiséd in today’s world, parents
had to be very protective. “So youth doesn't at sense of self and doesn’t get the
chance to show themselves what they are capalileadfthey can rely on
themselves” [Conversation in galley]. Learningrigst in yourself and others is what
sail training aims to develop. During the mid-vggadlebrief the Watch Leader
guided the participants in articulating the skiiat could come about through trust,
using the Captain as an example. Participants asked what the qualities of a good
captain were, to which their replies included thkofving:

Ps: People skills. Communication. LeadershidskiBut not

dominating. It would be easy to be intimidatingcaptain. Going
around and telling everyone what to do. Beingdirmt. You can
still be a friend. The trust would be in there,ta@uldn’t it?

WL: You'll notice, is the Captain always going anolthe deck, always
stressing about what is going on?
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P1: No, he’s laid back.

WL: Why can he relax?

P2: Because he gives us his trust.
WL: Do you trust one another?

Ps: Yes, absolutely. [Video recording]

Upon reflection, it occurred to me that the reastwy the Captain could give his
trust to people was because he trusted in himedlhés own ability. This related to
what he had been saying earlier about learningtbavust in yourself, and what he
was trying to achieve through the Programme forpigicipants.

All of the participants thought having responstilivas good. They all
commented how they felt secure with the responsilahd felt good about
themselves because it meant that the crew trulsésd.t Trust appeared in many
aspects of the Programme and emerged as a key oemtgo the participants
achieving and feeling good about themselves. diba of trust was not articulated;
rather, a general feeling of trust developed. Ne was watching over you or telling
you how to do something, but you always knew tbatesone was around if you
needed help or couldn’t work it out for yourseBo the crew trusted us and we could
trust in them. In the interviews participants redd to the feeling of trust. One
commented:

P:  They gave us a lot of responsibility, but | ddomink they gave us too

much. Like if anything is going to go wrong we laflew that they

are going to help us out. When the pin snappeyljtist stepped in
and said this is not your fault, and they just tovkr and fixed it.

Another participant, responding to a question albesponsibility, said:

P: Ithink it shows that they trust you and it reakyou feel good, like,
that they trust you enough to take over the shipefview]

The close proximity, tolerance of others, and sk&giss meant the
necessity of taking masks off and trusting in onether. Consequently, a

sensitivity towards participants began to be dgyedo One of the crew
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commented about the complexity of our world and these types of courses
were necessary to counter the often insensitiviishahlistic focus of our

society, where people were not learning to do themga community.
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CHAPTER IV: ASSESSING THE PROGRAMME’S SUCCESS:
RETURNING TO THE OBJECTIVES
The purpose of the research was to evaluate thlgrdnoe’s effectiveness in meeting
its objectives. Hence, in light of the previousrties, | now turn to addressing the
objectives of the Programme: the development ensisivity towards others and the
environment, team skills, maturity through selfetiidine and goal setting, and
positive self-esteem.
4.1  Sensitivity to others
Sensitivity was a by-product of the closeness effibople on the ship and their
consequent interaction. It was developed throhghtéam building process
necessary for the participants to be able to kaikhip, as well as through the
personal bonding occurring during their free tinRarticipants were
encouraged to help one another and reminded tha&wveoyone was able to do
everything and that we all had different qualite$ring to activities and tasks.
Thus Watch Leaders led by example, being abledogréise and focus
individual abilities, and in this way match pantiant characteristics to areas of
interest on the ship. During the interviews | enggl about the development of
sensitivity towards others by asking participantsether they had gained a
deeper understanding of and respect for other pedphe participant spoke of
his nervousness about the trainee Captain durmdhdover:
P:  Yeh...for example, | didn't know [the trainee Caipt at all, so at

first | was edgy and | didn’t know how he would dait after a while

| could see he was really trying and putting irs lot effort trying to

get the job done and make everything work, and poespect for

him gained. He was doing a good job and he wasgut all that

he could. He was asking everyone for advice anagiadvice when
we needed it, and so my respect for him really egipinterview]
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The Captain addressed sensitivity to others wipgaking with the trainee
Captain and gave him some words of wisdom, whigken in light of the above
comment, the trainee Captain used in his approdble. Captain said:

Remember to treat others the way you would likeddreated. If you want to be

shouted at, shout at them; if you don’t want tesbeuted at, then don’t shout at

them. They are not your servants, so they wilerébyou do that, but they are
there to serve you, to get the ship happening.4¥iacording]

While sensitivity towards others was encourageelehvere times when
participants irritated others and did not seemndenstand social cues. | observed
that, if participants “got off track”, then otheanpicipants would move away from
them either physically or socially. Then, if th@rficipant became involved again, the
other participants would re-incorporate them i@ group. One participant
commented on how ostracism was sometimes used@sadisation technique by
participants when this was the case:

P:  Ithought that people who were going to be ae neere real tossers

and stuff, but it turned out they were good andalWegot along. Like

there were a couple of people who got on your regitvet you dealt
with that and moved on.

When asked how his watch dealt with participants gbt on their nerves,
he responded:
P: ldon’t know, really. Ignore them in a wayliety put out the stupid

stuff, but let them in a little bit if they are g to be serious, then
that’'s when you socialise with them. [Interview]

These examples represent the way in which paritspaere watching and
learning from different social interactions on #giep.
4.2  Sensitivity to the environment
Environmental awareness was introduced in the slpeformed to keep the ship
clean. For example, when cleaning the decks we agked to pick up plastic and

other non-biodegradable objects so they couldnivaghed off over the side during
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the deck hosing. There were bins in the galleythedlisposal of rubbish was
explained as soon as we were on board. One bifiovdsodegradable waste such as
food, which was tossed overboard as we got fudhefor the fish to feed on.
Cardboard was torn into smaller pieces and alsd exarboard with food scraps, and
grey and black water was put overboard 30 kilonseded in line with international
pollution regulations. Plastics had boiling wateuped in them, which caused
shrinkage and were stored along with all else ttaken ashore at the end of our trip.

During the interviews, many of the participant&éa about separating the
rubbish and the water conservation when | asked thleg had learned about the
environment. Examples of responses were:

P1: Well, I was shocked at the amount of garbagéadecompared to at home.

P2: You learn to be water-wise.

P3: |thought they would just tip everything inteetsea like straight away,
instead of saving everything. [Interview]

While sensitivity towards the environment was cedein more concrete ways as
above, an abstract component of it emerged. Alogparose between the
consequences of actions in dealing with the naemaironment, and the
consequences of our actions in our constructed@mwients off the ship. During the
interviews, it became apparent that participanteveevare of both concrete and
abstract components when reflecting on the enviemimOne noted:

P: It's hard to work with, because you don’'t knoWwawit is going to be. It's
different, really different.

Another stated a preference for the ship environrethat on land and when

asked why replied:

P:  Like you are in control and if you break downuyan't goin’ to walk
somewhere, you've always got challenges. Whigod. [For example],
if you're walking from one end of the ship to théher, you have to do it
without falling over. [Interview]

Other comments recognised the calming effect aiden water:
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P1: Being up on deck and watching the waves andhwag the coast go by, |
thought that was great.
P2: 1liked the calm motion and the scenery. [Wigws].

The ship environment, while intense in many wayas &iso very cathartic, and

offered opportunities for reflection.

4.3  Team building

Team building was a major focus of the Programnteeaerything on board the ship
and about the Programme was geared to bring thieipants together. Participants
came to recognise that they did not need to knaenyving, rather, each person in
the team contributed in different ways and thatbming together they could achieve
goals and overcome challenges. The personal bgraid group team building was a
fundamental contributor to meeting the Programnjeatives, specifically because
participants learned from one another.

Each person in each group was given a number frertameight on day one, and
every time participants met they had to “numbef, athich was quite often. Here
two things were addressed. The first was safstyh@ Watch Leader had to know the
whereabouts of participants at all times. The sdagas team building. It meant
everyone was aware of everyone else’s whereabouts.

Other than the obvious teamwork necessary on aedkadl with lines and salils,
there were many activities geared to get partidgpemwork together. The 24-hour
rotating watch system, the sleeping arrangemewes) the table settings in the galley,
all relied on group coordination. There were thyesups that worked together, slept
in the same area in the cabins, and ate togeiitesre were four tables in the galley,
but the cook organised the participants to setemct two tables at a time. This
reduced the work (that is, only two tables neededring, not four) and it also

brought the participants together to discuss whey tvere doing, forming bonds.
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Otherwise the participants would have sat all aerplace. The Captain relayed a
story about three participants who were huddledttogy at the table talking about the
task of getting a sail down. He said, “They thihky are working out how to do the
task, but what is really going on is team buildingConversation in galley]

Again, the work in the kitchen area required evaeyto do galley duty. A
rotating roster was set up for the three meal tinf@se person from each group made
up the team for each meal. This created an oppitytto connect with other
members of other groups, and gave support to tbk, tbus showing consideration
for others and developing self-discipline. Onéhaf participants commented that
they now had a greater understanding of what thethers did at home and would
help out more in future.

The sleeping arrangements in the cabin were swttitth members of each
watch slept in the same vicinity. This meant then we went down to wake up the
next watch we would not disturb the watch thatraxt need to be woken. It also
served to keep a watch together and increase atitema

When asked about teamwork during the interviewes pérticipants were very
aware that the ship could not function without it.

P1: Well, because we made such close friendship&new we had to

help each other out all the time and make thinggee#or each other,
so we always, if someone was in trouble, we wohig m. If say we
were like, sweating and tailiAg you knew, that if the sweater was

struggling, you would quickly go in and give hinhand. Getting

that extra energy and getting in to help was afidiog and
teamwork.

Asked whether teamwork experiences could be relatether areas of life,
the participant reflected:

P1. Yeh, if you work in a team you can do mostgkinYou don’t just
have to do things by yourself. [Interview]

27 ) . ) - . .
Sweating refers to hauling on the lines, and tgitiefers to easing the lines.
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When | asked another participant what team skdls$ lbeen learnt on the
voyage, he showed some insight by replying:

P2: There are contradictory things, like when ymiaorking the sail,
someone always has to be hauling and someone teebd®asing.
So it has really got to be done in unison, sollikke person is not
easing and you are trying to haul, you don’t getndrere, so you
really have to work together to get that to worlosihly. It's like
bringing around the yaré&fsto square them up, you've got to have
your portsidé® easing, so your starbodfdan haul. Same as raising
the gaff’ for the mainsail, because there is one at thattaod one
at the peak, they need to go up together, unlikteyday how we had
it... [Interview]

At the beach debrief a couple of items about teaitding were highlighted by
the Watch Leader in preparing the participantgtierhandover:

WL: What is the most important thing, say, wheagktis happening or
something like that?

P1: Communication.

WL: Right. What would you do if, say, a person w&gssing on a
preventet” and about to be pulled overboard?

Ps: Go help him.

WL: So you've always got to be looking because eoagain, when the
handover happens, not everyone is going to knotwewven the Watch
Leaders are going to know everything, so you’veagisvgot to be
looking for that thing that might need to be dovédeo recording]

During the handover, the Captain reiterated sevenais to different groups the
importance of a team focus, reminding them of thlkective skills within the team:

[Trainee] Watch Leaders, remember that you don/ehta know everything, you
don’t have to know where every sail is, where eviexyis. Remember that
you've got your trainee crew that have been with far the last week as well,
and they have been working with you. So rememjmrt role as a Watch
Leader is really to organise them. You don’t hevknow everything, you've
got to work together as a team, your watch needst& together. [Video
recording]

8 A spar mounted across the mast to carry square sail
29 When facing the bow, everything left of the certrel
30 When facing the bow, everything right of the celiries
81 A spar attached to a mast.

2 The line attached to the boom sail.
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The crew did not elect participants to positionstfe handover; rather, within
the learning environment, the participants had¢oteheir own Captain, navigation
officers and Watch Leaders. Tasks throughout tdyage aided in giving participants
insight as to the best suited of their peers fehg#osition; for example, the practice
at being trainee Watch Leader, the navigation esescand the sail and line
exercises. The trust and friendships that hadldped also gave participants insight
into those whom they felt were best suited.

4.4  Maturity

According to the objectives of the Programme, mstis thought to be developed
through self-discipline and goal setting. Thistserdiscusses my observations and
participant comments.

4.4.1 Self-discipline

When | spoke to participants about self-disciplaejost all of them brought up “the
sleep thing”. The pattern of sleep on the ship eifisrent to the familiar patterns
participants had at home. To adjust to the newepabf broken sleep and a 24-hour
rotating watch system, personal effort was requagdo one else, such as a parent,
was there to monitor them. Participants realibey heeded to learn the skill of time
management, which required self-discipline. WhagsKed participants about what in
the Programme specifically dealt with self-discipli comments included:

P1: Sleep! They don't say when you have to sleeph@n you have to

eat, like all the basic things that normally yoe #oid to do by
someone. There is no one here to do that, so goee to learn that
you need these things and that you have to bentralaf yourself
for a whole week.

P2: Time management was probably my biggest: wheteep, when to
get up, how long to spend on each job, how lorgpend eating, just
sorting out the schedule because it is everythlhgoes all day and
all night, so you’ve got to manage it really well.

P3: Well, the most basic one would be gettinglikp,I’'m just not used to

getting up so early and going to bed and gettingaumuch. But |
felt that | coped with that very well. [Interviews]
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Cleaning the ship, a drudgery but a necessaryopéine ship’s maintenance, also
led participants to focus on self-discipline. Somere more enthusiastic than others.
Daily the deck had to be scrubbed, the brass pliséind cabins, toilet, shower and
galley cleaned.

During a conversation, the Captain mentioned thaha crew did was provide a
mechanism by which participants could personallyettsp; it was still up to
participants to get the most out of the systenhthy don’t do something it doesn’t
get done. If it doesn’t get done, the ship doesait” During interviews participants
responded to my question addressing self-disciplitie comments such as:

P1: You need a lot of self-discipline to be onshe. Like to be there on

time, to not slack off, to do your bit, becausgadti don’t do your bit
then someone else has to, so it just doesn’t niakeyifun. You've
got to pull your weight.

P2: You had to look after your own stuff, you hadyet up when you

were meant to. And you had to organise your greoget ready and

[the crew] just advised you. It's not like your mwvho is going to
hold your hand and that kind of thing. [Interviews]

4.4.2 Goal setting

Setting achievable goals influences self-esteem\(&e2004). This is associated
with another of the Programme’s key objectives:urnt and a positive attitude
through self-discipline. Goals generate motivatigrfocusing people’s attention. A
number of studies have found that, generally, peofth goals outperform people
without goals (Locke & Latham, 1990). However, lgado not always enhance
performance; rather, it is the type of goals s#fi¢dIty and specificity”) that
influences performance (Locke & Latham, 1990). Téwson for enhanced
performance appears to be a motivational one indiffecult goals energise the
performer (that is, increase effort and persistgand specific goals direct the course

of action (that is, focus attention toward the taskl away from distractions) (Earley,

33 Specificity refers to how clearly a goal is defined
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Wojnaroski & Prest, 1987, cited in Reeve). Goha&yefore tell the performer where
to concentrate and what to do (Klein, Whiteneri§dh, 1990; Latham, Mitchell &
Dossett, 1978, cited in Reeve; Locke & Latham, 399he following findings are
consistent with the literature.

Participants set personal goals, both before th@yaeked and during the voyage.
For example, a Watch Leader mentioned that twaeofghoup had set the goal to
learn all their lines and had achieved this goah(gpecificity). | mentioned above
one participant whose goal was to overcome seassskand this too was achieved
(goal difficulty as well as specificity). There mealso the main goals set by the
ship’s Programme, such as going aloft (goal diffiguand the handover (goal
specificity). | asked participants whether goals lhelped their performance or
influenced their persistence:

P1: Yeh, setting goals does help your performarcalse you know where

you are going and you know what you’ve got to do.

P2: It helped me make more clearer decisions andkgep telling yourself that
that is my goal, so I'm going to try and get it.

P3: | am notorious for mentally dozing off when pkoare speaking, because
once | get the picture | can't really concentratgraore. But having the
goal of wanting to learn more about the ship, lidied that that wasn’t
going to happen any more and so it has helped roencentrate.
[Interviews]

During the beach debrief, which was designed tiecetipon the first three days
of the voyage, discuss any issues, and prepataddrandover, goal setting was
addressed by the Watch Leader. Participants conetie@m goals they had set for
themselves, in the roles they thought they wolde 1o take on, such as Captain,
navigator and Watch Leader. Participants also cented on what they wanted to
achieve as a group, and what was necessary tovadhie

P1. Getting back to port safely and all that.

P2: If we all take control and no one tells us wibado and we all do it, and we
all work as a team. The feeling we would get, thatild be great.
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WL: So what are you going to have to do as a teaarder to make this

handover a success?

P1: Work together.

P2: Help each other out.

P3: Back each other up. [Video recording]

As part of the Programme, the Captain addressetlaimee crew regarding the
handover. Here, attention was drawn to the taskessary to achieve the main goal
of the handover task: sailing the ship back to.p@te Captain’s comments were:

You guys are going to be sailing the ship, undeséosupervision from the ship’s

crew and officers, and your role is to get fromm@ to point B. Initself it is

not really hard, except there are a few tasks yogot to do along the way.

You've got to sail the ship to reach three of tixegpeints and the trainee Captain

and crew will make the decision on that. So itasjust a simple sail around the

corner. ltis a 24-hour task so we will be sailowgrnight and we won’t be going
into anchorage until between fifteen hundred améisieen hundred hours
tomorrow. It is not a motoring exercise, it isadiag exercise. Engines will only
be started in the case of an emergency. [Videadeuy)
As Berk (2000) says, self-esteem develops fromutigements we make about our
own worth by achieving goals we set, and from assed feelings including the
judgements we make in relation to others, thadsjal comparisons. Thus, the goal
setting encouraged throughout the Programme, andrthironment that was created
for participants to achieve these goals, along Withintense social interaction of the
community, appeared to be the way in which sek@stwas enhanced in
participants.
4.5 Self-esteem
Our self-concept is defined by the set of attribusilities, attitudes and values that
we gather about ourselves (Berk, 2000). Self-estisea component of self-concept.
Berk notes that we make judgements (through gdaéaement and social
comparisons) by way of attributions, that is, erplégons for the causes of behaviour.

There are two broad categories: external and emwviemtal causes; and internal,

psychological causes such as ability and effortKBeHow we attribute achievement
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affects whether we will become competent learnghs persist with challenging
tasks, or else give up easily when goals are notddiately achieved. Those who
take an “industrious, persistent approach to legfiBerk, p. 454) are classified as
“mastery-oriented”. These attributional styleseatfthe goals that are set in learning
situations: learning goals or performance goalsarhing goals focus on the journey,
that is, increasing ability through effort. Perfance goals focus on the end result,
that is, obtaining positive evaluation and avoidnegative evaluation of ability
(Berk). As mentioned, the Programme has been edigs a learning environment
and, therefore, geared to develop mastery-ori@mtatirough learning goals.

An example of this occurred on the first day whiparticipants were required
to go aloft. Participants had to climb the riggomgthe windward side to the top of
the foremast and then climb down the other sida. sbme this was a terrifying
experience and | had difficulty with it myself. &focus of this task was placed on
learning from the experience and the personal puthat was undertaken by
participants in achieving the goal. The focus waison gaining a positive evaluation
about the performance from either the crew or gtlagticipants. After the task, the
watch came together to talk about their journeyne @articipant was unable to go
aloft, having come back down before reaching tipe tbhe Watch Leader
commented on the effort the participant had putamsidering the challenge the task
had posed, saying:

WL: The fact that you tried, you probably got theshout of the climb, because

the people like [another participant], who has dameasonable amount of
climbing, found it easier. [Video recording]

Another participant, during interviews, commentedchow achieving the goal of
climbing over the mast had had an effect on hdrestéem:

P:  Oh, yeh, [sighing] because | hate heights, ared of heights. And that
was like a big big thing for me, 'cause | did mdawhen | got down | was
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shaking and was heaps scared. But | felt heaps thao | actually did it.
[Video recording]

Going aloft was just one of the challenging tasksh® voyage and was done
within a couple of hours of being on board. Thewts management of the task, and
their empathy and encouragement at the debrietheetcene for a participant’s
experience during the voyage.

A sense of security was established on board tipe which also aided
participants’ confidence. Participants understtihad nothing would be asked of
them that they were unable to achieve, and wergdsnt the crew would support
them should they need it. For example, at the img&dr the trainee crew the
Captain established this sense of security andeaddd the concept of self-esteem in
relation to attributions:

If something was to happen or there was a suddem & gale that wasn'’t

expected, [the First Mate] and | will take ovemal won't be anything to do with

your abilities, it will be about the safety of thessel, which is paramount. [Video
recording]

During the interviews | asked participants whatytfedt they had gained most
from the voyage. Participants consistently spdkb@r sense of achievement and
how good it made them feel. Some relayed stofiesfferent tasks they had
achieved, such as going aloft, tacking and the éna@rd Others spoke of personal
achievements, such as getting over seasicknessoovieg fear of heights, being
socially accepted, being able to get up at diffetiemes during the night, and making
it through the week. Examples of what some padicis said:

P1: |love learning about the ship and learningualhow we tack and use the
sails. When you're sitting around on board ita$ really that interesting,
but when you got to do something and when we weogiteto tack it made
you feel really good.

CR: Yeh, like one of the tacks, we were doing d alboked up and we were

suddenly facing the other way and | thought, geey tlid that happen so
quickly.
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P1:

P2:

P3:

P4:

P5:

P6:

P7:

P8:

Yeh, you really feel like you’'ve achieved somgg. You think, | did that
and it worked!

The fact that | can wake up during the niglat actually do something.
And that you can do anything you want when youyouwir mind to it.

You learn how to deal with different situatiarsd different people.

You've gotta, like, have patience and gotta, lileally take in everything to
actually get something out of it. It gave me ambire confidence as well,
to, like, try new things, so I'm not afraid so muatymore. Like, it's not
that hard, you can do it. It's just how you fekobat it, | suppose.

It [the voyage] makes you, like, stronger, gelit | mean, you accept
challenges and you do them, like getting up ealdythis, do that, climb the
mast, get wet.

The responsibility was really good, becausesgiwanother goal, and when
they gave us that responsibility, it made you feally good, it made me
feel heaps good, so that you felt like I'm in cheaemnd I've got to do this
right. And when | do, it gave me a lot of satisiaw.

I've come to know myself a bit better. I'veufa out | can do things that |
didn’t think | can do. Like climb the top of theast—I'm usually scared of
heights. | don't really like heights. And yestayd went up the top and |
was sitting on the lower beams up the top and hivtasared or anything.
Yeh, so | reckon | feel pretty good about myself.

| overcame my fear of heights and made newdsgebecause | didn’t know
anyone when | came on here.

Yeh, when | came on board | was a bit cockgabse | had been on boats
before, and | thought, | don’t get seasick and ot afraid of heights. And
then | started to get a bit queasy. | found oat thwas because | ate too
much, so | don’t eat as much now. And like clingoto the top, | can do it,
but getting to the top and it was swaying arounsias [clenching teeth]
nervous. But now | know | can do those thinggurfd out | can overcome
certain things. Like, the seasickness, | overcaig working out ways |
can deal with it. And like claustrophobia, | castay in the bunks too long,
so | have just stayed up a bit later, wait unéir as tired as hell, then conk
out and get back up again and walk around. [Inésvs]

During my recording of the handover | was astoriséiehow confident the

participants were. They were excited about thle tlasy were about to take on.

Having worked through the necessary componentseofiindover during the mid-

voyage debrief, and having met with the crew ttehgo the nature of the task,

participants grouped together to work out thein@ad discuss what each person

needed to do as an individual and as a team mamibeake the handover a success.

| noted the following:

CR: The crew is all around, as I'm showing you.t B participants are doing

the whole thing themselves. The crew are justdstanthere. If they need
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them, they are there. Full support. These guy& @ven seem at all
nervous; they are feeling very confident. Jusbtefsomeone said, ask
[WL], we don’t know what to do. And one of the peipants turned
around and said, yes we do, we’ve just got to thindut it. They are really
keen to make it happen for themselves. [Video kiogi

These comments demonstrate that individuals garsshse of personal
achievement and self-worth by meeting the challsmmgeboard, and learned the value
of teamwork and participation in meeting both thggcal and personal challenges
the Programme presented. These findings werestensiwith those reported in
previous research, including enhanced self-est&@c6)itt, 1999), self-confidence

(Neill & Richards, 1993), and self-concept (Hatieal., 1997).
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CHAPTER V: DRAWING IT ALL TOGETHER: SUMMARY,

REFLECTIONS AND RECOMMENDATIONS
5.1 Summary
This thesis provides an in-depth description aol picture of théne and All Sall
Training Programme. It identifies how the Prograenmimplemented through
guidance and facilitation in a safe environmengcsdpcally so that a learning
environment is developed that is consistent withdtucational theories of humanism
and constructivism. Further, it shows that @re and All crew’s philosophy of
enabling participants to learn from one anothertaed own mistakes, leading by
example, allowing participants to find their ownyay using open and leading
guestions, and coming together as a team to fihdisos, is fundamental to the
development of the humanist and constructivistramment. In this way participants
are given the scope to discover their own potentiidle thesis establishes that
recruitment through the volunteer association @hltbe paid crew and the volunteers
who manage the voyages is critical to developirgjyraaintaining the learning
environment within which the Programme is impleneeintBoth the Trust and
participants gain from the relationship with théwdeer association. Participants are
able to become involved with further voyages asintgers, and the Trust is able to
meet staffing requirements. It also means that gtff have trained as volunteers
initially, and that both paid crew and volunteems participating because they are
genuinely interested and enthusiastic about sadimjthe Programme. Participants
are advantaged by this relationship because tleeguarounded by and learning from
people who are passionate about the ship’s pulipga®viding a valuable

contribution to youth development.
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The purpose of the thesis was to evaluate the &mge’s effectiveness in meeting
its objectives. Objectives were met by way of paed and collective challenges that
participants overcame through achieving their peakgoals as well as those set by the
Programme, such as climbing aloft (individual cladle), and the handover and sailing
the ship back to port (team challenge). This vaasistent with psychological theories
relating to the constructs of goal setting and-estéem, and aided the development of
maturity through self-discipline and a sensitivtityvards others.

| found that the Programme did provide a dynamisqeal development experience
through interaction with the sailing environmengluding management of seasickness,
tiredness and the close proximity of others. lifgj skills were learned through the
challenges of the Programme, including sensititatyards others, team building, goal
setting and self-discipline. Participants wergogsible not only for themselves, but for
the care and safety of others; thus the inten$itgeinterdependent community did lead
to a strong social experience. The challengebystte ship environment were entirely
dependent on the individual’s motivation and bebiaryiand meeting these challenges
and the goals set by the Programme developed a séashievement, which enhanced
self-esteem.

Key elements in the success of the Programme iadlthike restricted physical
environment and hence the inability to walk awag, facilitation of the learning
environment by the crew, and specifically the réomant of crew through the
volunteer association, thereby selecting for en#tatie, committed people with the
personality types most suited to facilitation amdbgnce, not hierarchy and control.

In some final thoughts about constructivism andRhegramme, the idea that
individuals best acquire knowledge by constructing interaction with their
environment (Kamii, Manning & Manning, 1991) wapparted. Thus, when the

mechanisms for learning and the individual’s owigue version of the knowledge,
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experience, and aptitudes are brought togethecommlex synthesis of ideas,
learning occurs (Willis, 1995). Hence the outcamthe development of the “big
picture”, where people are given a better undedstagnof the complexities of
humanity, rather than just a simple acquisitiokradwledge alone (Sprague & Dede,
1999).

5.2 My reflections

Kuhl, (n.d.[b]) notes, and has stressed to me immmal conversation, that salil
training is a by-product of the Programme. ThegPamme itself is geared to self-
awareness and personal development.

After writing my results, | recognised that someesgial ingredient of the trip
was missing from my discussion. There was somgthipecial about the
Programme’s formula that produced an effect orptiréicipants. The essence of the
Programme came down to one catalytic moment andstconnected to what the
crew referred to as “the turnaround”, generallywwdag around day three. It was at
this point that two events collided: participant®icame their seasickness and the
excitement of planning the handover kicked in.

| remembered feeling exhausted on day three. Kespmone of the assistants and
my Watch Leader, saying that | just had to get seleep. As a participant observer |
was involved in the same sail training as othetigpants, which meant standing the
6—8pm watch on the first day, the 4—8am, 12pm—4pt8&vm—-12am watches on the
second day, the 8-12am, 8am-12pm, 6—-8pm watchée dhird day, and the 12am-
4am watch on the fourth day, when we had to getti§am to go across to the beach
for the debrief session. In between the watchew@re up and down throughout the
night to carry out tacking, which caused brokemrglend we all had to be up for the

daily general meeting at 9am and cleaning at 10&ad to observe and take notes
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and video clips at the same time and in the evelmvguld write up the day’s notes.
The participants, much younger than |, were aléectéd by the intense learning of
those first few days, the unfamiliar environmerdtfbthe ship and new people),
seasickness and tiredness.

I noted that on my bunk someone previously hadeetéget me off this ship”,
and | remember feeling the same way in those dwaple of days. | began to ask
myself what | had got myself into and how | couét through it. | wrote in my diary:
“l am concerned about a few things: what happertsdse kids who hate it? You
cannot walk away, so psychologically, what effem¢slthis have? How do you
overcome the feeling of entrapment?” One partidipaentioned during an interview
that one of his feelings was, “How am | going token& through the week?” and he
had set this as a personal goal.

| concluded that exhaustion, seasickness, entrapaneirecovery form the
catalyst for the “mind-shift” that occurs in paitiants. There is no escape, no
personal space, and you need to make the best sfrimge situation. Effort must be
made. In the words of one participant, “If you dgut in, someone else will have to
do extra to cover your bit.” And from the Captditi:nothing gets done, then the
ship doesn’t sail.”

For each person, then, the sailing trip is a pexisand private journey. The crew
do not teach this part of the experience, but arelp guides. It is this personal
journey that is the empowering component of theggRnmme and turns around the
participant’s mood in the last four days.

The phrase, “I feel like | can do (or overcome)tamg now”, was a common
theme during the interviews. It is this “overcogiithat gives participants the feeling

of euphoria that parents, guardians, principalstaadhers have previously noted.
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When our ship sailed toward the wharf, the paréinig were lined up along the yards
of the sails, yelling and waving with excitementeaome with the sense of
achievement. The voyage became a life-changingenband one that would be
reflected on for many years to come.

The captain commented: “When the participants gekmo one else will
understand what they experienced unless they hawe itl” The trip is about
stretching oneself and pushing oneself past perdamts, going beyond habitual
boundaries that have been unconsciously set.aliosit confronting fears with a
group of people (your team and new friends you\aele) who are doing the same
thing in their own way, and who are supporting goootionally in a physically safe
environment that the crew and the Programme settup.about reaching a new level
emotionally and mentally.

5.3 Recommendations

To date, adventure programmes such as sail traprogyammes have been seen as
extracurricular self-development courses. Hisaily the life skills and self-
development provided by such programmes were drecessponsibility of parents.
However, since the introduction of mass schoolirege¢ has been a movement toward
the expectation that schools will educate childrethese areas. Yet the demands on
teachers implementing the curriculum and the nurobehildren in classrooms
stretch teachers’ resources and their ability tm$oon each child’s self-development.
It has, in itself, become a specialist area of atdan. | recommend that programmes
such as th&©ne and All Youth Development Sail Training Programme be resdov
from extracurricular electives and become a conggylsomponent of an individual's
education. It is my belief that society standgam in the long term from youths who

have had the opportunity to develop team skilleugh an awareness of the
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interdependent nature of a community, maturity apasitive attitude through self-
discipline, enhanced self-esteem through the gettirachievable goals, and an
overall healthier respect for oneself and sengjtiawards others and the
environment.

This study was carried out on a single seven-dggge with school youths from
several secondary schools in South Australia. Qimeand All also takes voyages
involving “youths at risk” (section 2.8). Thusfuture qualitative evaluation of the
effectiveness of the Programme in relation to eéryanths would offer further
knowledge and understanding in this area. In aagia comparison between
differing groups on th&ne and All using a quantitative pre-test post-test design
would be useful in establishing the effectivendste Programme for those groups.
An example would be the analysis of variables aghge groups and voyage
lengths. Hattie et al. (1997) note in their sttityt the age of participants and the
length of the programme have an effect on outcomey found that the longer the
programme and the older the participants, the grehé gains received. It may be
that there is an optimum age and voyage length.

Moreover, as there are a number of other sailitrgiprogrammes in Australia
and New Zealand, further investigation could foousomparisons between these
programmes. Here a qualitative evaluation couldd®sl to gain an in-depth
understanding of the differences between progranandshe effects this difference
has on participants. For example, one could ladkeaauthoritarian versus
authoritative approach in teaching styles. Thisidest the finding of this study that
developing a learning environment was effectivaghieving desired outcomes.

As noted earlier, the volunteer association wasdaio be a key element to the

Programme. Specifically it gives participants apartunity to become further
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involved with the Programme, and provides both gaid volunteer staff for the
voyages. Those participants who choose to becatuateers are enthusiastic about
sail training and are able to approach it as aréutareer opportunity, or as
contributing to the community and the youth of $oétstralia. A certain personality
type seems to be attracted to the volunteer aggmciand to be important to the
facilitation of the learning environment. Thus fheist and the volunteer association
seem to have a synergy advantageous to the Prograrstudy that combined both
qualitative and quantitative approaches could itigate this relationship, specifically
the effect a volunteer’s characteristics has onrtigementation of the Programme,
and what personality characteristics are conduaacilitating a learning

environment.
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APPENDIX A

SEMI-STRUCTURED INTERVIEW QUESTIONS

Do you feel this trip has had an effect on youf-esteem?

In what way?

On a scale of one to ten, with one being lowerasiéem and ten being higher
self-esteem, how would you rate your self-esteeforbehe voyage and now?
Have you learned team skills while you have beethervoyage?

What team skills have you learned?

Did you gain an understanding and respect for etherthe voyage?

In what way?

Did you gain a deeper respect for yourself?

Did you learn anything about the environment?

What specifically about the Programme deals withdiscipline?

Did you set goals on the voyage as a team?

How about personal goals?

Have you used goal setting before?

Did the goal setting improve your performance?

Did you know anyone prior the voyage?

Did you make new friends?

Do you think you will keep in contact with them?

What did you get most out of the voyage?

Do you feel that anything needed changing, ordngthing was inappropriate?
Did you feel that they gave you a lot of resporigji

Did you like that, or did you feel it was too much?

Was there anything that you would like to add?
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APPENDIX B

CONSENT FORM FOR PARTICIPATION IN RESEARCH
- For patrticipants under 18 years of age -

e , being the parent/guardian of
............................................. who is under of 18 years of age, hereby give
consent for him/her to participate as requested in the Letter of Introduction for the
research project on the evaluation of the One and All Sail Training Programme.

1. I have read the information provided.
2. Details of procedures and any risks have been explained to my satisfaction.

3. | allow the use of photography, audio and/or video recordings and agree to
information | give in interviews being recorded on audio and video tape.

4, | am aware that | should retain a copy of the Information Sheet and Consent
Form for future reference.

5. I understand that my child:
. Will not directly benefit from taking part in this research.

. Will be free to withdraw from the project at any time and be free to
decline to answer particular questions.

. Will not be identified in any thesis, report on publication. While the
information gained in this study will be published, as explained, individual
information will remain confidential.

. Whether participating or not, or withdrawing after participating, will have
no effect on the service and training received through the One and All
Programme.

. Whether participating or not, or withdraw after participating, will have no
effect on their progress in the One and All Programme.

. May ask that the interviews or observations be stopped at any time, and
may withdraw at any time from the research without disadvantage.

6. | have had the opportunity to discuss taking part in this research with a family
member or friend.

Parent / Guardian signature ................ccovevveeevennnn. Date........cveveennns

| have read and understand the information contained in the Letter of Introduction
and the above. | agree to participate as requested in the Letter of Introduction for the
research project on the evaluation of the One and All Sail Training Programme.

Participant’s signature............coooe i, Date......cocoovviiinnnnnn.

| certify that | have explained the study to the volunteer and consider that she/he
understands what is involved and freely consents to participation.

Researchers Name: Catherine Rogers

Researcher’'s signature............cocoe i, Date.....ccocvvviiiiiinnns
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CONSENT FORM FOR PARTICIPATION IN RESEARCH
- For participants over 18 years of age -

being over the age of 18 years hereby consent to participate as requested in the
Letter of Introduction for the research project on the evaluation of the One and Al
Sail Training Programme.

1. I have read the information provided.
2. Details of procedures and any risks have been explained to my satisfaction.

3. | allow the use of photography, audio and/or video recordings and agree to
information | give in interviews being recorded on audio and video tape.

4. | am aware that | should retain a copy of the Information Sheet and Consent
Form for future reference.

5. | understand that:
. I may not directly benefit from taking part in this research.

. | am free to withdraw from the project at any time and am free to decline
to answer particular questions.

. While the information gained in this study will be published as explained, |
will not be identified, and individual information will remain confidential.

. Whether | participate or not, or withdrawing after participating, will have
no effect on the service and training | receive through the One and All
Programme.

. Whether | participate or not, or withdrawing after participating, will have
no effect on my progress in the One and All Programme.

. I may ask that the interviews or observations be stopped at any time, and
that | may withdraw at any time from the research without disadvantage.

6. | have had the opportunity to discuss taking part in this research with a family
member or friend.

Participant’s signature............cocoe i, Date......cocooeviiinnnnnn.

| certify that | have explained the study to the volunteer and consider that she/he
understands what is involved and freely consents to participation.

Researcher’s name: Catherine Rogers

Researcher's signature..............ccoeeevviiieii i, Date......oovvviiiiiinnns
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