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Abstract 

 

There has been considerable research that investigates the outcomes, benefits, and 

perceptions of wilderness trip experiences. However, the transfer of learning from a 

wilderness trip to the everyday lives of youth trip participants, that has deliberately 

explored post-trip experience, is minimal. Using a qualitative multi-case study approach, 

methods of data collection included interviews with six youth program participants, six 

parents/legal guardians, and three program staff, as well as document solicitation. Reports 

from the participants suggested that the key content transferred to a post-wilderness trip 

context were interpersonal skills; life skills; and instances of personal growth. 

Participants applied their learning content from the wilderness trip to school; sports; 

community and international volunteering; work and career aspirations; family and home 

life; and social life contexts. Implications for adventure programming and curriculum 

design, instruction, and transfer are considered. 
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Chapter 1: Introduction 

 

Introduction 

Lachelle stood on the dock of the Magnettewan Lake access point in Algonquin 

Park, looking at me with sincere confusion. I sat in the stern of the canoe awaiting her 

next move.  

“You want me to sit where?” “Just here in the front of the canoe, we need to paddle to 

our first portage.” I motioned to the bow, and stabilized the canoe not knowing what to 

expect. 

Cautiously, Lachelle manoeuvred her way into the bow of the canoe, looked to mimic the 

actions of the other girls, and picked up the paddle with uncertainty. Reminding her of 

the strokes we practiced on land, Lachelle dipped her paddle into the water for the first 

time. After two strokes, she stopped and began to take in her surroundings. “I don’t 

understand how you know where we are going. I’ve never seen so many trees, it looks 

like there’s no way out.” Her voice was slightly panicked, but also charming with 

curiosity. 

This was Lachelle’s first time out of Toronto. Her experience of wilderness 

consisted of the city park down the street from her two-bedroom apartment where she 

lives with her mother and younger sister. She was now sitting in a canoe deep into 

Algonquin Provincial Park, surrounded by thick, old growth forest where the streets had 

become water. She was hand selected to attend this wilderness trip, and was willing to try 

something new this summer. Over the next six days, Lachelle was exposed to an entirely 

new experience. Lachelle, with six other 15-year-old females, I and one other instructor 

spent six days canoeing, camping, and portaging through the Provincial Park. We visited 

11 lakes and portaged almost 13 kilometers. Both of us experienced many “firsts” on this 

trip. Lachelle’s strokes got stronger, and by the end of the trip she had learned how to 

stern on the flat water. It was my first time taking a participant on a trip that had never 

been in a natural setting. 

Six months later, I was standing in the checkout line at a Sobey’s in Toronto when 

I felt a tap on my shoulder. Lachelle was there picking up a few groceries for her mom. 

After a big hug and a brief chat, Lachelle and I caught up on her school, some memories 

of our trip, and best wishes for our futures. As I paid and carried out my groceries, I 

couldn’t help but wonder if her life had been impacted by the trip we experienced the 

summer before. What had she learned? Could she apply it to her life now? How did she 

transfer the learning experience?  

 

The above paddling trip which I experienced in the summer of 2008, and the 

follow-up questions that resulted represent the start of what has now become, along with 

similar subsequent experiences, a strong curiosity about how and what young people 

learn as a result of participation on wilderness trips. One part of this curiosity is a pursuit 

to understand the “Now What?” component of wilderness trips, alongside a curiosity to 
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understand other aspects of my experiences as a wilderness trip leader and participants’ 

experiences. The “Now What?” component of a wilderness trip involves understanding 

what people do with the learning they attain on a wilderness trip post-experience. Do they 

transfer their learning into other aspects of their lives?  

The majority of my wilderness trip experiences have involved canoe expeditions 

with young people through my work with various outdoor education programs. As I am 

often in a leadership role on these wilderness trips, I have witnessed many immediate 

changes in young people and have also heard them speak of how their lives are being 

intensely impacted by the lessons learned throughout the time of the trip. However, my 

interactions with the young people are limited to their time they spend in the wilderness 

or at the program base camp. I do not often communicate with the young people once 

their experience ends. Thus, I rarely ever see or hear how the wilderness trips impact 

their lives beyond these contexts—the “Now What” impact of the experience. To that 

end, I am curious about how the lives of the young people with whom I have shared trips 

are impacted by the experience once they return to their everyday lives. 

A post-experience impact and lessons learned from that experience is often 

referred to as transfer and is described as a concept that involves a movement of a person, 

transaction, or object from one place and time to another (Lobato, 2006). Transfer of 

learning is understood as a construct of educational psychology and defined as a 

cognitive process where one applies the knowledge learned in one context to a future 

context of learning or experience (Barnett & Ceci, 2002; Beach, 1999; Lobato, 2006).  

 Transfer thus considers content and context as factors of learning (Beach, 1999). 

“Near” transfer occurs when learning from one situation provides a learner with 
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transferrable skills for a new, contextually similar, situation (Gass, 1999; Royer, Mestre, 

& Dufresne, 2005). “Far” transfer occurs when learning content is transferred and 

influences a subsequent learning context—the latter context may hold no similarity to the 

initial context (Royer et al., 2005).  

Barnett and Ceci (2002) asserted that the very premise of learning as a general 

psychological construct should always be intended as far reaching into other aspects of 

life beyond the initial learning context. Similarly, Kaplan and Kaplan (1989) stated that a 

main challenge of learning in outdoor experiential programs that facilitate wilderness 

trips is associating the unique wilderness trip learning with far transfer. Kaplan and 

Kaplan suggested that this challenge with far transfer in outdoor experiential education 

stems from particular contextual characteristics of the wilderness trips (e.g., the natural 

environment or the fostered group dynamics) are not easy to later replicate in everyday 

lives. 

I, alongside others who have anecdotally explored the construct of transfer, 

believe that fostering learning that transfers far beyond wilderness trips is an essential 

component of the wilderness trip experience (Gilbertson, Bates, McLaughlin, & Ewert, 

2006; Kaplan & Kaplan, 1989; Leberman & Martin, 2004; Priest & Gass, 2005; Stremba 

& Bisson, 2009). The topic of transfer, however, has not been widely investigated 

empirically. The little evidence that exists has explored the specific personal and social 

attributes experienced on wilderness trips that participants think will transfer to their 

everyday lives (Sibthorp, 2003). Some researchers have focused on studying very 

specific attributes that participants learn, such as self-concept and environmental values, 

or personal benefits from wilderness experiences (Garst, Scheider, & Baker, 2001; 
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Haluza-Delay, 2001; Holman & McAvoy, 2004). However, very few studies have 

researched which specific program components of a wilderness trip most influence and 

enhance transfer of learning to participants’ everyday lives (Cummings, 2009; Sibthorp, 

2003).  

Most research on transfer to date has been quantitatively investigated, often 

through questionnaires distributed immediately after the completion of a wilderness trip 

(Garst et al., 2001; Sibthorp, 2003). From the few empirical studies that have explicitly 

explored the concept of transfer, it has been concluded that future research on this topic 

should focus upon transfer beyond the context of the wilderness trip itself (Cummings, 

2009; Garst et al., 2001; Sibthorp, 2003). Leberman and Martin (2004) suggested that the 

passage of time beyond post-wilderness trips allows for more authentic post-trip 

reflection and may provide participants with an opportunity to more fully understand the 

impact of the learning from the trip on their everyday lives. 

Results from previous research suggest that there is a need for qualitative research 

to answer such questions as “why” and “how” the transfer of learning occurs and not just 

if it occurs (Garst et al., 2001; Gass, 1999; Sibthorp, 2003). Some have recommended 

that transfer of learning be studied specifically for certain demographics (Holman & 

McAvoy, 2004). Furthermore, previous researchers have recommended future 

investigation of the degree to which transfer from a wilderness trip experiences to 

participants’ everyday lives is prepared for and facilitated by wilderness experience 

programs and leaders that issue such trips (Garst et al., 2001; Priest & Gass, 2005). 

 A review of relevant literature and my own experiences with understanding how 

learning from wilderness trips transfers to people’s everyday lives has led me to the 
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purpose of this present study, which is to explore young people’s reports about how their 

participation on a wilderness trip has impacted their everyday lives. The research 

questions that guided this study include: 

1. What do participants report as the most significant new learning on the YLP L4 

wilderness trip? How is it learned, and why is this lesson significant? Does this 

lesson still have relevance at home? If so, in what aspect? How is this lesson 

applied?  

2. What do participants report as other significant learnings or impacts from the YLP 

L4 wilderness trip? 

3. How does the wilderness experience program that facilitates the L4 wilderness 

trip prepare for transfer before, during, and after the program? 

To explore this purpose and guiding research questions, this study employed a 

qualitative case study approach. Case study methodology guided the research methods, 

including participant selection and data collection procedures. Case study “best practices” 

suggest this methodology be employed when “how and why questions are being asked, 

when the investigator has little control over the events investigated, and when the focus is 

on a contemporary phenomenon within some real-life context” (Yin, 2003, p. 1). This 

methodology thus “fits” with the purpose and guiding research questions of this present 

study. Yin (2003) suggested that cases could be “individuals, organizations, processes, 

programs, neighbourhoods, institutions, and even events” (p. 17). For the present study, 

each of the young people selected to participate in this study represented an individual 

case within a “multi-case study” that contributed to the “whole” research inquiry (Yin, 

2003).  
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 Alongside Yin (2003), Patton (2002) also stated that a case can be a person, and 

as a result, “the main focus of data collection is on what is happening to individuals in a 

setting and how individuals are affected by the setting” (p. 228). Thus, more than just the 

individuals’ experience must be investigated—as other people and the particular 

situations can influence the participants’ experiences. These influences and situations are 

investigated to “bind” a case (Creswell, 2007). Yin suggested that six to ten cases in a 

multiple-case study are ideal when conducting an investigation of the original questions 

and propositions from the initial query.  

Using a purposeful sampling method (Patton, 2002), six young people (i.e., three 

males and three females) were selected as individual cases to participate in this present 

study. Participants in this study had recently completed a 5-year program entitled the 

Youth Leadership Program (YLP), a branch program within the Tim Horton Children’s 

Foundation (THCF), hosted at the Tim Horton Memorial Camp in Parry Sound, Ontario. 

The THCF is a non-profit, charitable organization that strives to provide camp 

opportunities for economically disadvantaged children across Canada and some regions 

of the United States (Hirsch, 1999).  

 Data collection included semi-structured interviews with participants, 

parents/legal guardians, and the YLP Staff (i.e., General Manager, Program Supervisor, 

and Program Coordinator), as well as relevant documents from the program and 

participants. In late October and early November 2010, the six young people and the 

three YLP Staff were interviewed approximately 14 months after their last wilderness trip 

(in summer, 2009) at the THMC and the Tim Horton Regional Meeting. Interviews were 

conducted by telephone with parents/legal guardians from November 2010 to February 
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2011. Data collection included document solicitation, including completed Personal 

Action Plans and Participant Evaluation Forms that were written immediately post-

wilderness trip at the THMC by the participants in 2009.  

Further to these data collection methods and in light of my experiences and 

personal connection to the YLP and the particular topic of focus, I, as the primary 

investigator, used a “reflexivity journal” as a tool to situate myself as a unique researcher 

and record observations and experiences. The journal was used to help to manage and 

record significant experiences, assumptions, and reactions that reflected my experiences 

throughout the research process given my connection to the YLP, which will be 

explained in detail in Chapter 3 (Lincoln & Guba, 1985; Patton, 2002). 

Data was analyzed using both inductive and deductive analysis (Yin, 2003). This 

multi-case study also employed Lincoln and Guba’s (1985) trustworthiness foundations 

of credibility, transferability, dependability, and confirmability for creating sound 

research findings. The results of this study are presented in Chapter 4, followed by a 

discussion and research recommendations for both scholars and wilderness experience 

programmers in Chapter 5.  
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Chapter 2: Literature Review 

 

Introduction 

 

In this chapter, an overview of relevant literature will be provided pertaining to 

the purpose of this study, which is to explore young people’s reports about how their 

participation on a wilderness trip has impacted their everyday lives. The chapter will 

include a review of literature pertaining to the following terms and concepts: education, 

including reference to traditional education and alternative education, and forms of 

alternative education; experiential education; outdoor education; adventure education; 

wilderness experience programs; and wilderness trips with young people. The section that 

follows will review relevant literature pertaining to the concepts of transfer and transfer 

of learning, transfer and education, transfer and experiential learning, transfer and 

outdoor experiential education, facilitation of transfer, and finally transfer of learning as 

it relates to young people’s participation on wilderness trips. 

Education 

According to Murphy’s (2006) work in The History and Philosophy of Education, 

some form of education has existed since the first human communications. The meaning 

and purpose of the word “education” has undergone debate since its inception and even in 

a present day context, no one universal definition exists (Bartlett, Burton, & Peim, 2001; 

Sharp, Ward, & Hankin, 2006). Some educational philosophers and theorists believe the 

historical root of the word “education” is derived from the Latin words “educere” or 

‘educare’, etymologically meaning ‘leading forth’, or ‘leading out’ (Carr, 2003). 

Philosophies of education are traced to early Eastern and Greek thought. Early thinkers 
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Aurobindo and Socrates reasoned that education is a development of “a sound mind and a 

sound body” (Murphy, 2006, p. 165).   

The long and rich history of trying to define education and identify its purpose has 

resulted in the development of philosophies of education, each with its own rich history. 

Various philosophies of education have been developed and categorized over time and 

have been historically, at least in part, influenced by the dominant political, religious, and 

technological influences occurring during that particular historical moment in time. In 

this sense, philosophies of education and education itself are often regarded and defined 

through what Pinar, Reynolds, Slattery, and Taubmann (1995) referred to as a socio-

cultural lens that accounts for the general context and setting in which any given 

educational initiative is being enacted.  

Particularly noteworthy educational reforms—ones influenced by the socio-

cultural “climate” of the era—occurred during the Renaissance and the Reformation and 

the Enlightenment periods (Murphy, 2006). During the period of the Renaissance and 

Reformation (approximately 1300 – 1600 A.D.), views about education shifted from the 

period immediately preceding this era, the medieval time period. That time period 

focused on religious teaching as the universal, absolute source of knowledge and truth. 

Somewhat contrarily, teaching content and instruction during the Renaissance and 

Reformation period focused on instruction related to social, political, and economic 

subjects. Schools with these foci were referred to as “vernacular” schools and were the 

first schools to organize and introduce a curriculum of basic education including reading, 

writing, arithmetic, and religion (Murphy, 2006). This shift in education also focused on 

teaching literacy to a larger population than had previously been served by the 
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educational systems, and thus there was a significant increase in children enrolled in 

school (Murphy, 2006). The most significant event of the Renaissance and Reformation 

time period was the invention of the printing press in 1423, thus enabling the widespread 

distribution of books and literature (Murphy, 2006). 

Most overviews of influential educational historical time periods and people 

mention the work of John Locke (1847), a philosopher of the Enlightenment period. 

Locke proposed that education should be the accumulation of knowledge measured and 

experienced by the five human senses. Locke’s classic work, An Essay of Human 

Understanding, suggested that the “mind is an empty slate waiting to be written upon by 

experiences, able to constantly learn things as it experiences sensations and impressions” 

(Murphy, 2006, p. 166). Locke, along with other Enlightenment philosophers, retraced 

the roots of education back to an earlier era – one that emphasized the importance of 

natural processes derived from engagement in bodily experiences as educative tools 

(Murphy, 2006).  

By the late 19
th

 century, education had evolved to be congruent with the impacts 

of British colonialism on society in North America. This appeared as highly structured 

schools, where teaching content was based on European Anglo-Saxon norms and teacher 

dominated classrooms (Murphy, 2006).  It was not until after the American Revolution 

that state government became responsible for schools to be supported by public taxation 

(Murphy, 2006).  Consequently, more people were able to gain an education in the more 

exclusive private and religious schools that were dominant until the 19
th

 century.   

The meaning of education continues to be “contested” from various philosophical 

and social viewpoints that examine and critique the matter of exactly how education 
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should be structured (Carr, 2003). Some present day educational philosophers suggest the 

term “education” should be associated with a specific context, such as an educational 

institution, due to education’s broadness in meaning (Bartlett et al., 2001; Leberman, 

McDonald, & Doyle, 2006). One possible way for context to be identified and considered 

is through a three-category division, including: informal education; non-formal 

education; and formal education (Gilberston et al. 2006). According to Gilbertson et al. 

(2006), informal education is driven, motivated and conducted by the student. Non-

formal education refers to structured learning outside of an institution, whereas formal 

education occurs in a controlled environment usually within an institution, such as a 

school.  

Carr (2003) suggested that schools are commonly used to “associate education 

with the sort of institutions that education is held to occur” (p. 4), and when thinking and 

talking about education, most think only of institutional schools, or formal education 

settings. Most often schools, viewed through this “formal education lens” are structured 

around a curriculum intended to primarily teach the basic skills of reading, writing, and 

arithmetic. This curriculum is often based on a set of social normative values, usually 

established by the dominant, hegemonic “state” or government views about what should 

be taught and how it should be taught (Pinar et al., 1995). This formal view of education 

is the predominant form of education employed by the Public Education System, which is 

also referred to as “traditional education” (Carr, 2003; Lindsay & Ewert, 1999). This 

form of education is what most have come to know and experience. 

 In this next section, the concept of traditional education is expanded upon. As 

most present day education is in fact, traditional education, an understanding of this 
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dominant pedagogy is important and relevant to the study’s purpose and the review of 

literature. Traditional education will thus first be reviewed as a means to provide a 

foundational context for a review of alternative education. Second, the concept of 

alternative education will be introduced with a particular focus on how alternative 

pedagogies contrast with traditional education. Given the purpose of the study, particular 

emphasis will be placed on experiential education as one form of alternative education. 

Traditional education. As previously mentioned, formal or traditional education 

is a systematic approach to the delivery of learning experiences rooted in providing a 

basic education for students based on normative values (Lindsay & Ewert, 1999). 

Traditional education is guided by a curriculum of both values and teaching content that 

are most often pre-determined and external to the choice of a learner (Carr, 2003). Carr 

(2003) stated that these pre-determined values and teaching content are included “in the 

school curriculum in terms of its extra-educational economic or social utility, rather than 

in terms of its own inherent worth” (p. 250). Lindsay and Ewert (1999) stated that one 

example of teaching content that has been influenced by traditional education policy 

makers is that of teaching “shared common values” that are similar across all classrooms 

(p. 13). It has been argued, that the Public Education System throughout the Western 

World structures education by compartmentalizing learning experiences, so that the 

teaching content can be measured by standardized learning and testing as determined by 

public educational policy makers (Carr, 2003; Lindsay & Ewert, 1999).   

However, education has not always been, and is not exclusively taught in the 

formal context of traditional education (Gilberston et al., 2006). In fact, some forms of 

education such as alternative education, are explicitly developed to counter or supplement 
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forms of traditional education (Leiding, 2008). For instance, in the early 20
th

 Century, the 

progressive education movement (a form of alternative education) critiqued traditional 

education’s focus on “normalizing” students to “fit” into a hegemonic Public Education 

System. Inspired by John Dewey’s (1938) philosophical ideal of using education as a 

means to prepare an individual for full participation in a democratic society, the 

progressive education movement emerged as one potentially viable form of alternative 

education (Leiding, 2008; Murphy, 2006; Nagata, 2007; Young, 1990).  

Alternative education.  Alternative education generally refers to a collection of 

pedagogical philosophies that employ holistic and individualized approaches for 

educating students (Leiding, 2008; Lindsay & Ewert, 1999). The core values of 

alternative education including adaptive teaching for individualized learning styles, small 

learning groups, learning content in relevant and realistic contexts, and teaching that aims 

for holistic development in students. Such core values are similar to the early teachings of 

indigenous North American cultures (Breunig, 2005; Leiding, 2008). Although the term 

“alternative” education is one associated with the late 19
th

 Century (Nagata, 2007), the 

ideals of this form of education are older than the term education itself.  Thus, the rise of 

alternative education in the late 19
th

 Century represents a resurgence of some of the 

earliest learning methods rather than an entirely new or innovative form of education 

(Leiding, 2008; Murphy, 2006). Influenced by educative philosophers from both Europe 

and North America (namely Maria Montessori, Rudolf Steiner, John Dewey and Kurt 

Hahn), alternative education in the 19
th

 Century aimed to restructure education with a 

focus on student-centred, experiential-based learning experiences and an emphasis on a 
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democratic classroom environment (Leiding 2008; Nagata, 2007; Murphy, 2006; Young, 

1990).  

 To provide an exhaustive account of the history and forms of alternative 

education is not possible within the scope of this present study; however a brief overview 

of some of the relevant foundations and forms of alternative education will be provided 

as a means to contextualize the way in which alternative education informs the purpose of 

this study. Thus, the following foundations and forms of alternative education will be 

explored and discussed, including: Montessori schools and Waldorf schools; Public 

Education projects; multiple intelligence theory; schools designed for “at-risk” students; 

and progressive education influenced by John Dewey will be discussed next.  

Forms of alternative education. In the early 1900s, Maria Montessori introduced 

Montessori schools in Italy (Murphy, 2006). These schools employ an approach to 

teaching and learning that focuses upon meeting the needs of students in early childhood 

through spontaneous, self-directed learning and activities (Murphy, 2006). Comparably, 

Rudolf Steiner, a German educative theorist founded another alternative school, the 

Waldorf School. The first Waldorf School opened in Austria in 1919 (Easton, 1997). 

Waldorf schools emphasize teaching for social and critical consciousness with a focus on 

educating the mind but also educating for the whole body (Steiner, 1921). Both 

Montessori and Waldorf schools aim to provide holistic learning experiences for young 

children and adolescents (Breunig, 2008; Easton, 1997). Throughout the 20
th

 century, 

both Montessori and Waldorf schools expanded the establishment of schools 

internationally, including throughout North America. These schools represent just two 

examples of the hundreds of alternative education schools that have been developed since 
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the early 1900s, schools offering a teaching and learning environment and curricular 

content that provide an alternative to that offered by traditional schools (Leiding, 2008).  

During the 19
th

 Century, some alternative schools (such as Montessori and 

Waldorf schools) were deemed so successful in meeting the needs of the students that the 

Public Education System began to pay attention to alternative education theories and 

practices (Nagata, 2007). As a result of this, alternative education theories and practices 

began to slowly infiltrate into Public Education Systems (Nagata, 2007), especially in the 

1960s and 1970s (Foley & Pang, 2006; Lindsay & Ewert, 1999; Young, 1990). For 

instance, in the late 1960’s, the Philadelphia Parkway Project issued by the School 

District of Philadelphia presented one alternative school option for high school students 

(Earthman, 1970). Soon after opening, the school quickly became known as the “school 

without walls” (Earthman, 1970). Unique characteristics of this school without walls 

included no central learning institution but provided daily “classes” in the cultural, 

commercial, governmental and business section on a popular Parkway in Philadelphia. 

The school was highly revered by the public, the public school board, and the attending 

students as an innovative, practical, and successful learning experience (Earthman, 1970).  

Similar to the Philadelphia based alternative public education project, a program 

entitled Project Excellence was incorporated into a public high school in Ontario, Canada 

(Anderson & Stiegelbauer, 1990). Founded in 1990, Project Excellence employed 

experiential and student-centred techniques of alternative education as its pedagogical 

foundation (Anderson & Stiegelbauer, 1990). These alternative education techniques 

included the students following self-created timetables over a span of four years. Another 

main feature was the role of the teachers to provide opportunities for students to be 
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exploratory when searching for answers, instead of simply asking the students to find an 

answer in a textbook. The popularity and apparent effectiveness of the school led to the 

Ontario Ministry of Education to fund an evaluation on the project. The results of this 

evaluation found that student grades increased between 15 and 20 percent, and that 

engaging in their schooling was better received by students attending Project Excellence 

than in the traditional high school programs (Anderson & Stiegelbauer, 1990). 

Alternative education has been employed as an alternative pedagogy with a focus on 

student-centred learning in Public Education and is often seen as, “an effort to meet the 

needs of students for whom the regular educational program is unsatisfactory” (Leiding, 

2008, p. 9).  

The traditional education system has generally been regarded as being 

predominantly designed for students who excel with verbal and mathematical 

“intelligences” (Fogarty & Stoehr, 1995). These two established and accepted 

intelligences are identified as two of nine types of intelligences that are a part of a larger 

theory used for student-centred learning entitled the “multiple intelligences theory” 

(Fogarty & Stoehr, 1995; Gardner, 1999). Howard Gardner introduced the multiple 

intelligences theory in 1983, originally explicating seven “intelligences” that represent 

seven different ways that humans view, and therefore understand the world (Fogarty & 

Stoehr, 1995). There are now nine identified intelligences by Gardner (1999), and include 

the aforementioned verbal and mathematical intelligences, along with spatial, musical, 

kinaesthetic, naturalist, interpersonal and intrapersonal and existential intelligences. 

According to Fogarty and Stoehr (1995), awareness of these nine intelligences provides 

educators with some insight into personal learning styles, “as it helps us recognize and 
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discover valuable concepts for planning more holistic, varied, and integrated classrooms” 

(p. 139).  Alternative education more fully considers learners’ differing multiple 

intelligences as connected to different learning styles. The multiple intelligences theory is 

often regarded as a viable tool for teaching students who do not excel with schooling, 

otherwise designed for those with only the “dominant” traditional learning styles 

(Fogarty & Stoehr, 1995).  

Given that alternative education caters to different learning styles and to different 

“paces” of learning (Foley & Pang, 2006), many alternative schools have partnered with 

traditional schools to provide “alternative” options for “at-risk” students (Raywid, 1994).  

Raywid (1994) described some of these alternative schools as having a focus upon 

behaviour modification or student-specialized learning strategies for students in need of 

academic, social, or emotional rehabilitation or remediation. The need for employing 

student-specialized learning and remediation can result from such challenges as academic 

failure, substance abuse, students with disabilities, or who are pregnant or parenting 

(Raywid, 1994). Students who attend these alternative schools have usually demonstrated 

consistently “poor” or rebellious behaviour that is not “manageable” within the structure 

of the traditional school or have been perceived as continuously negatively influencing 

other students’ learning environments (Raywid, 1994).   

As a result, many alternative schools exist as a “last chance” effort to provide 

these at-risk students with an opportunity to avoid expulsion from a public school 

(Raywid, 1994).  Usually the goals of these partnered alternative schools and programs 

are for students to eventually return back to the traditional education system (Aron, 2006; 

Foley & Pang, 2006; Raywid, 1994). An example of one of these schools is an after-
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hours program entitled Twilight Academies (Aron, 2006). Students often attend Twilight 

Academies because they have had repeated attendance issues or have been suspended or 

expelled from one or more public school boards (Aron, 2006). The proposed outcome of 

the program is for a student to earn credits and build good behavioural rapport to then be 

readmitted into the Public Education System (Aron, 2006). 

As previously mentioned, the rise of these aforementioned alternative schools and 

developed philosophies in North America can be attributed, at least in part, to the 

progressive education movement in the early 20
th

 century (Leiding, 2008; Nagata, 2007). 

John Dewey (1938) strongly advocated for progressive education, depicting it as an 

“applied philosophy” that encourages schools to foster social and moral reciprocity as 

well as cooperation and holistic learning cultivated by both learners and the teacher 

(Murphy, 2006). Moreover, Dewey had pressed for education systems to employ 

curriculum that extended beyond reading, writing and arithmetic (Itin, 1999).  This 

“progressive” approach to education was one that Dewey believed would help promote a 

democratic society, one whose citizens were working towards positive social change.  

The progressive ideals of this form of alternative education have been used as a 

foundation for many of the teaching techniques and learning content used in many of the 

above examples of alternative schools (Itin, 1999).  Some scholars believe that the initial 

philosophies of progressive education contributed to the success of other forms of 

alternative education because of its roots in “whole” education that physically, socially 

and mentally preparing students to be active agents of social change (Itin, 1999; Nagata, 

1997). Thus, the progressive education movement as pedagogy is considered a pragmatic 
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form of alternative education, which has simultaneously informed many theories of 

alternative education theories in the last century. 

Alternative education theories, practices and schools have been repeatedly 

identified as an enriching and viable form of pedagogy (Aron, 2006; Foley & Pang, 2006; 

Murphy, 2006). However, alternative education has never been fully incorporated into 

mainstream traditional education (Lindsay & Ewert, 1999; Nagata, 2007). Despite this, 

efforts at continuing to develop, implement, and more fully integrate alternative 

education persist. One of the more present day initiatives is experiential education, which 

has been informed by the progressivist ideals and by John Dewey himself, whom is often 

regarded as the “founding father” of this particular form of alternative pedagogy 

(Murphy, 2006). 

Experiential education. Experiential education aims to focus on the continuous 

reconstruction of the lived-experience (Dewey, 1938; Itin, 1999; Lund, 1997). A present 

and widely employed definition provided by the Association for Experiential Education 

is:  

Experiential education is a philosophy that informs many methodologies in which 

 educators purposefully engage with learners in direct experience and focused 

 reflection in order to increase knowledge, develop skills, clarify values, and 

 develop people's capacity to contribute to their communities. (AEE, 2012) 

Originally drawn from the work of education philosophers such as John Locke, 

progressive education scholars introduced experiential education as a child-centred 

approach that aimed towards educating the development of the “whole” child. In fact, 

Dewey (1938) was first to coin the phrase “experiential education.” Moreover, Dewey’s 
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educative philosophies particularly influenced the early development and conceptions of 

experiential education that, in turn, progressed throughout the 20
th

 century (Itin, 1999; 

Kraft, 1999). However, it was not until the 1980s and 1990s that experiential education 

theories, practices, and philosophies began to distinctly inform more educative processes 

and practices of learning experiences (Itin, 1999), thus leading to the above definition 

provided by the Association for Experiential Education. 

It is interesting to note that a review of relevant literature yields, the terms 

experiential education and experiential learning which are often used interchangeably. 

According to Breunig (2009), Itin (1999), Kolb (1984), and Kraft (1999) these two terms 

represent different and unique concepts and any present day conception of experiential 

education must define and regard them as overlapping but not the same. Thus, the 

distinction between these two terms will be explored in this next section. 

 Experiential learning as methodology. Itin (1999) described experiential 

learning as “the change in the individual that results from reflection on a direct 

experience and results in abstractions and applications” (p. 92). This particular definition 

is drawn from Kolb’s (1984) work on a teaching and learning framework, the 

Experiential Learning Cycle, discussed in detail below. Similarly, Breunig (2009) 

described experiential learning as being primarily focused on teaching as methodology. 

Dewey (1938) understood experiential learning as a recursive process of “observing 

specific situations and surrounding conditions, then recalling past knowledge related to 

the situation, followed by making judgments based on observations and past knowledge 

to determine significance” (Martin, Cashel, Wagstaff, & Breunig, 2006, p. 172).  
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As mentioned above, most present day conceptions of experiential education 

theories distinguish between experiential education and experiential learning with the 

focus of experiential learning theories being on the process of learning employed within 

any practice of experiential education (Martin et al., 2006). Further to that, Itin (1999) 

clarified experiential learning as the “process of change within an individual” regarding 

their understanding of the subject matter through the action and reflection of a direct 

experience, in comparison to experiential education as a “transitive process between and 

educator and student” that guides a learning experience (p. 91). Thus, influenced by 

Dewey (1938) and other experiential philosophers, educator David Kolb (1984) 

introduced the Experiential Learning Cycle as a methodology to further explicate the role 

of experience, reflection, and application of learning in the educative process. 

The Experiential Learning Cycle includes four stages that identify a cycle of 

teaching and learning knowledge (see Figure 1). The stages of the experience include: (a) 

concrete experience; (b) observations and reflections; and (c) formation of abstract 

concepts and generalizations; and (d) testing implications of concepts in new situations, 

which leads into another form of the same learning cycle (Kolb, 1984).  
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Figure 1.  Experiential learning cycle . Adapted from “Experiential learning: Experience 

as the source of learning and development” by D. Kolb, 1984. Englewood Cliffs, NJ: 

Prentice-Hall.  

The four stages of the cycle are not necessarily experienced in a linear cycle (i.e., 

from a to b to c, etc.) (Martin et al., 2006). It can also be employed across a variety of 

contexts and content areas. For example, if one were learning to set up a tarp for a 

summer storm, the learning may not unfold in a linear order. By tying the tarp to various 

trees as anchors to create a tarp shelter (a), a learner can then observe how the rain runs 

off the tarp during the storm (b). The learner may also reflect upon the impact of wind 

upon the tarp (b). The next time the weather threatens to storm, the learner can apply her 

knowledge from that initial tarp set-up experience (d). The learner may tie the knots a 

little tighter so that there is no slack in the tarp, and one corner of the tarp she angles 

downwards for wind protection; concepts formed during the first concrete experience (c). 

Again, the learner observes what is and is not working in this new tarp construction until 

the storm subsides (b). From these experiences, the learner may begin to generalize what 

techniques help make the tarp be an effective shelter (i.e., knots, angle of the tarp, height 

of the tarp, or the direction of the wind) (c). In this cycle of learning, the learner 

experienced the consequences of being cold and wet from initial poor tarp set-up, which 

prompted the learner to engage whichever stage of the cycle would help improve her tarp 

set-up skills. What is noteworthy about this cycle and the way in which it attends to 

progressive and alternative principles is through its emphasis on a mixed methodological 

approach to teaching and learning in a manner that emphasizes the abovementioned 
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various learning styles and multiple intelligences that is unique to the learners involved in 

any given lesson (Breunig, 2008).  

Kolb’s (1984) Experiential Learning Cycle, one of the most commonly used 

among experiential learning theories, has since evolved by various theorists and has been 

used to support a variety of diverse teaching strategies in many disciplines. For example, 

Beisenherz and Dantonio (1996) argued that Kolb’s Experiential Learning Cycle plays a 

significant role in teaching physical science to children in a traditional education 

classroom. By using a hands-on approach with materials and activities sequencing each 

stage of the Experiential Learning Cycle, students were introducing, exploring and 

applying their learning of physical science (Beisenherz & Dantonio, 1996). From this 

example, it is significant to note that their description of the success of experiential 

learning does not require an instructor or teacher but just the process of learning through 

experience. However, from the aforementioned AEE definition, experiential education as 

a philosophy involves a purposeful relationship of teacher and learner interaction.  

Experiential education as philosophy. While experiential learning is often 

defined and regarded as methodology, experiential education is often defined and 

regarded as philosophy (Breunig, 2009; Itin, 1999). Experiential education as a 

philosophy is built on employing the above values that are orchestrated through 

meaningful and impacting interaction between educators and students (Dewey, 1938). As 

a result, both social (interactions among learners and educators) and environmental 

(relevant situations and experiences of learning) factors, as well as the purpose behind 

these factors, must be considered when employing experiential education as a philosophy 

of teaching. In fact, if the experience is not framed appropriately, the intentional 
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experiential learning could actually be miseducative (Dewey 1938; Kraft, 1999). These 

philosophical and theoretical foundations of experiential education that cultivate holistic 

and purposeful learning require considerable preparation, as well as consistent reflection 

of one’s teaching practices (Kraft, 1999).  

As mentioned earlier, experiential education has captured the attention of many 

educators and scholars in the last three decades, as the philosophy of experiential 

education began to be theorized and discussed as an educative process within the modern 

educational system. Interestingly enough, despite a substantial body of literature related 

to the theories and practices of experiential education, the concept has some but too few 

“inroads” into forms of traditional education (Lindsay & Ewert, 1999). That said, 

experiential education is at least somewhat “alive and well” as a form of alternative 

pedagogy (AEE, 2012; Lindsay & Ewert, 1999). 

It is beyond the scope of this present study to explicate all of the various forms of 

experiential education. However, specific attention will be paid to outdoor education as 

one form of experiential education, as it has been described as a “broad multi-

disciplinary, multi-activity field of study that has at its core the development of 

knowledge through real-life experiences” (Lund, 1997, p. 2). Specific attention will also 

be paid to outdoor education because it provides the foundations for the context of 

educative wilderness trips, which is the context under investigation in this research study. 

The section that follows will focus upon the disciplines of outdoor education and 

adventure education. Given the purpose of this study, particular emphasis will be placed 

on a discussion of wilderness trips as one form of outdoor education. 
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Outdoor Education 

Outdoor education is broadly defined as “an experiential method of learning with 

the use of all senses” (Priest, 1999, p. 111). Central to this definition is the use of all 

senses in learning, including the body. Alternatively, Donaldson and Donaldson (1958) 

defined outdoor education as being education “in, about, and for the outdoors” (p. 17) 

and to this day, is the most widely used and acknowledged definition of outdoor 

education (Plummer, 2009). Donaldson and Donaldson’s conceptualization of outdoor 

education places an emphasis on the learning environment and content, with no mention 

of a method of learning. 

Other definitions of outdoor education have since combined the two 

aforementioned definitions with some additional consideration specific to depth of 

knowledge and purpose (Adkins & Simmons, 2002; Ibrahim & Cordes, 2002). For 

example, Ibrahim and Cordes (2002) defined outdoor education as “a holistic approach to 

the study of the interrelationships of nature, humans, attitudes, for caring about the 

environment, and skill development in using natural resources for survival as well as 

leisure pursuits” (p. 332). This definition emphasizes purposeful interaction between 

humans and nature, while weaving specific learning contents and learning approaches.  

Outdoor education is also often defined by the context of where outdoor education 

occurs (Donaldson & Donaldson, 1958). Some educators, such as L. B. Sharpe (1935), 

theorized that education should be taught in the context of the actual subject being taught 

in order for learning to be retained, especially in outdoor education. While outdoor 

education is not exclusively taught in the natural environment, it is unsurprising that it 

primarily occurs outside of formal educational settings and institutions (Priest, 1999). 
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Hammerman, Hammerman, and Hammerman (2001) suggested that if outdoor education 

occurs too far removed from the natural environment, it becomes less relevant and 

purposeful. Therefore, the outdoor environment is not only suitable for learning outdoor 

education, but connects a learner to the subject by their engagement with or in an outdoor 

context where they can learn through the use of all five senses (Hammerman et al., 2001). 

For example, tree identification can be learned from a book, but is potentially much more 

effective if taught in a forest that allows for students’ learning through the use of all their 

senses.  

Outdoor education thus represents one means to experientially engage learners in 

and about the outdoors. Two other related disciplines include environmental education 

and adventure education (Priest, 1999). These disciplines are believed to be 

representative of two functions of outdoor education, those concerned with the 

relationships that operate within the natural world; and, those concerned with 

relationships of human interaction and consequently human interaction with the natural 

world. Outdoor education is most effective when aspects of both disciplines are 

integrated into an educative experience (Priest, 1999).  

Environmental education as a discipline focuses upon ecosystemic and ekistic 

relationships with the aim of promoting social responsibility to the environment (Priest, 

1999). Ecosystemic relationships refer to the intricacies within ecological relationships, 

(e.g., balance of the earth’s ecosystems, food chains, and energy pyramids amongst living 

organisms) (Priest, 1999). Similarly, Priest (1999) outlined the “key interactions” (p. 111) 

of ekistic relationships between human society and the natural world both negatively 

(e.g., water pollution) and positively (e.g., natural beauty and clean drinking water). 
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Furthermore, Hirsch (1999) explained the underlying significance of environmental 

education and its centrality to outdoor education by suggesting that without the space and 

place of the environment, there simply would be no outdoor education. Comparable to 

environmental education, adventure education also seeks to use the outdoors as a site for 

people to connect socially and to engage in physical activities. This next section will 

provide a more in depth description of the purpose, history, and use of adventure 

education, as it is this discipline that is most relevant to this present study.     

Adventure education. Adventure education is concerned with human 

interactions such as interpersonal (interactions in the social world) and intrapersonal 

(how an individual perceives and interacts with the self) relationships, usually through 

outdoor experiences, often framed as activities (Priest, 1999). Adventure education is 

“education that is conducted in a wilderness-like setting or through nature and physical 

skills development to promote interpersonal growth or enhance physical skills in outdoor 

pursuits” (Gilberston et al., 2006, p. 8). Hattie, Marsh, Neill and Richards (1997) 

provided a list of outdoor activities that adventure education programs generally may 

offer, including: backpacking, rock climbing, bicycling, sailing, kayaking, rafting, 

canoeing, orienteering, snowshoeing and spelunking.  

Many adventure educators and programs have also adopted Gilberston et al.’s 

(2006) description of adventure education as a way to frame experiences and focus upon 

group development and cohesion and positive self-concept in the out-of-doors (Friese, 

Hendee, & Kinzinger, 1998; Gilbertson et al., 2006; Plummer, 2009; Priest, 1999). Priest 

(1999) contested that human interaction and self-understanding are dual foci of adventure 

education, as learners are:  
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…responding to seemingly insurmountable tasks, groups and individuals learn to 

overcome almost any self-imposed perceptions of their capacity to succeed. They 

are able to turn limitations into abilities; and, as a result, they learn a great deal 

about themselves and how they relate to others. (p. 114) 

As a result of this intent of adventure education, Priest (1999) also suggested that 

adventure education experiences are usually programmed to provide learning experiences 

to encourage a change in either an individual or a group. Thus, the design, delivery, and 

facilitation of the process by an educator, facilitator, or organization, are all referred to as 

“adventure programming” (Priest, 1999). While Priest affirmed that there is no guarantee 

that changes in the group or individual will occur, he did suggest that adventure 

education programming is intended for participants to make personal decisions and 

choices presented by the circumstances of the environment and/or peers that can 

potentially result in positive social change or awareness.  

Other adventure education theorists agree with Priest’s (1999) explication of 

human interaction as the main focus in adventure education by emphasizing the 

importance of programming these experiences for participants to “learn about 

themselves,” or what Ewert (1989) referred to as psychological development in adventure 

education. Similar to experiential education theory, adventure education tends to 

“emphasize a learning philosophy based on direct experience in an outdoor setting” 

(Virden, 2006, p. 310).  While there is no one proclaimed “founding father” of adventure 

education (Richards, 1999), the advocacy for physical, personal and psychological 

development through the challenges and experiences in the outdoors can be historically 

attributed to German educational philosopher, Kurt Hahn.  
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 Hahn is considered to be an influential educational reformer of the 20
th

 Century 

(Wurdinger, 1994). Hahn was influenced by numerous philosophies of education, 

including being influenced by early thinkers, namely Plato. In reading the Republic, 

Hahn was struck by Plato’s emphasis on using education as a means to build an educated 

and active citizenry and Plato’s focus on moral virtue (Wurdinger, 1994). As a partial 

result, Hahn himself built and developed schools with a specific focus on learning that 

fostered the development of moral character and intellectual learning equally (Wurdinger, 

1994). One of his schools, founded in the 1960’s in Northern Scotland, was named 

Outward Bound. The curriculum at Outward Bound involved sending students on 

extended sailing and mountaineering trips to purposefully involve them in enduring 

difficult physical and mental tasks that would “in turn, not only develop a strong sense of 

self but a strong sense of courage and compassion” (Wurdinger, 1994, p. 22).   

Ewert (1989) and Hirsch (1999) both referred to Outward Bound as the “official” 

school of outdoor adventure education, which provides experientially educative 

wilderness trips to develop students’/participants’ morally strong character traits. Miner 

(1999) referred to the first Outward Bound school as “one of the fine innovative schools 

of the Western world” (p. 55). Now, as an international organization, Outward Bound is 

the self-proclaimed initiator of a movement to further develop the use of adventure 

education through outdoor pursuits, commonly known as the Outward Bound Movement 

(Hirsch, 1999). The Outward Bound Movement has globally expanded to include schools 

throughout Europe, Africa, Australia and New Zealand, as well as Canada and the United 

States, with an emphasis on using a variety of outdoor pursuits to develop 

people’s/individuals’ character (Hirsch, 1999). 
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A number of outdoor educators and researchers have conducted studies that 

explore a variety of outcomes, aspects, and intentions of Outward Bound experiences 

(Goldenberg, McAvoy, & Klenosky, 2005; Hattie et al., 1997; Neill & Dias, 2001; 

Shellman & Ewert, 2010). Many of these researchers examined Outward Bound program 

outcomes of participant behaviours and skill development, including changes in self-

concept, cognitive resilience (Neill & Dias, 2001; Shellman & Ewert, 2010), and 

leadership skills, among others (Hattie et al., 1997; Goldenberg et al., 2005). For 

instance, Neill and Dias (2001) conducted a study that investigated psychological 

resilience and one’s capacity to overcome stress as a result of participation in an Outward 

Bound program. Similarly, Shellman and Ewert (2010) explored the influence of 

participation in the Outward Bound course on participants’ perceptions of resiliency and 

empowerment. Additionally, Goldenberg et al. (2005), researched the outcomes of 

completing an Outward Bound program that associate course components with personal 

values in the study. Each of these studies inform my study given their investigations of 

various program outcomes and perceptions from participants’ experiences; thus, these 

studies will be briefly expanded upon in terms of the import and results in the following 

section. 

As previously mentioned, Outward Bound courses are designed to develop 

participants’ morally strong character traits through the experientially educative 

wilderness trips provided by its schools. As a result, it is important to explore the 

wilderness trip activities that provide such educational experiences (Goldenberg et al., 

2005). In the study conducted by Neill and Dias (2001), the study site was described as a 

typical Outward Bound course involving a 22-day expedition that included wilderness 
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trip activities such as: a ropes-course challenge; initiative tasks; a navigation course; 

caving; rafting and/or canoeing; rock-climbing; a 3-day solo in the wilderness; and a final 

expedition without an instructor. In addition to those outdoor activities listed in the 

program description, the Outward Bound participant groups also engaged in other 

program activities that reflected more interpersonal skill development such as group 

planning for the expeditions food, structured communication skills and goal setting 

sessions, group debriefings, and individual and group feedback sessions. While Neill and 

Dias’ study was based in Australia, both Goldenberg et al. (2005) and Shellman and 

Ewert (2010) described similar wilderness trip program activities of the Outward Bound 

courses they used as study sites in the United States.  

Goldenberg et al. (2005) explored the linkages between specific components (e.g., 

attributes, consequences, and values) and some of the above mentioned wilderness trip 

activities. Using a means-end analysis of self-administered questionnaires at the 

conclusion of the course, Goldenberg et al. surveyed 216 Outward Bound (aged 14-66 

years, average age of 14-17 years) participants. Participants listed perceived outcomes 

from participating in and completing the course. Responses to these questions included 

physical fitness, relationships with others, self-confidence, self-reliance, appreciation, 

teamwork and cooperation, personal growth and challenges, and knowledge and 

awareness (Goldenberg et al., 2005). This research contributes to a growing body of 

literature that explores why and how outdoor adventure experiences develop and 

reinforce personal values and potential impacts on the participants’ lives. 

Using a smaller sample size than Goldenberg et al. (2005), Neill and Dias (2001) 

conducted a study that investigated psychological resilience as a result of participation in 
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an Outward Bound program. Forty-nine young adults (both male and female) completed 

a self-administered questionnaire based on a resiliency scale on the first and last days of 

the program (Neill & Dias, 2001). Participants reported an increase in resiliency as a 

psychological ability to combat stress. Most interestingly, the largest contributing factor 

to building psychological resiliency in individuals was the continuous support and 

encouragement from other group members over the course of the program (Neill & Dias, 

2001). The results of this study are similar to those of Goldenberg et al., demonstrating an 

adventure program design that pairs technical outdoor activities with individual and 

group activities that help to develop positive psychological abilities.  

Comparable to the two previous studies, Shellman and Ewert (2010) investigated 

the influence of participation in the Outward Bound course on participants’ perceptions 

of resiliency and empowerment. Employing a multi-method approach, Shellman and 

Ewert first conducted semi-structured interviews with Outward Bound participants during 

the summer of 2007 and between four to six months after the course. An enhanced 

version of the resiliency scale (also used by Neill and Dias (2001) mentioned above) was 

distributed to both 86 Outward Bound participants and 69 students enrolled in an Indiana 

University general education course who served as a comparison group. Deductive 

analysis of the interviews was employed to find specific testimonies of experiencing both 

resiliency and empowerment. Results of the study revealed a positive increase of both 

perceived empowerment and psychological resiliency for Outward Bound participants 

but not for the comparison group. Similar to Neill and Dias (2001), participants of 

Shellman and Ewert’s study reported an increase of both empowerment and resiliency as 

a result of continuous support and encouragement from the group, as well as the unique 
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opportunities and responsibilities to develop and practice skills. Outcomes from this 

study are significant because participants reported empowerment and resiliency as 

psychological developments from participating in the reflection components of the 

program’s planned activities. Both Shellman and Ewert and Neill and Dias studies are 

exemplars of how the Outward Bound program model—focusing on technical and 

interpersonal activities—can result in positive psychological outcomes. 

In summation, it is evident from these studies and the review of literature that 

adventure education program models such as Outward Bound are intentionally designed 

to be physically challenging and while creating supportive environments for participants 

to explore personal and group outcomes (Neill & Dias, 2001). As the Outward Bound 

program is a well-known model of adventure education, many other programs have 

developed from these roots. Many of these programs share similar programming 

opportunities for self-growth, group cohesion, and outdoor skills to those of Outward 

Bound (Richards, 1999). In fact, Ewert (1989) initially described the augmentation of 

adventure education programs that deliver similar outdoor experiences to Outward Bound 

as increasingly “phenomenal” since Outward Bound has been established. 

 For the purpose of this study, the most important aspect of adventure education is 

the use of wilderness as a tool that encourages participants’ experiential learning and 

personal and social growth. As previously mentioned, Outward Bound programs may 

have enabled the growth and set standards for adventure programming models, but there 

are a plethora of programs not associated with Outward Bound that also facilitate 

adventure programming (Gager, Hendee, Kinzinger, & Krumpe, 1998). Ewert, Attarian, 

Hollenhorst, Russell, and Voight (2006) suggested that within the last three decades, 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

34 

adventure education programs—particularly those using public and national parks and 

land as wilderness spaces—have steadily increased in terms of the diversity of programs, 

outdoor activities, and sophistication.  

Adventure education programs now exist in a range of venues that aim to use 

adventure and wilderness as a tool for developing participants’ personal growth and 

critical social and moral consciousness through natural environments. The use of natural 

environments for these programs is often referred to as wilderness settings. According to 

the 1964 issued Wilderness Act of America, wilderness is defined as an area of solitude 

away from civilization in a highly naturalized setting (Gager et al., 1998). Borrie and 

Birzell (2001) further described the wilderness as a multi-faceted phenomenon due to the 

variety of possible outdoor activities and pursuits possible in these natural landscapes. As 

a result, adventure education programs incorporate experiences in wilderness; hence, 

these programs are referred to as wilderness experience programs. 

Wilderness experience programs. Wilderness experience programs have been 

classified as “organizations that conduct outdoor programs in wilderness or comparable 

lands for purposeful personal growth, therapy, education, or leadership ... [and] utilize the 

wilderness as a teacher or classroom in seeking personal growth for their participants” 

(Friese et al., 1998, p. 40). Also referred to as wilderness expeditions, wilderness trips are 

believed to be “one of the most intensive forms of experiential education” (Andrews, 

1999, p. 35). According to Gager et al. (1998), over 500 wilderness experience programs 

were operating in North America in 1998. By the year 2000, Ewert and McAvoy (2000) 

estimated that 700 programs were in operation. Gager et al. noted the majority of the 

wilderness experience programs are not totally dependent on operating within wilderness 
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spaces, however, the wilderness was used as the primary setting. As a result, many 

wilderness experience programs facilitate “wilderness trips” as a main component or 

feature of the program. 

Wilderness trips take place in the wilderness, which is defined as those 

undeveloped landscapes away from civilization (Gager et al., 1998). The purposes of the 

trips are often to experience life away from civilization and everyday lives (Cole, 2001). 

Wilderness trips are defined by the length of time that trip participants spend in the 

wilderness, trip location, and other characteristics of the wilderness settings (e.g., trips 

that travel on river with white water versus a river that is mostly flat water). The 

characteristics of a wilderness trip can additionally be identified by the different ways 

people travel in the wilderness. Cole (2001) identified that some people visit for one day 

to go for a hike or paddle (wilderness visit), and some people engage in overnight, multi-

day expeditions in the wilderness (wilderness trips). Thus, time spent in the wilderness 

setting and engagement in activities based in the wilderness, such as the aforementioned 

outdoor activities specific to wilderness (e.g., canoeing, kayaking, rafting, kayaking, 

backpacking, rock-climbing, backcountry skiing, mountain biking) all influence the kinds 

of participants’ experiences (Andrews, 1999; Cole, 2001; Ewert & McAvoy, 2000). 

Ewert and McAvoy (2000) and Bell (2003) stated that wilderness settings often 

have physical features such as rivers, lakes, oceans, forests, national parks, mountains, 

deserts, or natural rock faces that impact wilderness experience programs. Thus, 

wilderness trips often include lessons that incorporate the geographical features, natural 

interpretation and ecological literacy, communication, teamwork, leadership development 

among participants as adventure programming components on trips (Andrews, 1999). 
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Given that wilderness trips are often in remote settings, an element of safety is often a 

focus of programming (Andrews, 1999). Thus, groups are often taught to be consistently 

aware of changing environmental conditions, as well as clarity of communication needed 

among group members (Andrews, 1999).  

Given the sheer number of wilderness experience programs that deliver 

wilderness trips and the many ways these can be framed, there is obvious diversity in the 

“types” of programs (Gager et al., 1998). Many wilderness experience programs are 

structured in a manner that aims to target a particular participant population (Gager et al., 

1998). Certain types of wilderness trips are influenced by various program purposes such 

as, “therapy and rehabilitation, change in delinquent behaviour, recovery from chemical 

dependency, encourage acceptance and adjustment to disabilities, spiritual renewal, and 

provide physical challenges and build character” (Gager et al., 1998, p. 3). Some 

wilderness experience programs use wilderness trips as a form of therapy, such as 

outdoor behavioural healthcare for “at-risk” populations (e.g., troubled youth or people in 

need of rehabilitation) (Priest & Gass, 2005; Russell, Hendee, & Phillips-Miller, 2000). 

For example, the Catherine Freer Wilderness Therapy Program, which serves young 

people, provides a wilderness therapy trip for its participants, including a 21-day 

“adventure trek” in Albany, Oregon (Herrity, 2009). On the adventure trek, participants 

backpack, partake in climbing or horseback riding paired with a service-learning project. 

Therapy, in the form of a wilderness trip, focuses on students’ identified struggles (e.g., 

conflict resolution, affect regulation and lack of self-awareness), all of which may have 

resulted from previous psychological, social, or physical trauma (Herrity, 2009).  
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Along with wilderness experience programs that provide wilderness trips as a 

form of therapy, some wilderness trips are sponsored by a particular organization such as 

a business corporation or formal educational institution (Hirsch, 1999). One example of 

an adventure education program that provides wilderness trips and is partnered with a 

business corporation is the Tim Horton Children’s Foundation connected to the Canadian 

restaurant chain Tim Horton’s (Hirsch, 1999). The Tim Horton Children’s Foundation 

offers a particular wilderness experience program that includes wilderness trips and is 

one that strives to create outdoor and adventure experiences for economically 

disadvantaged children and youth through adventure programming (Hirsch, 1999). 

Participants are selected to attend the wilderness program and trips by local Tim Horton’s 

storeowners and community social agencies (Hirsch, 1999). The Tim Horton Children’s 

Foundation highlights a unique partnership between a business corporation that initially 

informed the main outdoor education objectives of the Tim Horton Children’s social and 

personal growth and an appreciation for natural environments (Hirsch, 1999). 

Similar to the ways in which the Catherine Freer Wilderness Therapy Program 

and the Tim Horton Children’s Foundation frame the wilderness experience program for 

certain populations, wilderness trips can be structured for a wide variety of purposes and 

objectives and can be structured to encourage particular social and personal development 

for various demographics (Priest, 1999). The demographic diversity of wilderness 

experience programs using wilderness trips can include children, school groups, religious 

groups, people with disabilities, all women groups, university and college students, 

indigenous people (Ewert & McAvoy, 2000).  Pertinent to the particular demographic 

involved in this present study, wilderness trips are often designed for “youth” or 
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“adolescents” (Davis-Berman & Berman, 1999). In the following section, I will provide 

further insight into the “young person” demographic, relevant to this study. Following 

that section, I will include previous research findings pertaining specifically to young 

people participating in wilderness trips.     

Wilderness trips and young people. Prior to further explication of wilderness 

experience programs that employ wilderness trips as a main program component, it is 

necessary to elucidate the term “young people”, given the purpose of this study. Young 

people are commonly referred to as “youth” in various program titles and program 

descriptions designed to serve young people (Garst et al., 2001; Travlou, 2006). More 

specifically, according to Travlou (2006), wilderness experience programs are often 

designed for people between ages of 12 to 25 years as participants; thus, within this study 

this age population will be referred to as “young people.” 

 Regardless of whether young people are legally deemed a minor under the age of 

18 (Age of Majority and Accountability Act of Ontario Service, Service Ontario E-Laws, 

2010) or an adult, the term “youth” is considered an age range when a person is 

physically, psychologically and socially transitioning between childhood and adulthood 

(Davis-Berman & Berman, 1999). This age period is also frequently referred to as 

“adolescence” indicating the unique personal and social changes of this age period during 

which a young person is attempting “to make sense of physical changes and incorporate 

them into a coherent identity” (Davis-Berman & Berman, 1999, p. 365). As a result, the 

terms youth and adolescence have become interchangeable as terms for young people and 

both are used when describing this age as a population.  
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Furthermore, Carr (2003) stressed the importance of learning in this young age 

period as the “forms of learning encountered in human culture(s) are to be considered 

crucial for the development of young people” (p. 7). A rationale for wilderness 

experience programs to design wilderness trips and frame program objectives specifically 

for young people was suggested by Thurber, Scanlin, Scheuler, and Henderson (2007) 

who presented two theoretical orientations: preventative science, and positive youth 

development. Preventative science is what Thurber et al. (2007) described as identifying 

struggling young people as “youth-at-risk” and actively attempting to “alter individual 

characteristics that are precursors to unhealthy behaviours, such as school failure, drug 

use, and violence” (p. 241). Positive youth development theory may also be applicable to 

therapy-based wilderness experience programs but is not exclusive to young people 

classified as “youth-at-risk” populations. Positive youth development theory also strives 

to promote healthy decisions and behaviours, in part, by “fostering the individual, social, 

and environmental characteristics – such as positive identity, social competence, and 

independence – that promote healthy development” (Thurber et al., 2007, p. 241).  

Combining the above two theoretical orientations for young people and the 

collective thought that young people are easily influenced (Carr, 2003), some wilderness 

trips are entirely structured upon holistic concepts of developing positive participant self-

concept, self-esteem, social progress and awareness, and personal empowerment that 

contributes to a young person’s well-being (Davis-Berman & Berman, 1999; Garst et al., 

2001; Gilberston et al., 2006; Priest, 1999; Thurber et al., 2007). Accordingly, various 

studies specific to wilderness trip programs for young people will be next outlined. 
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Given that young people are perceived as experiencing a transitional time period 

in life, many wilderness trips are purposefully designed to experientially educate and 

positively influence this demographic (Caulkins, White, & Russell, 2006; Garst et al., 

2001; Travlou, 2006). From a review on the current state of literature in 2000, McKenzie 

found that the age of participants influence the design of any wilderness trip, and in part, 

this then affects the various outcomes of wilderness trips. Travlou (2006) asserted there 

have been significant amounts of research on the relationship between wilderness trips 

and young people, as she delved into the specifics of the significance and outcomes of 

such programs.  

Similarly, Garst et al. (2001) suggested that research findings of studies on 

wilderness trips that employ experiential learning methods for young people have 

generally agreed that young people’s behaviour and decision-making on the wilderness 

trip can be influenced in three ways: 1) increasing positive self-perceptions; 2) providing 

alternative methods to accumulate knowledge, skills and abilities; and 3) increasing an 

understanding and experience of participating in positive peer culture, coupled with the 

ability to create positive relationships and social skills. Given these three influences, 

wilderness trips research with young people is frequently focused on significance and 

outcomes of programs in terms of personal growth (Caulkins et al., 2006; Garst et al., 

2001). 

Additionally, Travlou (2006) compiled a comprehensive review of relevant 

research reports, academic papers, and journals about outdoor adventure programs and 

wilderness trips with young people. From this particular survey of findings entitled Wild 

Adventure Space for Young People, relevant themes emerged such as wilderness and 
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outdoor experiences as significant for physical, emotional, and mental development of 

young people. There are a growing number of wilderness experience programs that use 

wilderness trips as both a form of therapy for “youth-at-risk,” and that employ outdoor 

experiential learning through wilderness trips for developing environmental awareness 

and values (Travlou, 2006).  

Examples of successful outcomes from wilderness trips with young people as 

participants are enumerated in a number of significant studies (Caulkins et al., 2006; 

Garst et al., 2001; Stott & Hall, 2003). The two studies that are emphasized below are 

relevant to the present study as the data was generated solely from the perspectives of the 

young people as participants. Caulkins et al. (2006) conducted a qualitative case study 

exploring the experiences of three female participants (aged 15-16) involving a 

backpacking trip with a focus on wilderness therapy for young women. Methods of data 

collection included interviews, participant observation, and participant documentation 

(e.g., journals). Caulkins et al. investigated the emotional, cognitive, and especially 

physical impacts of the wilderness trip. According to participant reports, the beneficial 

program components that contributed to participants’ perceived success of the program 

included, “cultivation of wilderness living skills, exercise through backpacking, a 

nutritious diet, individual therapy with a trained counsellor, letter communication with 

parents/guardians, and social interaction with peers/field staff while in the wilderness” 

(Caulkins et al., 2006, p. 23). This study provided some insight into the outcomes of 

therapy-based wilderness trips with young people, specifically young women in this case.  

Another study of outcomes generated from wilderness trips with young people 

was conducted by Stott and Hall (2003), who employed a participant sample of 60 young 
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people (aged 16-20 years), and provided them with questionnaires about self-reported 

changes in personal, social and technical skills attained during a 6-week long arctic 

wilderness expedition. Activities on the expedition included learning about specific arctic 

outdoor skills and knowledge such as glacial geology, mapping and vegetation surveying, 

pro-glacial hydrology and sediment transport, as well as skills for crevasse rescue, and 

glare travel techniques to eventually climb peaks in the south Staunings Alps. Similar to 

Caulkins et al. (2006), Stott and Hall’s study collected participants’ self-reported 

outcomes, which suggested they experienced positive changes in social and leadership 

skills (e.g., controlling emotions, motivating others, living well in crowded circumstances 

and demonstrating confidence in a group) and developed technical skills (e.g., how to 

prepare food for large groups and using appropriate gear effectively and safely when 

necessary). These outcomes were perceived as transferrable skills to future group 

experiences.  

Elements of both the aforementioned preventive science and positive youth 

development theories can be seen in the study results from both Caulkins et al. (2006) 

and Stott and Hall (2003). Both of the wilderness trips in these studies reportedly focused 

on young people’s well-being, both socially and personally through challenging 

opportunities, learning new skills, and cultivating positive social and personal change 

during wilderness trips. Given these studies and the aforementioned foundations of 

adventure education, wilderness trips for young people are often designed as a “stage” for 

said opportunities, and development for the “whole” person experiencing this transitional 

age period (Bell, 2003; Caulkins et al., 2006; Garst et al., 2001; McKenzie, 2000; Stott & 

Hall, 2003). Furthermore, Bell (2003) described that “the path to adulthood can be 
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culturally structured as a slow journey of accumulated growth, or a transformation based 

upon a key experience” (p. 47), such as a wilderness trip.  

Thus, wilderness trips set a stage for participants to “discover themselves” (i.e., 

enhanced self-concept, social placement with peers, new skills, knowledge, passions and 

responsibilities) throughout the program (Bell, 2003; Caulkins et al., 2006).  These 

discoveries can lead to small steps in autonomy and maturity in participants. Bell (2003) 

asserted that if wilderness trips are a set stage for young people to discover some of 

themselves, the main focus of a trip should be on “the systemic nature of transformation” 

(p. 49), not only within the young people’s lives on a trip, but also on their lives post-trip, 

including their everyday “home” lives. Thus, the effect of lessons learned on a trip and 

how and which of these is transferred and integrated into wilderness trip participants’ 

everyday “home” lives becomes important (Bell, 2003; Haluza-Delay, 2001). 

Given the purpose of this study, Bell’s (2003) argument that a primary purpose 

for wilderness trips is for young people to engage in experiences that result in learning 

and experiences that are transferrable beyond the scope of the wilderness trip is 

significant. Similar to Bell, Andrews (2001) also stated that there are some underlying 

processes unique to wilderness trips that can transcend as change into individuals’ daily 

lives. Considering the proposed results and benefits of wilderness trips, the transfer of 

such benefits from wilderness trips is critical to positively “reach” young people (Gass, 

1999). Gass (1999) explained that if wilderness trips, wilderness trip leaders, and 

educators do not provide the “linkages, bridges and connections to their learning, the 

utility of much of the education we [wilderness trip leaders] care and work so hard to 
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bring about is put away in the in the equipment room along with the ropes and 

backpacks” (p. 230).  

Thus, given the purpose of this study, with its focus on transfer, a review of 

relevant literature that defines and explores this concept is imperative. Preliminary to an 

investigation of transfer, relevant literature related to the interrelationship between 

learning and transfer will be reviewed.  After that section, transfer will be explained with 

an emphasis on the interrelationship between outdoor experiential education and transfer. 

Finally, the need for research and the active implementation of transfer of learning after 

wilderness trips with young people will be explored.  

Transfer of Learning 

Transfer is described as a concept that involves a movement of a person, 

transaction, or objects from one place and time to another and is a phenomenon that 

happens in daily life occurrences (Beach, 1999). Transfer is considered to be “the product 

of learning from one task, problem, situation, or institution to another” (Beach, 1999, p. 

101). Transfer, understood as a construct of educational psychology, is a cognitive 

process of applying the knowledge learned in one context to a future context of learning 

or experience (Barnett & Ceci, 2002; Beach, 1999; Lobato, 2006). There are two primary 

characteristics of transfer, learning content (i.e., what is transferred), and learning context 

(i.e., when and where it is transferred from and to) (Barnett & Ceci, 2002). A more 

specific form of transfer, one that involves some transaction of prior knowledge into new 

learning contexts (Macaulay, 2000) is often referred to as “transfer of learning” (Lobato, 

2006). Transfer of learning has been described by Patton (2002) as “hard to define, 
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difficult to investigate and perplexingly controversial” (p. 125) in the fields of both 

psychology and educational studies, and in education itself. 

The premise of learning as a general psychological construct is intended to be far 

reaching into other aspects of life beyond the initial learning context (Barnett & Ceci, 

2002). Royer et al. (2005) provided a more detailed description of transfer as “a term that 

describes a situation where information learned at one point in time influences 

performance on information encountered at a later point in time” (p. xi). Thus, it is 

assumed that the learning in previous contexts will contribute towards, or influence the 

subsequent learning context (Royer et al., 2005). Imagine, for example, the ways in 

which a math problem initially learned in school can be used and applied in a variety of 

contexts. In what ways is knowing how to do addition transferable to other contexts? It is 

the specific questions of how transfer occurs that has transfer scholars and educators, 

particularly within the last century, engaged in attempts to further understand this 

cognitive and contextual phenomenon (Royer et al., 2005).  

 Jerome Bruner (1960) categorized the complexities of transferring learning into 

subsequent contexts or situations, thereby introducing terms such as specific, non-

specific, and metaphorical transfer. These terms have been used as general classifications 

of context-considerate types of learning. First, specific transfer occurs in situations when 

something learned in one context is transferred to the same context with the ideal that the 

experience and learning from the first situation will provide a learner with transferrable 

skills for the same context in a future situation (Gass, 1990; Royer at al., 2005). Second, 

non-specific transfer refers to situations when there are no obvious similarities between 
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the two situations, however learning content is still transferred and influences the 

subsequent learning situations (Royer et al., 2005).  

Haskell (2001) differently described specific transfer and non-specific transfer of 

learning by using the terms of “near” transfer (instead of specific transfer), and “far” 

transfer (instead of non-specific transfer). For example, applying the skills learned in an 

primary years to solve a set of math problems by using addition is considered to be near 

transfer if that skill set is translated to a more advanced math class later in a student’s 

school career. If the student then uses the same math equation to solve problems in a non-

school situation, it is exemplary of far transfer.  The terms near and far transfer are most 

frequently used when describing the contextual component of understanding transfer 

(Barnett & Ceci, 2002; Royer et al., 2005), and will be used to describe learning situation 

characteristics within this review of literature and in reference to this present study. 

Third, Bruner (1960) referred to metaphoric transfer, which is described as a 

“reference to an anecdote, story, or set of experiences that somehow clarify a real-life 

situation” (Gass, 1999, p. 2). Carraher and Schliemann (2002) also stated that metaphoric 

transfer is a method used often by educators to verbally frame, “new ways of how prior 

knowledge and experience contributes to learning in new contexts” (p. 20), as a technique 

of creating awareness for learners to acknowledge future far transfer. 

Carraher and Schliemann (2002) argued that the above general theories of transfer 

are often vague, overly metaphoric, lack clarity, and lack specificity regarding the 

importance of “carrying over” learning from context to context. This dilemma of 

understanding specifically how transfer of learning occurs has proved difficult in 

assessing not only what learning content is transferred, but how the learning content is 
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being transferred from one context to another (Pugh & Bergin 2005; Royer et al., 2005). 

For example, what is the learning content that is transferred from a classroom to other 

learning experiences? Is it a specific fact or a more general principle? Imagine a group of 

students learning about endangered species in the Arctic: is it likely that students will 

transfer a specific fact about polar bears or is it likely that they will transfer a more 

general principle (e.g., that the Arctic is a northern geographical zone where many 

species are endangered)? And, how do these facts or principles then transfer into another 

context? Was there some previous learning experience about animals before these 

students studied endangered animals that would help assist them with transfer of 

learning?  

Lobato (2006) suggested that to understand more about what and how learning is 

transferred, an assessment of what (i.e., specific or general content) has been learned 

prior to transferring the learning to another context is imperative. However, as transfer is 

a construct dependent on both learning content and context, how to measure the transfer 

of learning is another persistent question that scholars and educators alike engage in some 

debate about (Barnett & Ceci, 2002; Carraher & Schliemann, 2002; Lobato, 2006). The 

following discussion will further expand on the concept of transfer of learning with its 

underlying implications within education.  

 Transfer and education. Given that transfer considers content and context as 

factors of learning, it is frequently linked to the process of education and educational 

systems (Beach, 1999). Carr (2003) suggested that similar to the words “schooling” and 

“learning” that are often interchangeable in our education system, “transfer” is another 

word often associated with education. Indeed, many theorists suggest that transfer is the 
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underlying purpose of education and is a means to successfully prepare students for 

future learning experiences (Carr, 2003; Gass, 1999; Leberman et al., 2006; Royer at al. 

2005). Desse (1958) even asserted, “there is no point to education apart from transfer” (p. 

213). Similar to Desse, Lobato (2006) contended that the very existence of education was 

designed “to provide learning experiences that are useful beyond the specific conditions 

of initial learning” (p. 431) whether the subsequent context is near or far.  

Engle (2006) conducted a case study with two classrooms of San Francisco fifth 

graders, who were engaged in a school unit about animal survival and endangered species 

over a 4-month series of in-school activities, using near transfer to link the activities. 

Three times each week Engle observed, wrote field notes, videotaped, and collected ten 

students’ work and documents (e.g., reports about a specific animal and subsequent 

reports on specific subtopics of that animal later on in the activities) and used these to 

track the transfer of learning from activity to activity. In addition, Engle also explored the 

degree to which the teachers purposefully connected the weekly learning experiences. 

Ultimately, from the framed learning sequences observed by Engle (2006) over 

the 4-month period in the classroom, students portrayed increases in transferring their 

learning material. This transferred learning material included students demonstrating 

expectations of what to specifically learn about new animals, and when to use the 

previous learning from the unit. Engle also observed teachers using techniques to link the 

“larger picture” of animal survival and endangered species to organizations and 

communities of people in the outside world who were also studying and working for the 

survival and protection of animals. This approach of framing the endangered species unit 

to expand beyond classroom learning and into the world where information on the same 
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topic was working towards a greater societal goal, provided opportunities for students to 

understand how knowledge can be transferred to contexts outside of the classroom 

(Engle, 2006). This study exemplifies the success of framing near transfer learning 

experiences in school contexts and also highlights how far transfer can be discussed 

within the classrooms. However, the scope of the study did not literally explore far 

transfer beyond the walls of the classroom. If a student from Engle’s study were to learn 

about different animals in a different geographical zone in the learning context of a 

national park program, would the student be able to apply the previous learning from the 

classroom to that program?  

Scholarly exploration of transfer of learning outside the classroom walls can be 

difficult to measure, particularly in contexts that are not similar to school contexts (Engle, 

2006; Leberman et al., 2006). Pugh and Bergin (2005) stated that gaining access to 

students’ out-of-school experiences can be difficult and can be viewed as invasive. 

Perhaps this accounts for why transfer of learning is not as commonly studied in far 

transfer contexts as compared to near transfer contexts (Barnett & Ceci, 2002; Engle, 

2006; Royer et al., 2005). Despite this, given the extensive research on transfer of 

learning, it is surprising how little research has been conducted regarding transfer from 

in-school contexts to out-of-school contexts that explore these two different but equally 

important types of transfer (Pugh & Bergin, 2005).  

Given that transfer of learning is an assumed outcome of education (Carr, 2003; 

Lobato, 2006), educators should consider both near and far transfer in the process, 

design, and purpose of educational programs and learning contexts (Barnett & Ceci, 

2002; Lobato, 2006). Barnett and Ceci (2002) highlighted the importance of far transfer 
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in preparation, design, and delivery of learning experiences, to ensure that what is taught 

in schools can be applicable outside of school contexts. In the aforementioned discussion 

about the progressive education movement, Dewey (1938) advocated for educative 

experiences, suggesting that these require continuity with past and future learning 

interactions to encourage purposeful individual and societal relationships. In essence, 

Dewey was advocating for far transfer. More recent transfer education scholars like 

Lobato (2006) and Pugh and Bergin (2005) have echoed Dewey’s contention that 

education should be consistently relevant to the everyday lives of students and affirm the 

importance of building upon meaningful experiences as a means for the general growth 

of students. As previously mentioned, this type of everyday relevant teaching is a means 

to educate students about the importance of their role as members of society. It has been 

suggested that meaningful learning can help link past and present experiences of learning 

(Macaulay, 2000). Pugh and Bergin then insisted that if education is meant to contribute 

to the growth of future citizens, then students must transfer their learning outside of the 

classroom and into the world. 

Considering that traditional education learning experiences are often 

compartmentalized (Itin, 1999), educators often rely upon assuming that concepts and 

skills learned in school are transferred to the outside world (Leberman et al., 2006). Many 

transfer scholars agree that often the structure of formal education assumes that repetition 

of knowledge and repeated exposure to problem solving that is logically “equivalent” or 

hypothetical to the outside world (Barnett & Ceci, 2002) will naturally or automatically 

provide students with transfer concepts and complex skills outside of school contexts 

(Beach, 1999; Bransford & Schwartz, 1999; Carr, 2003). Moreover, Pugh and Bergin 
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(2005) stated that while some in-school learning does have an impact on subsequent out-

of-school experiences, traditional education tends to be less successful with transferring 

learning outside of school than many transfer scholars and educators might hope. 

However, traditional schooling does provide some—if too few—opportunities to apply 

and transfer certain knowledge and learnings to the outside world (Barnett & Ceci, 2002). 

The opportunities in traditional education to transfer learning outside the classroom often 

incorporate experiential learning in a non-classroom context (Macaulay, 2000) such as 

schoolyard activities, community-based learning, outdoor science and environmental 

based projects, or day and multi-day field trips (Anderson & Zhang, 2003).  

As mentioned in the previous discussion on experiential learning, supplementing 

traditional education learning with experiential learning can be one means to encourage 

holistic learning (Dewey, 1938). Thus, an experiential learning method may provide an 

increased likelihood for learning to be transferred into future situations (Beach, 1999). 

However, the mere provision of an educative experience does not automatically result in 

learning, nor would it then guarantee transfer (Dewey, 1938; Leberman & Martin, 2004). 

According to Kolb (1984), “learning, the creation of knowledge and meaning, occurs 

though the active extension and grounding of ideas and experiences in the external world 

and through internal reflection about the attributes of these experiences and ideas” (p. 

52). Given Kolb’s description of generating learning through extension of experience 

paired with reflection, transfer of learning can be viewed as a cyclical process, similar to 

the aforementioned Experiential Learning Cycle . I will next briefly revisit the 

Experiential Learning Cycle with a specific focus upon the use of experiential learning to 

further expand upon this description of transfer of learning and education. 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

52 

Transfer and experiential learning. Given that the Experiential Learning Cycle 

is often used as a framework to provide students with a continuum of experiences that 

encourage holistic and purposeful learning, this cycle is also a method of generating 

transfer of experiential learning to future experiences (Kolb, 1984; Macaulay, 2000). 

Kolb and Kolb (2005) further explicated that the Experiential Learning Cycle can be 

employed as a means to explicitly educate for transfer, given that it is based upon how a 

learner transfers knowledge throughout stages of experience and transfer is “inherently” 

built into the cycle itself. Given the first three phases of the Experiential Learning Cycle 

of concrete experience, observation and reflection, and generalization and abstract 

conceptualization, the knowledge collected from the first three phases should allow for 

testing the new conceptualization with the application and testing of implications of 

concepts in “new” situations (Wurdinger & Priest, 1999).  

It is this fourth phase, testing implications in new situations, that is essentially the 

equivalent of transfer, involving the application of knowledge acquired throughout the 

previous stages of the learning experiences (Kolb & Kolb, 2005). Imagine preparing a 

meal of pasta and vegetable sauce over a stove for a group of nine people on a wilderness 

trip, and then asking the other group members to serve themselves once it is ready 

(concrete experience). As the seventh person finishes filling her bowl, there are only a 

few noodles left for the eighth and ninth person—who are now unhappy and hungry 

(observation and reflection). The new cook then decides that perhaps pre-dividing the 

bowls of pasta equally will allow everyone a fair share and eliminate potential conflict 

(generalization and abstract conceptualization).  
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With this sequence of “learning by doing,” a learner transfers the previous 

experience, ensuring that everyone eats equal amounts during their next turn as 

designated cook on the trip, and could be mindful of this implication once returning to 

their everyday lives in terms of awareness for sharing necessities (testing implications of 

concepts in new situation). Thus, repeating the recursive process of the whole experience 

as a means to comprehend a concept such as ensuring equality of necessities among a 

group can further enhance transfer of learning, and likely further enhance the experience. 

Moreover, experiential learning often encourages transferring the acquired learning by 

testing the implications of the new concepts in new situations through “trial and error” 

learning approaches (Kolb & Kolb, 2005), such as preparing meals several times over the 

course of a wilderness trip and then transferring the technique of meal preparation for a 

group, or transferring lessons of ensuring equality home to a participant’s everyday life.  

Despite these methods to enhance transfer and despite the potential for the 

Experiential Learning Cycle to enhance transfer, both Kolb (1984) and Newell (2005) 

have suggested that transfer of learning is still a difficult concept to grasp. Kolb and Kolb 

(2005), suggested that Kolb’s original work has a significant limitation, as the 

Experiential Learning Cycle lacks set parameters regarding the time and space between 

the stages of experience. For instance, Macaulay (2000) suggested that while all stages of 

the Experiential Learning Cycle are relevant to the transfer of learning, both reflection 

and observation, and testing implications of concepts in new situations should be 

explicitly framed for a learner to recognize how and when to transfer previous knowledge 

from one stage of experience to another. This specific framing highlights the benefits of 

the role of a facilitator in the learning cycle that can support the process of “developing 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

54 

the competency of the learner to integrate what is being learned with the actions that are 

required” to transfer the learning (Itin, 1999, p. 93). The role of the facilitator will be 

discussed in more detail later in the chapter. To that end, experiential learning also relies 

upon transfer as a means to successfully create continuity among learning experiences 

and contexts and create new and relevant methods of gaining knowledge. 

 Given that transfer is a cognitive construct often identified with education, a need 

for understanding the transfer of learning is necessary in all types of education whether 

traditional, alternative, or experiential. Thus, there is need for understanding the transfer 

of learning from wilderness trips, as a form of outdoor experiential education. For the 

purpose of this study, this next section will place particular attention on the concept of 

transfer of learning to the everyday lives of outdoor experiential education program 

participants, specifically those participating in wilderness trips. Preliminary to this 

discussion, I will explore relevant theories, literature, and techniques employed by both 

organizations and wilderness trip leaders on transfer of learning in these contexts. 

Additionally, particular attention will be paid to the transfer of learning as it relates to 

young people’s participation on wilderness trips and how it has impacted their everyday 

lives.  

Transfer and Outdoor Experiential Education 

Plummer (2009) argued that experiential education, particularly in the “outdoors, 

has been a dominant means of transferring knowledge about all aspects of life” (p. 275). 

Indeed, Sibthorp (2003) suggested that outdoor experiential education often provides an 

ideal context to foster and ignite awareness in participants of transferring unique outdoor 

learning experiences to other aspects of life. Gass (1999) and Stremba and Bisson (2009) 
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both claimed that the effectiveness of transfer from an outdoor education setting to future 

lives and learning contexts is critical to the existence and very purpose of many outdoor 

education and adventure programs. When an explicit focus on transfer of experience is 

lacking, the educative experience too often becomes about the mere completion of a task 

(Stremba & Bisson, 2009). Thus, it is critical to this study to understand Plummer’s claim 

of how outdoor experiential education, primarily wilderness experience programs 

employing wilderness trips, promotes transfer of learning to various aspects of 

participants’ lives post-program. 

Similar to the aforementioned differences in the structure and purpose of outdoor 

experiential education particularly when compared to traditional education, there are 

again, differences in the pedagogical approaches to teaching for and about the transfer of 

learning. Kaplan and Kaplan (1989) stated that a main challenge of outdoor experiential 

programs is associating unique program learning with far transfer. This far transfer 

challenge stems from particular contextual characteristics of the outdoor experiential 

education programs (e.g., the natural environment or fostered group dynamics) that are 

not easy to replicate in everyday lives (Kaplan & Kaplan, 1989). For instance, Neill and 

Fabrizio (2005) asserted that entering an outdoor program could be equivalent to visiting 

another country, suggesting that, “participants in outdoor programs embark on adventures 

by leaving the comforts of home and entering new, challenging physical and social 

environments” (p. 52). 

From the above mentioned unique characteristics, Sibthorp (2003) argued that 

without an understanding of the “classic” transfer questions of why and how transfer 

occurs, that outdoor experiential education program design will, “remain an enigmatic hit 
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and miss propositions” of only potentially creating far-reaching learning (p. 145). 

However, similar to the earlier discussion of transfer of learning in education, these 

general theories of transfer have provided too little insight into how and what is 

transferred across the wilderness and non-wilderness experiences as contextual spaces for 

learning (Keighley, 1997; Leberman & Martin, 2004; Stremba & Bisson, 2009). Keighley 

(1997) summarized that: 

It is no longer good enough simply to base programmes purely on spurious 

statement of belief, or on anecdotal evidence and inspirations. Although these 

have some value we need to be more rigorous in exploring the impact and 

outcomes of the out-of-doors.  

(p. 27)  

Keighley (1997) is one of many outdoor experiential education scholars who 

argue for deeper investigation into how learning is transferred from the outdoor settings 

to participants’ future lives. However, preliminary to discussing recent research 

pertaining to this topic, this next section will first describe the unique context of the 

wilderness trip as a place to foster transfer of learning; and second, the techniques of 

facilitation for transfer used by wilderness trip leaders. 

 Facilitation of transfer and wilderness trips. Specifically in wilderness 

experience programs that include a wilderness trip component, it is suggested that 

intentional and obvious efforts towards facilitating transfer in programs are absolutely 

necessary in order for learning to be far reaching (Gass, 1999; Stremba & Bisson, 2009). 

Thus, intentional facilitation by outdoor educators in wilderness experience programs has 

been identified as a key technique for cultivating the transfer of learning in participants, 
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especially during wilderness trips (Gass, 1999; Stremba & Bisson, 2009). As previously 

mentioned, many wilderness trip leaders use facilitation to cultivate personal and social 

growth, with the hope that this learning will then transfer into participants’ lives after the 

experience (Gass, 1999; Gilberston et al., 2006; Kaplan & Kaplan, 1989). Stremba and 

Bisson (2009) suggested that facilitation geared towards post-wilderness trip transfer of 

learning helps participants explore connections between their experiences in the 

wilderness and their choices and behaviours in future contexts such as at home, work or 

school.  

Gass (1999) warned that if facilitators fail to adequately plan for transfer or if the 

delivery of transfer is not made explicit, that participants will likely not recognize how 

and why to transfer new learning into a home or work context. Gass’ warning echoes the 

previously mentioned premise that a facilitated experience can in fact be miseducative if 

not appropriately framed by the educator and students (Dewey, 1938). Thus, for transfer 

of learning to occur in an outdoor experiential program, it must be appropriately framed 

(Sibthorp, 2003). A variety of techniques and frameworks exist that help facilitators with 

planning for and teaching for the transfer of learning (Priest & Gass, 2005).  

Priest and Gass (2005) developed one of the most widely used frameworks, 

particularly for use during wilderness experience programs and on wilderness trips. This 

framework, entitled the “Six Generations of Facilitation Skills” retraced theories of 

facilitation and transfer in outdoor experiential education from the 1940s to the 1990s. 

From their research on these theories, they identified a “generation” of facilitation 

techniques that corresponded with each decade. The six generations of facilitation 

include: 1) letting the experience speak for itself (learning and doing); 2) speaking on 
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behalf of the experience (learning by telling); 3) funnelling or debriefing the experience 

(learning through reflection); 4) directly front-loading the experience (learning through 

reflection); 5) framing the experience isomorphically (reinforcement in reflection); and, 

6) indirectly frontloading the experience (redirection before reflection). According to 

Priest and Gass each generation of facilitation is built upon specific methods of framing 

or enhancing opportunities for participants of outdoor experiential education programs as 

a means for participants to consciously reflect on their experiences. These generations 

and techniques of facilitation have influenced various outdoor experiential educators and 

scholars to further explore the use of facilitated reflection and transfer.  

For instance, Sibthorp (2003) is also an advocate for techniques on wilderness 

trips that connect wilderness trip learning to future contexts through the use of conscious 

and consistent reflection. Stremba and Bisson (2009) provided examples of the ways in 

which using intentional reflective facilitation can potentially cultivate far transfer life 

lessons during wilderness trips as: 

With proper framing and facilitating, people can learn a number of transferrable 

coping skills by working through fear in risky situations. They can learn to assess 

risk and know if they are facing a cognitive, behavioural, social, physical, or 

spiritual risk. They can learn to become aware of their anxious cognitions when 

they are under stress and can learn to change these cognitions. If they experience 

these anxious cognitions in other stressful situations, they can perhaps change 

them into those situations too. (p. 255) 

Similar to the above contention of facilitated transferable reflective skills, Neill 

and Fabrizio (2005) also stated that reflective facilitation during a program could help 
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participants to process how and when to use certain skills as practice for future contexts 

during and after the wilderness trip. For instance, a facilitated group conversation that 

reflects upon a “lesson learned” during a wilderness trip may provide an opportunity to 

learn from a similarly risky situation to the one mentioned above (Stremba & Bisson, 

2009). For example, if a group on a wilderness backpacking trip suddenly became lost, a 

leader may facilitate a group discussion for participants to work through solutions, such 

as a group consultation of the map. Not only is the group using their surrounding 

resources to solve the problem, but participants are also being asked to work together to 

create a solution. Additionally, a wilderness trip leader may then facilitate a more 

intensive conversation, such as a “debrief,” at a later time for the group to positively 

reflect on the “lost” incident. This technique would employ Priest and Gass’ (2005) third 

“generation” of facilitation: funnelling or debriefing the experience. The reflective 

debrief may be based upon the successes, struggles, or lessons learned in the above 

situation and discuss how this situation could parallel or be relatable to everyday lives.  

By employing particular facilitation techniques for transfer therefore, a wilderness 

trip leader can help participants to “identify lessons learned, obstacles overcome, and 

progress made ...to explore ways of transferring relevant skills and knowledge to other 

situations” (Neill & Fabrizio, 2005, p. 52). Thus, the transfer process can be facilitated as 

an on-going process throughout the duration of the wilderness trip, discussing the 

similarities and differences of the wilderness trip versus everyday lives (Neill & Fabrizio, 

2005). It is the lessons learned on a wilderness trip (such as empowerment and resiliency 

(Shellman & Ewert, 2010)) usually processed by a participant through some form of the 
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six generations of facilitation that have been reported as “outcomes” in the 

aforementioned wilderness trip research studies.  

The particular lessons and impact of the experience on young people participating 

on wilderness trips that can be potentially transferred to everyday lives is the premise for 

this study. Next, a review of previous research specifically related to wilderness trip 

participation and transfer is provided. 

Transfer and wilderness trips with young people. As previously mentioned, 

there has been considerable research that investigates the outcomes, benefits, and 

perceptions of wilderness trips (Caulkins et al., 2006; Cummings, 2009; Garst et al., 

2001; Holman, Goldenberg, McAvoy, & Rynders, 2003; Neill & Dias, 2001; Neill & 

Fabrizio, 2005; Stott & Hall, 2003; Shellman & Ewert, 2010). These studies provide 

important insight into the initial learning from a wilderness trip (Sibthorp, 2003). 

However, the transfer of these outcomes, as well as benefits and perceptions from a 

wilderness trip to the everyday lives of participants, especially in young people that is 

specifically investigated after the trip, is minimal (Hanna, 1995; Leberman & Martin, 

2004). Some studies exist that do investigate far transfer of learning from wilderness 

experience programs with young people into their everyday lives, these being particularly 

relevant to my study. Those previous and relevant studies will be briefly reviewed next, 

alongside some mention of a gap in the literature related to this particular area of inquiry.   

Scholars that have specifically researched the concept of transfer of learning from 

a wilderness trip to an everyday context with young people have addressed the topic for a 

variety of purposes. Some researchers have investigated what general outcomes and 

learnings participants considered most “transferrable” to their home environments 
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(Sibthorp, 2003). Other researchers have investigated specific, predetermined learning 

foci (Haluza-Delay, 2001; Garst et al., 2001; Holman et al., 2003), while some have 

explored the specific program components that have contributed to successful transfer of 

learning (Furman, 2011; Holman & McAvoy, 2004). Others have extended previous 

researched on concepts of transfer by using the data from a previous research study and 

since have conducted more research to build upon previous findings (Cummings, 2009; 

Holman & McAvoy, 2004).  

There are components of each of the abovementioned studies that have provided 

insight into the complexity of this topic, and have contributed to the design of this present 

study. While the outcomes of each study vary according to the specific purposes, a 

collective view of these studies demonstrates the importance of conducting research not 

only during or immediately after the wilderness trip (near transfer) but also on transfer in 

the everyday context of the participants (far transfer). Conclusions from the studies stress 

the importance of designing research studies and employing methodologies that address 

experiences in the actual context of participants’ everyday lives and not only learning that 

is immediately perceived as transferrable (Cummings, 2009; Garst et al., 2001; Sibthorp, 

2003).  

For example, the results from Sibthorp’s (2003) qualitative study reported 

potentially far-reaching life lessons in the everyday lives of participants. Conducting 

interviews immediately after a 3-week long wilderness trip with 18 adolescent 

participants, Sibthorp investigated what program outcomes and learning was considered 

most “transferrable” to participants’ home environments. Participants reported significant 

learnings about both technical and “life” skills (i.e., personal awareness, social, 
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communication, tolerance and appreciation of others), however Sibthorp neglected to 

investigate these reported learnings in a post-wilderness trip context. Continuing research 

in participants’ everyday context is critical as distance and time away from the program is 

valued as a “deep and insightful” time period for the participants to understand the 

implications of the learning (Leberman & Martin, 2004, p. 182). Participants’ reflections 

of the wilderness trip in a different context and time to process the meaning of the trip 

(e.g., writing feedback on the wilderness experience post-program) can cultivate 

meaning-making as a way for transfer of learning to become relevant in their everyday 

lives (Leberman & Martin, 2004; Knapp, 1992). Sibthorp (2003) acknowledged this 

limitation within his own study, outlining the main focus of his study as exploring how 

transfer is fostered through course components during the actual trip, before the lessons 

are transferred home. Thus, he did not extend his research into the everyday lives of the 

participants. Sibthorp stated that most research on the transfer of learning from 

wilderness trips to other contexts is primarily based on immediate outcomes; thus, far-

reaching transfer must be considered within the study design in order to provide 

comprehensive results.   

While limited, there have been several studies that conduct this type of research in 

the everyday lives of participants, along with perceived learning outcomes immediately 

post-trip (Cummings, 2009; Garst at al., 2001; Haluza-Delay, 2001). Studies that have 

explored transfer in people’s everyday context have dominantly used qualitative data as 

the main (but not sole) means to gather participants’ perspectives (Furman, 2011). For 

instance, Haluza-Delay (2001) employed qualitative methods to investigate the 

experiences of eight 14-16 year-old young people on a 12-day multi-activity wilderness 
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trip in Alberta. Haluza-Delay compared participant observations recorded during the trip 

to multiple post-trip semi-structured interviews to explore their perspectives on nature 

and environmental actions when they returned home. Two semi-structured interviews 

were conducted after the wilderness trip with each participant. The first interview took 

place 8-14 days post-trip, and the second interview was conducted 6-months post- trip. 

The results of this study showed little application and transfer of environmental actions in 

the lives of participants post-trip. 

Garst et al. (2001) employed a mixed methods approach using both qualitative 

and quantitative methods to examine a particular learning outcome of self-perception 

from a wilderness trip, one that carries over into participants’ everyday environment. 

Using a sample of 58 young people attending 3-day wilderness trips, Garst et al. 

conducted semi-structured interviews and questionnaires immediately post-trip and then 

4-months post-trip, participant observation, and leader journaling. The results indicated 

that the wilderness trip did influence behaviour in terms of self-perception immediately 

post-trip, and some qualities continued 4-months post-trip. The research design relied 

equally upon both qualitative and quantitative methods to conduct this study. 

Additionally, trip leaders were asked to observe and rate the participants’ self-perception 

on each day of the trip. Both Haluza-Delay (2001) and Garst et al. did not provide much 

of a rationale as to why data was collected at the specific times within the first year after 

the wilderness trips. Additionally they provided too little discussion about the timing of 

the research in general, and how that timing may have impacted the results. 

 In 2009, Cummings conducted a study as an extension of a longitudinal study 

started by Goldenberg in 2006 that explored the immediate and long-term outcomes 
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experienced from participation in adventure education programs offered by Outward 

Bound and NOLS, comparing the initial data collected in 2006 with follow-up data 

collected in 2008. The purpose of Goldenberg’s studies was to gain a better 

understanding of the outcomes from wilderness adventure programs and the effects they 

had on participants’ lives. Cummings’ (2009) employed a means-end analysis to 

specifically understand the connections among the attributes, consequences, and values 

that participants reported as contributing to the outcomes, and how transfer could then 

occur. Similar to my study, Cummings’ methodology was designed to explore how and 

why the outcomes came about, as opposed to just “what” the outcomes were.   

 The study data was initially collected in 2006 by conducting semi-structured 

interviews in the last two days of the course with participants from courses with Outward 

Bound in the Rocky Mountains of Colorado and NOLS in the Wind River Mountains of 

Wyoming. In total, the participant pool consisted of 510 male and female participants 

(aged 14-21 years). Interviews conducted in 2006 from Goldenberg’s study and follow-

up telephone interviews conducted in 2008 comprised the data for this study. While not 

included in Cummings’ (2009) study, there have been annual interviews since 2006 and 

into 2010. Specifically noteworthy about this study is its length, the large number of 

participants, and the cross comparison of interviews taken at the time of the wilderness 

trips to the subsequent annual phone interviews (Cummings, 2009). While this study was 

not specifically exploring transference with only young people, the results of this study 

showed that some outcomes relating to self-respect, self-esteem, and self-confidence 

were reported as long-lasting impressions in people’s everyday lives over time.  

 Additionally, participant reports from Cummings’ study (2009) stated that the 
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program components which allowed for participants to positively reflect upon themselves 

and the wilderness trip itself (i.e., celebrating a sense of accomplishment during the trip), 

successively motivated participants to consciously transfer course benefits to their 

everyday lives (Cummings, 2009). However, in the results the term “transference” was 

frequently cited as an outcome, along with the other outcomes such as self-respect. Thus, 

while the results were positive in terms of predicting transference, there was too little 

information on how these benefits were practically applied into the everyday lives of the 

participants.  

These previous studies that have explored participants’ reports on learnings post-

wilderness trip have helped to lay a foundation for future studies (Cummings, 2009; 

Garst, et al., 2001; Sibthorp, 2003). For instance, Sibthorp’s (2003) participants reported 

a sense of accomplishment felt during the wilderness trip that they would like to transfer 

into their lives post-wilderness trip. Cummings’ (2009) longitudinal study also found that 

a sense of accomplishment was a main motivation for transference in his participants’ 

everyday lives 6-years post-wilderness trip, thus also providing some insight into 

Sibthorp’s previous prediction.  

Furthermore, Cummings’ (2009) entire study was based upon recommendations 

and results from previous literature, which is an indication of the substantial amount of 

literature pertaining to “immediate learnings” from the wilderness trip found within the 

studies reviewed here. For instance, Haluza-Delay (2001) found that many of the 

program components were reported as opportunities that allowed for participants to feel 

involved, be engaged in a natural setting, and feel challenged and successful in activities 

for personal growth. Sibthorp’s (2003) study also reported that the skills taught through 
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facilitated discussions on the trip (i.e., consciously observing other participants, 

consistent feedback exchanges between peers and leaders) were the skills most likely to 

be applicable to their everyday lives. 

Although past literature clearly indicates that wilderness trips can result in many 

different learnings for participants and that these are often valued as transferrable into 

their everyday lives, how these learnings are applied and transferred is understood less 

well. Thus, while there is limited empirical data that confirms these learning outcomes 

are transferrable, a number of studies have successfully used both qualitative and mixed 

methods to demonstrate transfer from participation in adventure programming (Holman 

& McAvoy, 2004; Sibthorp, 2003). Moreover, research that is conducted in the actual 

context of the everyday lives of the participants is minimal. In addition, inquiries about 

the program components that may contribute to transfer of learning used in the studies are 

often left unexplored.  

Perhaps most importantly, and regardless of the overview of previous and 

developing literature that explores the transfer of learning from wilderness trips to 

everyday lives, there is limited research that is explicitly focuses on the impacts from 

wilderness trips designed specifically for young people. Although many research reports 

have recommended that transfer of learning be investigated and many have suggested that 

qualitative research is a suitable methodology to explore the “how” and “why” of 

transfer, too few studies have yet taken up this “call.” This present study is designed, in 

part, to help fill that gap. In the following chapter, the study methods will be outlined. 
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Chapter 3: Methods 

Introduction 

The previous review of literature suggests there exists a gap related to wilderness 

trips and transfer to people’s everyday lives and resonates with some of my own 

experiences with struggling to understand how learning on and from wilderness trips 

transfers to everyday life. That review of relevant literature and those experiences have 

led me to the purpose of this study, to explore young people’s reports about how their 

participation on a wilderness trip has impacted their everyday lives. 

This next chapter will provide an overview of the methods that I used to conduct 

this research study. I will begin by situating myself as the researcher. Next, I will 

explicate my decision to employ qualitative research as the principle methodology. 

Following the methodology, I will explain my use of case study methods as a more 

specific form of qualitative research. I will then provide detailed information about the 

research process including: the study site; gaining entry; the participants and selection 

process; data collection procedures; data analysis, ethical considerations; delimitations; 

and, limitations.  

Locating Myself and Reflexivity 

A description of my personal connection to and interest with the subject, the 

participants and the organization related to this present research study is important for 

understanding my role as a researcher in this process (Creswell, 2003; Patton, 2002). 

Because I have a close personal connection to the study site and the topic itself, there is a 

need for reflexivity and a need to situate myself within this case study (Patton, 2002).  
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Patton (2002) described reflexivity as the researcher’s role “to undertake an 

ongoing examination of what I know and how I know it” (p. 64). Patton (2002) described 

reflexivity as a tool for the researcher to, “own one’s voice and perspective” within the 

study (p. 65), thereby acknowledging a researcher’s influence within the study itself.  In 

the following section, I will describe my previous experiences and education that has led 

to both my current epistemological stance on this present topic, and consequently, 

specific research queries in this study.  

In the fall of 2004, I enrolled as an Outdoor Recreation major in the Department 

of Recreation and Leisure Studies at Brock University. It was during my formal 

education at Brock University that I began to consciously question and critically reflect 

on my personal philosophies of outdoor education and leadership, an industry I had been 

involved with for several years before university. I found that intertwining my previous 

experiential learning in the “field” leading at various summer camps and teaching skiing 

and snowboarding, with forms of traditional education helped me to further articulate 

why I was so drawn to outdoor education. Above all else, I began to notice an entire 

community of people working towards the same goals as myself; that is, to empower 

people through outdoor experiences. Among my professors and peers, there was an 

ongoing conversation about being purposeful in our actions and how we delivered and 

practiced outdoor leadership. I was struggling to connect what I learned in various 

outdoor environments to my everyday life. How did my outdoor leadership philosophy fit 

into my actions and behaviours and who I was as an undergraduate living in a city? These 

are questions I have continually struggled with given that every summer I engaged in 
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outdoor education jobs and then returned to my everyday life as a student each 

subsequent September. 

During the summers of my undergraduate education, I worked for various 

companies as an outdoor leader, including a coordinator position at a summer day camp 

founded by a Family and Youth Services counselling centre in Orillia, and as an intern at 

an outdoor adventure therapy centre known as Boundless Adventures in Palmer Rapids. 

Most notable to the inspiration for this present research study, it was during these 

summer experiences that I began to notice the immediate impact of outdoor education on 

people who otherwise do not have the opportunity to engage in outdoor experiences. As a 

result, I was inspired to focus on facilitating outdoor education for populations who do 

not frequently participate in outdoor education or wilderness trips. This inspiration 

moulded my personal philosophy of how I wanted to direct my work as an outdoor leader 

and led me to a job that has gradually informed the very purpose of this present research 

study.  

After graduating from Brock University in 2008, I was employed by the Tim 

Horton Children’s Foundation (THCF). According to their website, the THCF is “a non-

profit, charitable organization committed to providing a fun-filled camp environment for 

children from economically disadvantaged homes” (www.timhortons.ca). One of the 

programs run by the THCF is the Youth Leadership Program (YLP) that facilitates 

wilderness trips for young people to develop leadership and interpersonal skills, part of 

which is hosted at the Tim Horton Memorial Camp (THMC) in Parry Sound, Ontario. I 

will explain more about the YLP later on in the chapter. If not for this funded program, 
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many of the young people who come to the program would likely not have the 

opportunity to attend a wilderness experience program.  

My position as a Wilderness Trip Leader for the YLP involved leading young 

people on 6-day canoe trips through Provincial Parks and facilitating four days of outdoor 

education activities on the camp property. This summer experience was similar to 

working at many of my summer jobs, as I immersed myself into a lifestyle of facilitating 

outdoor education for four months with the support of peers and leaders also working to 

provide positive wilderness experiences for young people.  

In the fall of 2008, after the summer of working with the YLP, I found it 

personally challenging to re-enter my everyday life.  I made a conscious effort to 

incorporate many of my “new learnings” that came from my summer experiences into 

daily practices in my everyday life. For instance, I wanted to maintain an environmental 

ethic about food consumption, which was easy to practice in the summer. In my everyday 

life post-summer, I attempted to buy foods with less packaging and to prepare more of 

my meals from scratch, similar to what I had experienced on wilderness trips. I 

eventually found this “new” ethic difficult to maintain without the support of like-minded 

people with whom I was surrounded with in the summer, as my friends and family at 

home were not doing the same, nor paid much attention when I tried to convince them 

otherwise. This example is one of many new learnings that I had difficulty with in my 

everyday life. I knew that my experiences from previous summers had impacted my 

everyday life because my outlook on many facets of life had changed, but I was 

struggling to understand how to change my behaviour and apply these lessons I had 

learned to match my new outlook on everyday life. 
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Thus, during the fall of 2008 as I struggled to integrate my experiences, I began to 

uncover a deep curiosity for the meaning of the trip experience for myself, but also for 

the young people who also experienced wilderness trips that summer. I began to wonder, 

what learning from the wilderness trips did these young people attempt to incorporate or 

transfer into their everyday lives? Were these young people impacted by the wilderness 

experience? If so, how? And what new learnings did they apply to their lives?  

In the summer of 2009, I returned to the THMC and was employed as a 

Wilderness Trip Specialist on the YLP leadership team, working as both a trip leader and 

a support source for the YLP trip leaders. With the responsibilities of this new position I 

became acquainted with many of the campers throughout each session and was able to 

develop a “bigger picture” insight into the everyday lives of many campers. During that 

summer, the questions I described above regarding transfer remained in my thoughts. The 

need to connect the wilderness experience to life after the program was and still is 

consciously at the forefront of my mind whenever I facilitate or guide wilderness trips; 

and thus, is at the forefront of this present study. 

After my 2009 summer employment for the YLP, I was invited to chaperone the 

Quebec City “Regional Meeting” held for the Tim Horton’s chain storeowners. At this 

event, a graduation ceremony is held, speeches of YLP success are presented, and the 

young people celebrate their completion of the program. As a chaperone, I was able to 

hear firsthand reports about the YLP participant experiences post-wilderness trip and in a 

non-wilderness trip context, and that intensified my curiosities about learning that is 

potentially transferred. It was during this Regional Meeting, that I began to seriously 

question how a young person participating in the YLP is impacted by, or transfers his or 
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her new learnings into their everyday lives. Given my previous roles with the wilderness 

trip portion of the YLP, I specifically questioned how a participant might transfer his or 

her new learnings from the wilderness trip into their everyday lives. 

After two summers of working as a guide and support staff for the YLP, I had led 

over 14 canoe trips for almost 100 young people and became familiar with returning 

participants and staff. At the Regional Meeting, many of the 45 graduates there knew me 

by name, and for some I had been their wilderness trip leader two summers before. Willis 

(2007) stated that acknowledging this familiarity and practicing reflexivity “makes us 

aware of issues and ideas that we could not see for ourselves” (p. 167). Thus, it is 

important that I also acknowledge and describe my familiarity with outdoor education 

and leaders, and specifically working with the YLP as the beginning of my reflexive 

process as a researcher to help limit my potential subjectivity on this very topic.  

The purpose of this study was to explore young people’s reports about how their 

participation on a wilderness trip has impacted their everyday lives. The queries that have 

guided this research study include: 

1. What do participants report as the most significant new learning on the YLP L4 

wilderness trip? How is it learned, and why is this lesson significant? Does this 

lesson still have relevance at home? If so, in what aspect? How is this lesson 

applied?  

2. What do participants report as other significant learnings or impacts from the YLP 

L4 wilderness trip? 

3. How does the wilderness experience program that facilitates the L4 wilderness 

trip prepare for transfer before, during, and after the program? 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

73 

Recalling Patton’s (2002) aforementioned use of reflexivity as a tool for the 

researcher, I do know that the transfer of a wilderness trip is not easily detected in a 

participant’s everyday life, and I know this because I have had personal experiences when 

I have returned to my everyday life after a wilderness trip. However, I do believe it is 

important to acknowledge that my experiences do not imply that the young people of the 

YLP necessarily or automatically also have had this experience. As I evolved from the 

stance of a wilderness trip facilitator to a primary researcher, I attempted to understand 

the many experiences of young people through the above queries that were designed to 

facilitate reflection about their lived experiences. 

Investigating the lived experiences of participants is broadly referred to as an 

“interpretive” approach as a conceptual framework to conduct research (Willis, 2007). 

Interpretivism is a research approach that provides insight into the many ways people 

view their world realities, and how people construct their realities through experiences in 

response to their environments (Lincoln & Guba, 2005; Willis, 2007). Thus, 

interpretivism can be grounded in what is known as constructivism, a way of interpreting 

“reality [that] is socially constructed and can only be understood in context” (Willis, 

2007, p. 54). Thus, interpretive research does not aim to separate the participants’ 

reflection of the experience from the context of the studied phenomenon, but aims to 

explore the experience as a part of understanding the “whole” phenomenon (Denzin & 

Lincoln, 2005).  

Furthermore, given that interpretivism is based on the “inherent subjectivity” 

(Willis, 2007, p. 160) of an individual’s construction of reality from experiences and 

environments, there is no one universal “truth” of reality within a phenomenon using this 
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research paradigm. Thus, it was my aim as the primary investigator to ground this study 

in an interpretivist approach as a means to better understand the constructed realities of 

participants’ experiences within this phenomenon. Lincoln and Guba (2005) and Willis 

(2007) suggested that qualitative research inquiry is suitable for interpretivism and 

favours research questions that explore social realities such as those above that guided the 

purpose of this study, which will be explained in the following section. 

Methodology 

 Qualitative research. In the present research study, a qualitative research 

approach was chosen to inform the research process and as a means to best serve the 

aforementioned interpretive conceptual framework and the purpose of the study. 

According to Willis (2007), the purpose of qualitative research is to gain “situated or 

contextual understanding, not truth” (p. 188) and insight into how participants experience 

a phenomenon. Furthermore, Patton (2002) insisted that the “quality of insights generated 

is what matters, and the number of such insights” (p. 7). Thus, qualitative research is a 

commonly used as a foundational approach in the social sciences concerning human and 

social interaction (Patton, 2002). More specifically, qualitative inquiry is a means to gain 

personal perspectives from participants through particular methods of communicating 

stories (Patton, 2002). Given that the purpose of this study and the abovementioned 

guiding research questions focused upon communicating participants’ personal 

perspectives and stories as reports of how their participation on wilderness trip 

experiences has impacted their everyday lives, qualitative inquiry was best suited for this 

study. 
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 Accordingly, qualitative inquiry as a foundational approach outlines some 

theoretical assumptions that specifically informed the design of this research study 

(Willis, 2007). As previously mentioned, qualitative research places value on the 

perspectives of the participants as a main “voice” of the research study, assuming that 

multiple perspectives alongside the primary researcher will best answer the research 

questions (Willis, 2007). Thus, together with the above-mentioned interpretive paradigm, 

Willis (2007) stated that qualitative research “tends to look at the subject matter 

holistically, and within the larger context it resides” (p. 211).  

Given the above characteristics, qualitative research serves as a broad foundation 

for a variety of specific research methodologies that help to tell stories of participants’ 

experiences within a particular phenomenon (Patton, 2002). The research methodology 

for a study should be chosen by a “design that shapes our choice and use of particular 

methods and links them to the desired outcomes” (Crotty, 1998, p. 7). Thus, given the 

holistic foundations of qualitative research and the purpose of this study, the 

methodology employed is a case study approach. This next section will provide a more 

detailed description of this chosen methodology. 

Case study methodology. A case study, as described by Merriam (1998) is an, 

“examination of a specific phenomenon such as a program, an event, a person, a process, 

an institution, or a social group” (p. 9). Patton (2002) described case studies as “holistic” 

and “context sensitive,” two of the primary themes of qualitative inquiry (p. 447). Patton 

also referred to a case study as an extension of an experience influenced by its context. 

Yin (2003) suggested that a case study approach be employed when, “how and why 

questions are being posed, when the investigator has little control over events, and when 
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the focus is on a contemporary phenomenon within some real-life context” (p. 1). A case 

study methodology, according to Yin (2003), should be employed when the researcher 

has considered the three following guiding conditions: “1) the type of research question; 

2) the control an investigator has over actual behavioural events; and 3) the focus on 

contemporary as opposed to historical phenomena” (p. 1).  

Yin (2003) advised that the first guiding condition of a case study is to construct a 

suitable purpose for the study. The purpose should be well articulated, exploratory, and 

such that it generates information-rich queries (Yin, 2003). As mentioned above, the 

purpose of this study was to explore young people’s reports about how their participation 

on a wilderness trip has impacted their everyday lives. More specifically, the main query 

of this case study focuses on how does participation on wilderness trips generate new 

learnings and why and how are these new learnings from the wilderness trips significant? 

Yin also stated that what questions can also be used within a case study to link why 

questions to a context. For instance, and relevant to this study, one query that was 

explored was, “What specific new learnings are reported as being impactful by 

participants post-participation on a wilderness trip?” These questions helped to formulate 

the purpose of the study, and also indicated that a case study was the most suitable 

approach to provide the participant, the researcher, and the reader with understanding into 

this unique experiential knowledge (Yin, 2003). 

The second guiding condition of a case study is to acknowledge that the 

researcher holds little influence or control over actual behavioural events, given that 

qualitative case studies are not examined in a “controlled environment” (Yin, 2003, p. 1). 

This guiding condition provides a context for the researcher to anticipate and prepare for 
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unexpected developments, events, or findings that may surface during the research study. 

I, as the researcher, did not have control over the events that occurred on the wilderness 

trip or on the everyday life experiences of the participants, given I was not present for 

any of the wilderness trips, nor present in the everyday lives of the young people. 

Yin’s (2003) third guiding condition of employing a case study approach is “the 

focus on contemporary as opposed to historical phenomena” (p. 1). Similarly, Willis 

(2007) suggested that when conducting a case study, the researcher should focus on the 

unique advantages of studying “real” people in “real environments” as a contemporary 

social phenomenon. This study was focused upon a contemporary phenomenon that 

encouraged participants to be reflective of their personal lived experiences on wilderness 

trips alongside their experiences in their everyday lives. Thus, the research was designed 

to frame both experiences, and took place during the present everyday lives of the young 

people. Further details describing this process will follow later in this chapter.  

Under these initial research design considerations that compose a broad 

framework for a case study, Yin (2003) proposed five specific components of employing 

a case study approach: “1) a study’s questions [purpose]; 2) its propositions [research 

questions], if any; 3) its units of analysis; 4) the logic linking the data to the propositions; 

and 5) the criteria for interpreting the findings” (p. 21). The first and second of Yin’s case 

study components have already been discussed in this section, informing the use of 

qualitative research and the choice of employing a case study approach. The third case 

study component “units of analysis” are described as what constitutes a “case” for the 

study. Yin (2003) suggested that cases could be “individuals, organizations, processes, 

programs, neighbourhoods, institutions, and even events” (p. 17).  For this study, the 
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primary cases in this study will be young people (i.e., ranging in ages from to 17 to 18 

years) who will compose a set of cases, each contributing to the “whole” case study. Yin 

(2003) stated that, “the same study may contain more than a single case” (p. 23), referred 

to as a “multi-case study.” According to Yin multiple cases within a “whole” case will 

allow room for deeper analysis, and therefore more robust and reliable results.  

Similar to Yin (2003), Patton (2002) stated that “cases” can often be people, 

however “the main focus of data collection will be on what is happening to individuals in 

a setting and how individuals are affected by the setting” (p. 228). Thus, more than just 

the individuals’ experience must be investigated, as other people and the environment can 

influence the participants’ experiences (Patton, 2002). These influences and situations are 

investigated to “bind” a case as a methodology that interprets experiences across the 

individuals involved while providing a holistic understanding of the “overall” case 

(Patton, 2002). Such binding factors should reflect the initial research purpose and 

questions. For example, if a research question asks how an organization influences a 

specific component of a program (e.g., the preparation for transfer during and after the 

program), the gatekeepers of that organization who design and directly influence the 

specific program component should be included as a binding factor (Patton, 2002).   

Yin’s (2003) fourth component of a case study approach is “the logic linking the 

data to the propositions” (p. 21). To that end, when conducting a multiple-case study, the 

research process should be conducted as if replicating an experiment, with identical 

methods and research conditions being undertaken for each individual case (Yin, 2003). 

To frame each individual case within this particular study, multiple methods of collecting 

data sources from the binding factors (the participants, the parents/legal guardians, and 
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the documents) were used to gain a holistic understanding of the context, perspectives, 

meaning, and characteristics of the participants involved (Yin, 2003).  This approach of 

selecting a combination of data sources in a research study is frequently used in 

qualitative data and is called triangulation (Patton, 2002). Triangulation not only explores 

multiple data sources from the participants to anticipate the same results from each case, 

but serves as an approach to “test for consistency” among the data sources from the 

binding factors that contribute to a case (Patton, 2002, p. 248). Thus, in this study, 

interviewing the young people and the parents/legal guardians, alongside attaining the 

“end-of-session” participant paperwork served to triangulate the data. More explanation 

about these data collection methods will be detailed further on in this chapter. 

Finally, Yin’s (2003) fifth component of a case study approach included “the 

criteria for interpreting the findings” (p. 21). Yin emphasized that previously outlining 

how whereby the method for which the researcher intends to interpret the findings or 

analyze the collected data is key to managing the whole case study. Similarly, Patton 

(2002) suggested, “how one compares and contrasts cases will depend on the purpose of 

the study and how the cases were sampled” (p. 452). Patton suggested that once the data 

has been collected through the appropriate methods and data sources that best “fit” the 

initial research inquiry, then the researcher can view the data from the binding factors as 

a holistic, comprehensive, “case.” 

Furthermore, Patton (2002) suggested that a case study approach encourages the 

use of both inductive and deductive analyses procedures at different points as a means to 

locate themes within the collected data. Inductive analysis is a means of “discovering” 

patterns and themes from the raw data; such inductive analysis was used during the initial 
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phases of data analysis of the current study for content organization and reduction. As the 

analysis progressed, the process then became more deductive in nature, and the data was 

examined in reference to the previously established theoretical thought and literature 

(Patton, 2002). Each case study component from above will next be discussed in more 

detail. 

Research Methods and Processes 

The following sections describe the study site, gaining entry to the study site, the 

selection of participants and sampling procedures that were employed for this multi-case 

study. These will be described in detail as a means to further explain the “whole” case 

and its binding factors. Ethical considerations, the employed methods of data collection 

followed by the data analysis procedures, delimitations, and limitations of this study will 

also be explained in detail.  

Study site. The study site for a case study should be selected to holistically 

explore the purpose of the research study and be suitable for exploring binding factors 

throughout the entire research process (Stake, 2005). For this study, the primary site was 

the YLP, a branch program within the THCF, hosted at the THMC in Parry Sound and 

the Tim Horton Onondaga Farms in St. George, Ontario.    

As previously mentioned, the THCF is a non-profit, charitable organization that 

provides opportunities for economically disadvantaged children across Canada and some 

regions of the United States to attend summer camp (Tim Horton’s, 2009). Ron Joyce, a 

co-founder of the popular Canadian Tim Horton’s chain, founded the THCF in 1974. 

According to the THCF, Ron Joyce began the foundation “to honour Tim Horton's love 
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for children and his desire to help those less fortunate” (Tim Horton’s, 2009). The first 

camp built was the THMC in Parry Sound, Ontario. 

Presently, the THCF operates five camps in Canada and one camp in the United 

States. The THCF uses a unique method of selecting children and youth to attend these 

camps. In partnership with the Tim Horton’s chain, children local to Tim Horton’s stores 

are nominated through agencies, schools and other social programs and selected by 

storeowners to attend the THCF camps. Through this form of local, community store 

sponsorship, thousands of children have been given the opportunity to attend a ten-day 

session at one of the camps (Tim Horton Children’s Foundation, 2009). The main age 

demographic served by the THCF camps is young people, 9-12 year olds. Typically, 

children attend these “residential” camps only once.  

However, within this larger program structure there is a smaller program 

previously mentioned as the YLP that is designed for young people ages 14-18 years. The 

program holds similar values to the residential camp but with different activities, such as 

wilderness trips and a different program curriculum (described in detail below). The YLP 

is a “next-step” program from the residential camp experience with the THCF, as many 

of the young people who attend the YLP are invited to return after their experience with 

the residential program. Some of the YLP youth participants are invited from their local 

communities at the age of 14 years, and were previously not apart of the residential 

program. Participants, known as campers, are either flown in or driven from one of the 

ten provinces of Canada to participate in the YLP. Throughout the duration of the 

program, a session may not be to maximum capacity for YLP participants, and a young 

person may be invited to join the YLP in L2, L3, or L4. These participants are known as 
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“parachute campers.” Not all of the participants that join the YLP (from residential or 

parachute) graduate from the program due to a number of life circumstances, such as 

acquiring a summer job or visiting a family member for the summer. Participants that 

demonstrate sub-par behaviour may not be asked to return the following summer.  

The YLP is divided into five numerically titled levels (e.g., “Leadership 1” (L1)). 

Unlike the other THCF residential camp programs in which participants only attend once, 

this program takes five years to complete as young people “graduate” from one level to 

another, completing one of the five levels for each of the five summers they participate. 

The YLP is hosted at two of the five THCF sites. L1 and L5 operate at the Tim Horton 

Onondaga Farms in St. George, Ontario and L2, L3 and L4 operate at the THMC in Parry 

Sound, Ontario.  

Each level of the program is designed to introduce new challenges and to build 

upon previous summer experiences. L1 is an introductory program focused upon team-

building and social initiatives. L2 (Wilderness Expedition), L3 (Self-Discovery), and L4 

(Climbing to Higher Ground) are held at the THMC, and the main program component 

for each of those years is a wilderness trip, used as a tool to learn and practice leadership, 

to develop personal and social growth, and to teach basic wilderness skills. Of the 5-year 

program, L2, L3, L4 are the most relevant levels for this study, given these levels are the 

only ones with a wilderness trip focus.   

Logistically, the THMC invites over 500 youth for six ten-day summer sessions to 

experience a wilderness canoe trip and outdoor activities. In the summer of 2009, the L2 

wilderness experience consisted of a 4-day canoe trip in Massasauga Provincial Park. L3 

consisted of an intense 6-day canoe trip in either the North or South of Algonquin 
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Provincial Park, and L4 involved a 6-day canoe trip in either Killarney Provincial Park or 

Temagami Provincial Park. Seven campers and two guide staff comprised one wilderness 

trip group. While the wilderness trip logistics vary from group to group, generally 

participants are allowed to have one 30 litre dry sac for their sleeping bag, clothing and 

any basic personal items (i.e., book, journal, or tooth brush), excluding any electronics. 

The rest of the gear for the trip is communal and minimal, setting a tone for group 

dynamics and embracing the outdoors.  

Furthermore, in 2009 the L2, L3 and L4 used a specific graduated program 

curriculum that is supposed to be facilitated on each wilderness trip. YLP wilderness trip 

leaders were given a Staff Trip Journal with each of the curriculum topics for each year 

outlined. Each of the topics are known as “The Foundations” and the YLP had an open 

resource binder of lesson plans and activities that trip leaders could browse through and 

also contribute ideas. Thus, while there are no specific activities that trip leaders must 

facilitate, trip leaders are encouraged to facilitate the topics in a variety of ways that are 

fitting for the participants on their trip. In L2, the curriculum is designed to introduce 

campers to all aspects of a wilderness canoe trip and also to the basic concepts of 

leadership and group dynamics. In L3, the “Foundations” include constructive feedback, 

self-identity and conflict resolution. While all three wilderness trip levels (L2, L3, L4) are 

relevant to this study, the L4 curriculum is the main focus for this study, as the primary 

participants completed the L4 wilderness trip in 2009. The L4 curriculum is the most 

interpersonally intensive trip and includes topics such as goal-setting, over-coming 

obstacles, role models, and decision-making.  
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At the end of a wilderness trip with the YLP, the campers are provided with an 

“end-of-session paperwork” package to complete. This paperwork package consists of a 

Personal Action Plan (see Appendix A), a Participant Evaluation Form (see Appendix B), 

and two blank pieces of letterhead for participants to write a letter of thanks to their 

financial sponsor (the aforementioned local storeowner), and a “letter to themselves” to 

be mailed at a later date. The Personal Action Plan consists of a 2-sided form asking 

specific questions about long and short terms goals pertaining to the participants’ 3-, 6- 

and 12-month plan immediately following the wilderness trip. Participants are also asked 

to write down how they plan to achieve the goals they set for themselves at those three 

time periods. The Participant Evaluation Form asks participants to evaluate the 

wilderness trip program through responses to short-answer questions such as favourite 

and least favourite aspect, responses about their facilitators and recommendations for the 

program. The Participant Evaluation Form also queries the participants to self-evaluate, 

through short answer questions, such as their perceived strengths and weaknesses on the 

trip, contributions to the group, noteworthy moments of the trip, moments that they are 

proud of, as well as new skills learned and goals they may have set while on the 

wilderness trip. The purpose of this evaluation is to improve the wilderness trip quality 

and to provide an opportunity for post-trip reflection.   

The last of the YLP levels, L5, held at Tim Horton Onondaga Farm, is an 

advanced leadership level that focuses upon skills such as public speaking, advanced 

group dynamics, and critical reflections of participants’ experiences. While participants 

on in L1 and L5 participate in outdoor activities such as high-ropes courses or 
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environmental education programming (i.e., animal and food management), participants 

do not partake in a wilderness trip during those first and last summers.  

Upon completion of L5, final graduates from the YLP attend a business meeting 

in the autumn following their L5 summer, entitled the Regional Meetings. These 

meetings take place in the region of the local Tim Horton’s chain storeowners. At this 

meeting, the graduates meet and spend time with their Tim Horton’s storeowner sponsor, 

attend the graduation ceremony, listen to speeches of YLP successes and celebrate their 

completion of the program. Also at graduation, graduates can apply to receive a life-long 

bursary to support their post-secondary education. From my own aforementioned 

experiences working with the YLP as both a guide and as a support source for the staff, it 

is obvious that I am intimately linked with both the organization and the investigated 

phenomenon.  

Gaining entry. Gaining entry to the study site can be achieved by completing two 

steps: attaining approval to conduct research from the gatekeepers, and to be physically 

present at the study site upon collection of research (Patton, 2002). The General Manager 

was viewed as the gatekeeper because she oversees the L2, L3 and L4 of the YLP at the 

THMC, and she is on the Board of Risk Management for the THCF.  In October 2009, I 

wrote a Letter of Proposal (see Appendix C), within which I communicated my intent to 

conduct research and sent this letter to the General Manager to be shared with the Risk 

Management Committee. In June 2010, I received a Letter of Approval (see Appendix D) 

on company letterhead confirming that I could advance with the research. 

Securing the approval and support from the THCF, I was given the contact for the 

YLP Registrar at the THCF Home Office. The YLP Registrar had access to all the 
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information necessary to collect the data for this study. According to Patton (2002), the 

second step of gaining entry is to be physically present at the study site. Due to the nature 

of the study design that did not require me to attend the wilderness trips nor be present in 

the everyday lives of the participants, contacting potential participants and some of the 

data collection was done electronically.  

Participants and sampling procedures. According to Patton (2002), the number 

of participants selected as cases is dependent upon the nature of the initial research 

questions and the design of the “whole” case study. Yin (2003) suggested that six to ten 

cases in a multiple-case study could effectively explore the initial research queries. Given 

the purpose of this study and the context of the YLP study site, six primary participants 

graduating from the YLP were used as the sample for this study.  

The primary participants for this study were young people who graduated from 

the YLP in 2010. The participants completed L4 in 2009 and L5 in 2010. Thus, in the fall 

of 2010 the primary participants graduated from the YLP and formed the primary cases 

of this multi-case study. These graduates were not the only participants within this study; 

the parents/legal guardians of these selected young people, as well as three of the YLP 

Staff (i.e., General Manager, Program Supervisor, and Program Coordinator) were also 

included as participants that served as binding factors that contributed to the “whole” 

case study. To select the YLP participants as primary cases for this study, and therefore 

the parents/legal guardians of the participants, a purposeful sampling method (Patton, 

2002) was employed. 

Patton (2002) described purposeful sampling as a way to “select information-rich 

cases strategically and purposefully” (p. 243); hence, such sampling is commonly used in 
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case studies. Purposeful sampling is, “based on the assumption that the investigator wants 

to discover, understand, and gain insight and therefore must select a sample from which 

the most can be learned” (Merriam, 1998, p. 61). More specifically, recent YLP graduates 

and consequently their parent/legal guardians were selected for their potential ability to 

contribute to the understanding of the phenomenon under investigation. Furthermore, 

Patton’s “criterion sampling” strategy was adopted as a form of purposeful sampling. 

Patton (2002) described this form of sampling as a filter that meets “some predetermined 

criterion of importance” (p. 238) to enhance the study.  

The purposeful sampling criterion that I designed to select the primary 

participants, and therefore their parent/legal guardians, included: 

1. Participants will have attended the YLP L4 wilderness trip in the summer of 

2009. 

2. Participants will have subsequently completed L5 and therefore completed the 

YLP in the summer of 2010. 

3. Both the participant and the parent/legal guardian will have signed the 

Informed Consent Form. 

4. Participants will be residents of Ontario and will be attending the graduation 

ceremony in the fall of 2010 at the Toronto Regional Meeting. 

5. Participants are three females and three males (to attain a demographic 

balance).  

By employing this sampling method (Patton, 2002), I selected participants that 

have some experiences and characteristics in common, which is frequent in qualitative 

case study research (Yin, 2003). It was expected for the participants to have some 
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differences among their personal experiences with the YLP, given that the participants 

were each on separate wilderness trips. However, through their various L4 wilderness trip 

experiences I anticipated that how these experiences impacted their everyday lives to be 

distinctly different among the individuals, despite the shared experience.   

In September 2010, the YLP Registrar electronically sent me a list of contact 

information (i.e., names and email addresses) of 16 possible participant candidates that fit 

the abovementioned criterion. In turn, I then sent emails addressed to sets of both the 

young person and the legal/parent guardian on the list with an Introductory Cover Email 

(see Appendix E), a Letter of Invitation, which outlined the proposed research methods, 

participation criteria, issues of confidentiality and the intention of the research study (see 

Appendices F & G) and an Informed Consent Form (see Appendices H & I) explaining 

the criteria and the intent of the study. The first three females and the first three males 

that positively responded to this email, by consenting to the study, and who had mailed 

the signed forms to Brock University were selected as the primary participants, and 

therefore were included as cases for this study.  

As previously mentioned, case studies are designed to collect data from multiple 

sources, which is congruent with the spirit of qualitative research (Creswell, 2007; 

Merriam, 1998; Patton, 2002; Yin, 2003). Thus, the data collection procedures included 

participant interviews with the young people, parents/legal guardians, and program staff; 

and, collecting documents. 

Data collection procedures. Recalling Yin’s (2003) components of a case study, 

data collection should be reflective of the researcher’s “logic linking the data to the 

propositions” (p. 21). Patton (2002) and Yin among other case study scholars, stated that 
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when collecting data, or “evidence” for a case study, a combination of sources (e.g., 

documents, archival records, interviews, focus groups, direct observation, participant 

observation and physical artefacts) can be used to bind a case. Yin cautioned that using a 

combination of too many methods could be overwhelming and too extensive to serve the 

purpose of an initial research query. Furthermore, Yin (2003) advised the researcher to 

create a careful “chain of evidence (explicit links between the questions asked, the data 

collected, and the conclusions drawn)” (p. 83) as a guide to use the “most fitting” 

methods for the case study.  

The aforementioned research questions that guided the purpose of this study 

include: 

1. What do participants report as the most significant new learning on the YLP L4 

wilderness trip? How is it learned, and why is this lesson significant? Does this 

lesson still have relevance at home? If so, in what aspect? How is this lesson 

applied?  

2. What do participants report as other significant learnings or impacts from the YLP 

L4 wilderness trip? 

3. How does the wilderness experience program that facilitates the L4 wilderness 

trip prepare for transfer before, during, and after the program? 

Therefore, given these research questions, the selected study site/context, and the 

participant demographics, the following data collection methods were employed: 

interviews (with the six young people graduating from YLP as primary participants, with 

the six parent/legal guardians of the primary participants, and with the three YLP Staff); 

and, collecting written documents (the end-of-session paperwork) completed by 
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participants immediately post-wilderness trip, as well as the official vision and mission of 

the YLP and the THCF. Each of these methods of data collection will be explained in 

more detail next.  

Interviews. Yin (2003) described the interview as often the most valuable 

component of a case study, and represents the main method of data collection in this 

study. Kvale and Brinkman (2009) suggested that interviews are effective in qualitative 

research because they can provide considerable quality and quantity of data when 

examining the lived experience, an aforementioned foundation central to qualitative 

research. Further to that, interviews may uncover perspectives initially overviewed by the 

participants, along with gathering data that is pertinent to the research questions 

(Creswell, 2007).  

Interview guides and protocol. Three separate interview guides were designed 

according the participants in this study: the young people; parents/legal guardians; and 

the YLP Staff (see Appendix J, K, & L). My interview guidelines were developed to 

prompt stories, share reflections and reports about new perspectives that “both inform 

and inspire” the initial research query for each of the participants interviewed (Willis, 

2007, p. 244).  

A general interview guide approach with semi-structured guidelines was used in 

designing the interviews (Patton, 2002). This approach was chosen for several reasons. 

Firstly, a general interview approach provided a structured outline to use with 

participants, which created some consistency among the interviews and ensured that all 

topics were addressed. The interviews themselves once underway, took on a semi-

structured design based off of this general approach. Semi-structured interviews are 
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supposed to be “open-ended and assume a conversational manner, but you are more 

likely to be following a certain set of questions derived from the case-study protocol” 

(Yin, 2003, p. 90). These types of interviews follow a guideline of scheduled prompts for 

certain questions; however, the responses and questions from both the interviewer and 

interviewee may “wander” from the guideline (Kvale & Brinkmann, 2009), allowing the 

interviewee to discuss new insights and reflections. In fact, this allowance of open 

discussion is what makes the data from interviews “rich” (Kvale & Brinkmann, 2009). In 

the end, this is how I designed and approached my interviews and this blended mode of 

general and semi-structured worked well for collecting data my study. 

Further to that, in accordance with the guiding research questions for this study, 

encouraging the answers to be solely generated from the participants without my 

influence as a researcher was important. Thus, as a novice interviewer, I felt this semi-

structured approach provided me with an opportunity to develop interview skills by 

engaging in a “conversation” style interview, with the aid of pre-established interview 

questions, all with a focus on the purpose of my research.  

A digital voice recorder was used to record all of the interviews. Prior to the 

interview, the purpose of the study was reiterated and the participant was informed that 

the digital voice recorder could be stopped and started at any requested time. I also 

reminded the participant that he or she could withdraw from the study at anytime without 

penalty. Signed Informed Consent forms with all the necessary signatures were either 

mailed to Brock University before the interviews (young people and parents/legal 

guardians) or completed at the time of the interview (YLP Staff). Each of the interviews 

with the young people lasted an average of 30 to 45 minutes, interviews with the 
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parents/legal guardians lasted 45 to 60 minutes, and the interviews with the YLP Staff 

lasted from 60 to 90 minutes. In total, 15 people were interviewed. Permission was 

obtained at the time of the interviews to contact participants again to ensure accuracy of 

the original interview. 

Interviews with the primary participants. In late October 2010, I interviewed six 

young people (three males, three females) graduating from YLP as the primary 

participants of this present study. Given the purpose of this present study, the main focus 

of these interviews was to generate reports about the young people’s experiences with 

their participation on the L4 wilderness trip in 2009, approximately 14 months after their 

last wilderness trip at the THMC. The interview guideline was specifically designed for 

the young people to report on their L4 wilderness trip experiences in the summer of 2009 

and how it has impacted their everyday lives since completion of that trip.  

The interviews with young people were conducted over a weekend at the 2010 

Toronto Regional Meeting for Tim Horton’s storeowners, and also the site of the 2010 

YLP Graduation. The Toronto Regional Meeting was held at a hotel in downtown 

Toronto, and the interviews were conducted in the main lobby of the hotel, large hallways 

that had seating areas, and vacant lobby staircases throughout the hotel lobbies. The 

locations of the interviews were determined based upon the participant’s availability 

throughout the YLP Graduation weekend, and were conducted at all different times 

including before, during and after meetings, events and the graduation.  

Interviews with parents/legal guardians of primary participants. In addition to 

interviewing the six primary participants, I interviewed by telephone one of the 

parents/legal guardians for each of the selected primary participants. Interviews with the 
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parents/legal guardians were a “binding” factor contributing to the whole case study, and 

more specifically was a secondary insight into how their son or daughter’s participation 

on a wilderness trip has impacted his or her everyday life. Interviews with the 

parents/legal guardians were thought to generate additional insight into the phenomenon 

being investigated, given that the young people were not in the direct context of their 

everyday lives when interviewed at the Toronto Regional Meeting. Additionally, the 

parents/legal guardians’ reports were anticipated to add some insight to the reports of the 

young people, as they would have potentially observed the impacts of the program on the 

everyday lives of their children. Interviews with parents/legal guardians were conducted 

between November 2010 and March 2011 when there was time available, and after the 

interviews with the young people were completed. The parents/legal guardians provided 

their telephone numbers when the telephone interviews were arranged through email 

exchanges from the original invitational email.  

Interviews with the YLP Staff. Interviews were conducted with three of the YLP 

Staff of the THMC in Parry Sound, Ontario. The YLP Staff included the General 

Manager, the Program Supervisor, and the Program Coordinator, and were interviewed as 

another “binding” factor of the whole case study. In these interviews, the focus the third 

guiding question of this study: how does the wilderness experience program that 

facilitates the L4 wilderness trip prepare for transfer before, during and after the 

program? 

As year-round employees for the THMC, the General Manager, Program 

Supervisor, and Program Coordinator directly plan and prepare the logistics and 

programming of the YLP wilderness trips. More specifically, the General Manager 
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oversees the day-to-day operations and all of the program managers, and the Program 

Supervisor oversees the L2, L3 and L4 programs for the YLP, hires the staff and is the 

YLP Risk Manager. The Program Coordinator supervises the YLP trip leaders, day-to-

day logistics of the YLP and behavioural risk management. The initial research plan for 

this study was to solely interview the General Manager however, upon further inspection 

of the described roles of the staff in the YLP, additionally interviewing the Program 

Supervisor and Program Coordinator provided further opportunity to discuss the topic of 

this study from various perspectives with the YLP Staff.  

In October 2010, the interview with the General Manager lasted approximately 90 

minutes, and was conducted at the THMC in October 2010.  The interview took place in 

the boardroom located at the THMC, as it provided a quiet space that incurred few 

interruptions. Also in October 2010, the Program Supervisor was interviewed during the 

weekend of the Regional Meetings in a large, central urban commuter railway station, 

downtown Toronto. The interview took place in the corner of a seating area where there 

were only a few disturbances, given the setting. Finally, in January 2010 the Program 

Coordinator was interviewed by telephone. The interviews with both the Program 

Supervisor and the Program Coordinator lasted approximately 60 minutes each. 

Documents. According to Yin (2003) documents are a valuable source of data 

collection and can provide objective facts about a case, as well as provide a holistic 

multi-perspective view of a case. Documents can provide considerable strength to a study 

as a source of evidence, as they are “stable, unobtrusive, exact, and provides broad 

coverage of the timing, events and settings within a case” (Yin, 2003, p. 86). In this 

study, I collected two types of documents: first, the official vision and mission of the 
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YLP; and second, the YLP end-of session paperwork documents (i.e., Personal Action 

Plan, and Participant Evaluation Form) completed by the young people immediately post-

wilderness trip in 2009.   

An advantage of using the mission and vision statements of an organization as a 

relevant document in a research study is that it is unobtrusive to the case (Yin, 2003). The 

collection of the mission and vision statement is recommended by Patton (2002) because 

it can reveal goals and decisions of the organization otherwise unknown to the researcher, 

outline aspects of the organization that are in place before the investigation begins, and 

provide information that may not otherwise be observed. Thus, the official vision and 

mission of the Tim Horton Children’s Foundation was retrieved from the official Tim 

Horton Children’s Foundation website in October, 2010. As such, no contact with any 

participants or gatekeepers was required, as it is publicly accessible at any given time. 

The second form of document collection is the “end-of-session” paperwork 

completed in the summer of 2009 by individual participants on the last day of their L4 

wilderness trip. As previously outlined, parts of this end-of-session paperwork included 

the Personal Action Plan and the Participant Evaluation Form. The participants’ “letter to 

themselves” and a letter of thanks to their storeowner were not available due to 

traceability. The participants were aware at the time of writing the end-of-session 

paperwork in 2009 that some of the YLP Staff would be reviewing the documents as the 

forms are used not only as personal reflections but also as feedback for the YLP Staff and 

trip leaders, and about the program. Participants did not sign consent to this form, as it 

technically belongs to the THCF Home Office in St. George, Ontario however, it was 

stated in the Letter of Invitation that I would be viewing and analyzing said documents.  
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The documents are kept filed at the THCF Home Office. In March 2011, the YLP 

Registrar electronically sent me copies of the corresponding L4 end-of-session paperwork 

from the summer of 2009 for each of the primary participants. These documents were 

collected in an effort to provide insight into the context of the wilderness trip from each 

primary participant’s perspective, immediately post-wilderness trip.  

Data analysis. Patton (2002) stated that data analysis “constitutes a specific way 

of collecting, organizing, and analyzing data; in that it represents an analysis process” (p. 

447). Patton (2002) suggested that the point of data analysis is to both tie together data 

and to embrace data in a purposeful way as a means to better understand the people 

studied. Both Patton and Yin (2003) stated that case study “best practices” should have a 

data analysis plan or strategy to manage all of the data collected, and that plan should 

outline how the researcher plans to compare the data across cases to create the whole case 

study. Merriam (1998) and Patton suggested that a qualitative case study should employ a 

continuum of analysis that is both within-case and cross-case. Case study research should 

also employ both inductive and deductive analyses. This next section will describe the 

way in which data analysis was conducted for this study. 

Formal data analysis began after all the data was collected and transcribed. 

Interviews were recorded verbatim on the digital voice recorder and recorder files were 

transferred electronically as individual sound files onto the computer. The sound files 

were manually transcribed word for word using a word processor program. The 

interviews were transcribed verbatim to capture what Kvale and Brinkmann (2009) 

described as, “the undigested complexity of reality” (p. 463) that exists in human 

conversations. The end-of-session paperwork documents and the retrieved mission and 
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vision were also manually transcribed word for word so that the data was organized into a 

similar format to the interview transcripts.    

After the transcribing process, I created a “case study database” (Yin, 2003) that 

organized all of the major information to make it easily retrievable (Merriam, 1998; Yin, 

2003). In this case study database, each of the cases had a separate file that included the 

participants interview transcript, the corresponding parent/legal guardian interview 

transcript, and the end-of-session paperwork transcripts. The three YLP Staff interview 

transcripts and the mission and vision statements of the THCF transcription were kept in 

a separate file. After all of the transcripts were organized into the electronic database, 

hard copies of the case files were printed. 

Patton (2002) suggested, “where variations in the experiences of individuals are 

the primary focus of the study, it is appropriate to begin by writing a case study using all 

the data for each person” (p. 438). Given that the purpose of this study was to explore 

young people’s reports about how their participation on a wilderness trip has impacted 

their everyday lives, I undertook the recommended process for data analysis for a multi-

case study, known as within-case analysis (Merriam, 1998; Patton, 2002).  

Within-case analysis. Within-case analysis in a multi-case study treats each of the 

individual cases as “a comprehensive case in and of itself” (Merriam, 1998, p. 194). 

Thus, the data analysis process outlined below was repeated for each of the six individual 

cases.  

Beginning with the interview transcript of a young person, I used an inductive 

analysis approach that focused on discovering information, rather than seeking 

predetermined information within the transcripts (Kvale & Brinkmann, 2009). Inductive 
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analysis can be conducted in a variety of ways; however, the use of coding to guide 

inductive analysis has been suggested by several qualitative researchers (Kvale & 

Brinkmann 2009; Merriam, 1998; Patton, 2002; Willis, 2007; Yin, 2003).   

Merriam (1998) described coding as “assigning some sort of short hand 

designation to various aspects of your data that you can easily retrieve specific pieces of 

data” (p. 164). During my first read of the transcript, I did not designate any codes but 

simply re-familiarized myself with the recorded conversation. I then read the transcript a 

second time and using a highlighter and pen, I designated codes to single words, phrases, 

numbers, or combinations of these that were reappearing in the text (Merriam, 1998). I 

repeated this process for the corresponding parent/legal guardian transcript and the end-

of-session paperwork transcript. As a result of this process, the individual case had three 

main lists of codes for each of the transcripts. Additionally, I had several discussions with 

my supervisor throughout the coding process to see if the language I was assigning to 

codes and themes was congruent with the text. 

Using a word processing program called Scrivener, I organized the marked codes 

from each of the transcriptions into an electronic file that allowed me to easily access the 

codes. By electronically transferring the data I was able to read through the transcripts a 

third time, verifying and condensing the codes from the initial coding process. I repeated 

this process of initial inductive analysis for all six of the cases, before entering the next 

phase of analysis. Once all six cases had been coded and transferred into Scrivener, there 

were a collective total of 113 codes. I then printed hard copies of each of the codes from 

each of the case’s three transcripts as a part of the data analysis database and began to 

organize the codes into categories. 
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Categories are described as “conceptual elements that ‘cover’ or span the many 

individual examples of the category” (Merriam, 1998, p. 182). From the three transcripts 

I compared and read the codes, and grouped and linked potential categories (with their 

attached codes). For example, in one participant’s transcript I discovered three similar 

codes: DIFF. IMP. EVERY YR. (impacted differently every year attending), 5-YR 

IMPACT (overall impact from five years attending), and CON’T LEARNING (the 

learning was continuous from year to year attending). I then created a new category file 

using the Scrivener program that read IMPACTED BY OVERALL EXPERIENCE and 

electronically placed each code into the file, allowing each individual code to still be 

accessible under than category if necessary.  

As previously mentioned, the purpose of the interviews with the young people 

was to explore their reports about how their participation on a wilderness trip has 

impacted their everyday lives, and the interviews with the parents/legal guardians and the 

end-of-session paperwork was to supplement and provide further insight into this report. I 

used a technique called triangulation to draw comparisons amongst the three transcripts. 

Stake (2005) defines triangulation as “a process of using multiple perceptions to clarify 

meaning, verifying the repeatability of an observation or interpretation” (p. 454). 

Therefore, I organized the categories based solely on the interviews with the young 

people. I then took the codes and categories from the parent/legal guardian interviews and 

matched any patterns or reoccurring categories on the marked pieces of paper into the 

existing categories. This process was also repeated with the end-of-session paperwork 

documents. If there were categories found in one of the transcripts (i.e., young person 

transcript) that did not appear in the other interview (i.e., parent/legal guardian transcript) 
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but still provided insight or were relevant to the initial research questions, they were not 

excluded but rather identified as their own categories (Patton, 2002).  

Category creation and organization took approximately two weeks time. From the 

initial 113 codes, 27 categories were identified. However, as the data analysis process 

continued, I naturally became more familiar with the data and was able to merge several 

related categories, resulting in 20 established categories. Once the categories had been 

established, the data analysis moved from an inductive approach to a deductive approach 

– an evolution of the data analysis process encouraged in qualitative multi-case studies 

(Yin, 2003; Patton, 2002). Using Yin’s (2003) suggestion of employing the theoretical 

propositions of a study as a data analysis framework, I approached the categories 

deductively using the present study’s research questions. Yin (2003) stated that the 

study’s “propositions would have shaped your data collection plan and therefore would 

have given priorities to the relevant analytic strategies” (p. 112). Yin (2003) also stated 

that using the theoretical propositions of the study helps to, “out causal relations—

answers to “how” and “why” questions,” (p. 112), that are in turn useful for case study 

analysis. Additionally, Patton (2002) summarized deductive analysis as the 

confirmability stage of qualitative analysis—one that compares results to previously 

established theoretical thought or literature.  

Based on Yin’s (2003) theoretical proposition framework, I next organized the 

categories into overarching themes. According to Patton (2002), creating themes is a way 

to recognize patterns that represent broader concepts that appear from the established 

categories. Patton described establishing themes as similar to creating categories. Themes 

represent more condense categories. Thus, by considering the research questions as my 
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theoretical propositions, I paraphrased the first two research questions into three themes. 

These included: 1) Reports of how learning happened; 2) Learnings from the wilderness 

trip; and 3) Applications to everyday life. I then physically wrote out each of themes onto 

separate cue cards and placed them on a table. I then physically placed the printed 

categories under each cue card, which resulted in establishing those three themes, and 

sub-themes. 

This entire within-case data analysis process was repeated for all six of the cases. 

The interview transcripts with the YLP Staff were also coded, sorted into themes, and 

organized in the same manner and treated as a stand alone, “seventh case.” The mission 

and vision statement existed as a unique “sub-case” of its own within the YLP Staff case. 

As a result of this process, a fourth theme was identified as “Program transfer 

preparation.” 

The final stage of within-case analysis involved transferring the storyboards into a 

word chart with a word processor program, and creating an electronic copy of data for 

each of the cases (see Table 1). The within-case analysis word chart shown below is a 

visual example of one of the cases and the different levels of categories, sub-categories, 

and codes that emerged into themes. The word charts did not indicate numbers or sources 

of findings, because the software Scrivener provided search results for frequencies of my 

coding short forms, such as “Tl +” which indicates positive trip leader interactions. This 

chart made the findings physically more condense, mobile and easier to compare the data 

across all six of the participant cases in preparation for the next stage of the data analysis: 

cross-case analysis.  
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Table 1 

Within-Case Analysis Word Chart Case 1 

Themes Categories Sub-categories Codes Memos 

Reports of 

how the 

learning 

happens on 

trip 

 

Experiences 

unique to trip 

(that taught 

lessons) 

Unique 

physical/environmental 

challenges on-trip 

acc. sp * in camper paperwork he makes 

remarks about how unique the learning 

opportunity on trip is. 
phe. chall. on-trip  

Weather 

Unique social 

experiences on-trip 

m. chall on-trip  

exp. ind. on-trip 

Can’t distinguish 

learn 

 Can’t dist. - reports that a negative interaction with 

trip leaders allowed a space for the 

campers on the trip to learn/be 

independent 

 

Experience 

framed by trip 

leaders 

 Tl – ex 

Debrief 

Tl+ 

Impacted by 

overall experience 

 

 

Impacted by 5-yr exp. Con’t learning 

Imp. res 

Imp exp 

L4 significant L4 most mem 

L4 master skill 

Identified 

learnings 

from the 

wilderness 

trip 

 

Interpersonal 

Skills 

Leadership Lead on-t/b.l. 

Trust lead 

- very minor reports of personal growth 

 

- noted that you need trust for leadership Teamwork skills  t.w. on-t/b.l. 

Trust Learn trust on-t 

Life Skills Time Management 

skills 

Learn t.m. on-t 

Spontaneous Problem 

solving 

Probs. on-t 

Unknown 

Tech Skills Learned tech skills Learn tech skills 
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(knots) 

Personal growth 

 

Personal growth Pers. growth 

Where is the 

learning 

applied in 

everyday 

life? 

Work  App. lead work * reports of wanted to consciously apply 

the learning are from the paperwork 

 

- he changed his entire groups of friends 

after trip 

 

- reports from both the parent and the 

paperwork that he learned and wanted to 

transfer his independence, however he 

does not directly talk about this in the 

interview 

Volunteering  App. lead vol. 

App. t.m. vol 

Inv. vol 

School  App. p.s. school 

Imprv. grades 

New Friendships  New fri. p-t 

App.soc 

Positive Attitude  Att. change 

Reports of 

conscious 

application of 

learning 

 I set goals that 

included me 

trying to single a 

portage which I 

did and a goal for 

the future would 

be for me to use 

the skills that I 

have gained on 

this trip in the 

future. 

Independence  [P]: MORE indp. 

I learned to think 

for myself and 

not rely on 

others.  
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Cross-case analysis. The intent of cross-case analysis is to explore the similarities 

and differences across the cases in an attempt “to build a general explanation that fits 

each of the individual cases, even though the cases will vary in their details” (Yin, 2003, 

p. 112). This process is referred to as the layering of cases in an effort to create a whole 

case study (Patton, 2002). Similar to managing the case study database, the cross-case 

analysis was strategically orchestrated to manage the integrity and volume of data 

(Patton, 2002). 

As a result of the within-case analysis process, the data from each participant case 

was placed into the above-mentioned word charts that included the codes, categories and 

themes. A hard copy was printed of each of the word charts allowing me to visually 

identify and compare data across the cases, as I could place all of the word charts beside 

each other on a table. I then created a master cross-case list of all the categories and 

themes from the word charts using the same four headings on cue cards used for the 

within-case analysis (see Table 2). I organized the data from all of the cases, 

consolidating any similar or relevant themes as well as accounting for any new findings 

that emerged. Themes and categories that did not match any patterns or those that stood 

alone were still accounted for if they held relevance to the theme. The master cross-case 

list did not indicate numbers or sources of the findings, because the software Scrivener 

provided search results for frequencies of codes, categories, themes, and sources of data 

for each particular theme as needed, shown below (see Figure 2).
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Table 2  

Master Cross-Case List 

Themes Categories Sub-categories Codes 

Reports of 

how the 

learning 

happened 

 Experiences unique to wilderness 

trips 

- Unique physical/ 

enviro. challenges 

Phe. chall. (gen.) 

Acc. sp Weather 

- Unique social experiences/challenges Exp. ind. on-trip / bwp p-t 

M. chall On-t 

Unexplainable learning - Can’t distinguish how learning happened C & p grow / Can’t dist. 

Trip leaders - Negative experience  

- Positive experiences  

Tl - / Tl + 

Overall experience - 5-year Impact 

- Continuous learning  

5-yr impact 

Cont’d learning 

Camp is not the real world - Camp is not real world Camp not r.w. 

Personal Growth - Personal growth Pers. growth 

Learnings 

from the 

wilderness 

trip 

 

Personal Growth 

Interpersonal Skills 

- Confidence Con. 

- Leadership Lead on-t 

Interpersonal Skills 

 

Life Skills 

- Teamwork skills T.W. on-t 

- Peer-Learning/biggest learning Learn. oth/b.l. 

- Spontaneous problem solving Unknown 

Tech Skills  - Learned tech skills Tech skills 

Work - Applied leadership  

Applied confidence (parent) 

Lead at work 

Con at. work  

Applications 

to everyday 

life 

 

Volunteering - Applied leadership 

- More involved  

App lead. vol. 

Inv. vol. 

School - Applied leadership 

- Applied social skills 

- Applied listening 

App. lead  

App. list. uni. 

App soc. on.  

Wants career helping others - Camp inspired career Camp car. 
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Tech skills not everyday - Learned technical skills Learn tech skills 

Reports of application - Blends camp and real world Blend camp & r.w. 
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By using Scrivener, I was able to select a particular code and was provided with a 

document that included all of data attached to that particular code across all of the cases.  

 

Figure 2. Scrivener theme search results. 

Yin (2003) advised, “In a multiple-case study, the individual cases need not 

always be present in the final manuscript. The individual cases, in a sense, serve only as 

the evidentiary base for the study and may be used solely in the cross-case analysis.” (p. 

148). Yin offered that a case study’s results could be presented as a response to the 

study’s guiding research questions, instead of a traditional narrative for each case. He 

stated that, “the composition for each case follows a serious of questions and answers, 

based on the questions and answers in the case study database” (Yin, 2003, p. 147). Thus, 

the results for this study will be presented as four distinct thematic sections.   

Pseudonyms have not been used in the study results. I recognize that the use of 

pseudonyms holds the benefit of allowing each participant’s story to be “followed” 

throughout the results chapter, however participant anonymity is crucial to confidentiality 
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in this study. Given there are only six young people as participants and three members of 

the YLP Staff interviewed, using pseudonyms could easily expose participants’ identity. 

Instead, participants are referred to as campers or participants. If an individual’s 

parent/legal guardian and/or end-of-session paperwork indicated a similar or contrasting 

response it is clearly identified in that section of the report.  

As previously indicated, the first two sections of results are themed in accordance 

with the research questions.  The third and fourth sections of results will be presented 

separately, in light of the fact that I directly queried the YLP Staff about the ways and 

degrees to which they educate participants for transfer. Thus, the reports in the third 

section are exclusively from the interviews with the YLP Staff and the mission and vision 

documents. The final section is based upon the young person’s reports, the parent reports, 

the end-of-session paperwork, and the YLP Staff reports.  

Ethical considerations. As in any study, ethical considerations are imperative to 

the protection of the researcher, the researched, and the topic of interest (Yin, 2003). 

Ethical considerations of protecting human subjects are central to this study as the 

“cases” are the young people from the YLP. Yin (2003) depicted four main ethical 

considerations of research with human subjects including: 1) informed consent from all 

persons involved, including details of the study procedures and appropriate participation 

selection methods; 2) the protection of participants from harm and deception in the study; 

3) the protection of privacy and confidentiality; and 4) the need for extra precautions for 

participants that may be especially vulnerable. These four considerations are addressed in 

detail next. 
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First, informed consent exists to protect both the researcher and the participants 

(Yin, 2003). As a Masters of Arts student, I sought Tri-Council Research Ethics Board 

approval at Brock University. Consent materials were informed by those tri-council 

guidelines and forms were sent to participants, parents/legal guardians, and the General 

Manager of the THMC. These Informed Consent materials advised participants that study 

participation was voluntary, and that they could withdraw from participation in the 

without penalty (see Appendices H & I). Young people participants, parents/legal 

guardians, and YLP Staff signed and dated two copies of the Informed Consent Form. 

Each participant kept one of these copies, and I kept the other.  

Second, as recommended by Yin (2003), participants were informed that there 

were no known or anticipated risks associated with participation in this study. Third, 

participants were also informed that the information they provided would be kept 

confidential and anonymous. No participant names were used in the final product of this 

research study, nor will names be published in any articles or presentations that may 

result from this study. Participants’ anonymity was further protected by ensuring 

participants that all data would be kept in a locked file in the office of the faculty 

supervisor, Dr. Mary Breunig. Access to this data was and is restricted only to me as the 

primary investigator, and to Dr. Mary Breunig. Fourth, due to the subject matter of this 

study, there was minimal need for any extra precautions. However, as suggested by the 

Research Ethics Board at Brock University, I familiarized myself with the Mandatory 

Reporting Laws before the interviews with the young people. As with all empirical 

research studies, this research study has delimitations and limitations and these will be 

described next (Patton, 2002).  
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Delimitations. Patton (2002) described delimitations as purposeful boundaries set 

within the study by the researcher. This study employed two delimitations. First, trip 

leaders were not interviewed to delimit the scope of the study. Second, reports from the 

parents/legal guardians were only included if they provided insight to the purpose of this 

study and further highlighted the young people’s comments, given they were the primary 

study participants. 

Limitations. Merriam (1998) suggested that limitations be addressed through 

careful attention to the conceptualization of the study in terms of reliability and 

generalizability. Reliability and generalizability are concepts that are relevant to the 

validity of the data analyzed in both qualitative and quantitative research studies (Denzin 

& Lincoln, 2005). Specifically in qualitative research, the most recommended “best 

practice” is to address limitations in terms of a study’s trustworthiness (Yin, 2003; 

Denzin & Lincoln, 2005). Therefore, I will address study trustworthiness in this next 

section, alongside some explication about how I managed my own subjectivity as the 

primary researcher.  

Reliability in the research study refers to the ability of the study to be replicated or 

reproduced in another context or setting (Lincoln & Guba, 2005). According to Yin 

(2003), methodologically developing a case study that is suited for the research purpose 

and guiding research questions will increase the reliability of a study. Furthermore, if the 

case study methodology that guides the research process is well articulated, clear, and 

specific about how the research is to be conducted, and in reality is conducted in that 

manner; the likelihood of replication is increased. Thus, a concise and carefully crafted 
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methodology and explication of limitations will increase the study’s reliability (Creswell, 

2007; Yin, 2003). It is my hope that I have accomplished that here in this study. 

Generalizability refers to the capacity in which a study’s results can be extended 

beyond the context of the research study or can be considered a “universal” finding (e.g. 

the ability of this study’s results being applied to all wilderness trips with young people) 

(Lincoln & Guba, 2005; Yin, 2003). This research study was not designed with the 

intention of generalizing results outside of the context but was designed to contribute to a 

deeper understanding of the aforementioned purpose and to contribute to a growing body 

of knowledge and relevant literature as previously mentioned. Furthermore, the use of 

this multi-case study methodology, one that binds all specific factors that influence the 

young people’s reports, may be generalizable to future studies that specifically 

investigate this phenomenon, even in an alternate context to the YLP context.  

That said, Yin (2003) stated that in situations of particularly unique case studies, 

the exact replication of an entire case study is often not possible for other study sites and 

participants. However, Yin suggested that a replication of the study in a future context 

could be grounded in similar premises. For example—and relevant to this study—the 

purpose or use of a multi-case study could help to inform future, somewhat similar, 

studies. Even within the context of the YLP, the results of this study must be read with 

consideration to how the sample was collected. The young people and parents/legal 

guardians volunteered to be a part of this study after they were contacted through email, 

with no personal incentive other than to formally reflect on their experiences. Given this 

information, it is possible that these participants were already “keen,” and thus may not 

represent the whole of the YLP population.  
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 Trustworthiness of the data. Lincoln and Guba (1985) stated that in qualitative 

research data, the trustworthiness of the data is imperative to the overall significance of a 

research study. Further to that, Yin (2003) stated that it is the responsibility of the 

qualitative researcher to maintain trustworthiness throughout the study. Lincoln and Guba 

developed four specific considerations of trustworthiness that must be considered to 

manage the limitations of a study including: credibility, transferability, dependability, and 

confirmability. I will explicate each of these considerations in relevance to the present 

research study.  

First, the credibility of this study was supported by the aforementioned use of 

triangulation to bind specific factors that comprise a whole case study and provide insight 

into this particular phenomenon. Merriam (1998) suggested that when employing a multi-

case study approach, it is important to not only design appropriate methods for 

triangulation but also that these methods are employed consistently across each case in an 

effort to compose a credible, whole. In this study, not all of the collected data for each 

case was equally as abundant or detailed, as the data for each case depended upon how 

much information participants choose to share, either in the interviews or in the end-of-

session paperwork. For instance, the end-of-session paperwork is a recognized limitation 

in this study, as not every participant filled out the answers in an equal manner. For 

instance, on the Participant Evaluation Form, the responses to the question, “Which skills 

have you learned this session and how will they help you back home?” varied. One 

participant simply wrote, “Speaking up when something bugs me,” while some 

participants wrote a complete paragraph. I tried to allay this limitation by following a 

similar structure and timeframe in the interviews, “treating” each word in a document as 
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holding the same import, and employing a detailed data analysis plan. In the end, the data 

was as reliable as possible and provided the same basis for responses to the same queries 

across each of the cases (Merriam, 1998). I also contacted all of the interviewees to 

complete member checks on their transcripts. Member checks are a method of promoting 

the credibility of a qualitative study (Creswell, 2007).  However, none of the participants 

responded nor requested any changes to the data. 

Second, Lincoln and Guba (1985) described transferability in terms of how the 

findings of a qualitative study can be transferred to another context or study site. As 

previously mentioned, the aim of this study was not to generalize beyond this study; 

however, it is hoped that the results of this study can be transferred to other studies 

involving young people that participate in the YLP or to other, similar short-wilderness 

trip programs serving a similar population (i.e., young people). 

 The third consideration of trustworthiness outlined by Lincoln and Guba (1985) is 

the dependability of a qualitative research study. Dependability is how the researcher 

acknowledges the complexity of the ever-changing context of the phenomenon under 

investigation. This particular consideration was important, as this study’s focus was on 

young people’s reports about how participation on wilderness trip experiences have 

impacted their everyday lives. More specifically, this study relied upon participants’ 

reports as an account of reality that provides insight into the phenomenon over two 

different time frames (the wilderness trip and the everyday lives). By triangulating the 

methods and multiple data sources, such as parent/legal guardian reports, program 

insights from the YLP Staff, and end-of-session paperwork, I designed the study in such a 

manner as to help understand the changes and “realities” that existed within this study.   
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Finally, Lincoln and Guba (1985) suggested that confirmability could be 

addressed in terms of triangulation, a detailed data management/analysis plan, and 

researcher reflexivity. All three of these methods of confirmability were used in this 

present study. As I have already described how triangulation and a data analysis plan 

were used, I will discuss confirmability in terms of researcher reflexivity. Reflexivity is 

an on-going process of acknowledging the researcher’s influence on the research process 

and findings (Lincoln & Guba, 1985). As suggested by Lincoln and Guba, and Patton 

(2002), I recorded my own experiences in a reflexive journal throughout the various 

phases of this research process as a means to acknowledge and understand my influence 

as the primary investigator in this study. In fact, the above section entitled “Locating 

Myself” was the initial phase of engaging in reflexivity.  

Patton (2002) stated that researcher reflexivity should be a combination of self-

reflexivity, reflexivity pertaining to those studied, and reflexivity that helps a researcher 

be mindful of an outsider audience. I recorded in the journal at specific points throughout 

the process. For instance, after each interview I wrote about the nature of the 

conversation and wrote about anything noteworthy from the interview (e.g., notations 

about voice tenor or body language and remarks not captured on the digital voice 

recorder if detected). I also wrote in my journal at various phases during the research 

process to help recognize potential challenges or assumptions. During the data analysis 

process, I referred to my reflexive notes to remember important interview items.  

Researcher subjectivity. A common critique of qualitative inquiry is the 

subjective context of a participant’s lens when the data is interpreted (Merriam, 1998; 

Patton, 2002). If the researcher interprets the data, can it ever be just the voices of the 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

115 

participants that are represented? This concern about interpretation is referred to as 

research subjectivity and the concern is that researcher bias will inevitably influence the 

research process, analysis, and ultimately the research findings.  

This study employed both triangulation and self-reflexivity to help manage this 

limitation. As previously mentioned, I attempted to protect the young people’s reports 

through triangulating the data and by maintain their reports as the main voice in the case 

reports by specifically allowing codes, themes and categories to emerge from these young 

people as primary, with the parents/legal guardians reports as secondary. Further to that, 

my experiences as a former employee of the YLP influenced my “read” of the data and 

inescapably informed how the data was interpreted. As mentioned above, by locating 

myself as a researcher and articulating my interpretivist lens, I am acknowledging a 

multiplicity of views, mine being one of them. However, despite any process of on-going 

reflexivity, Merriam (1998) suggested that, “the investigator is limited by being human—

that mistakes are made, opportunities are missed, personal biases interfere” (p. 20), and 

that the human research tool is just as limited as other research tools.  

Stake (2005) argued that, “case study researchers can assist readers in the 

construction of knowledge” (p. 455). He further suggested that case study researchers that 

assist participants with explaining their experiential knowledge through specific methods 

could actually help to provide insight. It is my hope that by using the reflexive journal to 

maintain my research objectivity and trustworthiness that I was able to gain some deeper 

insight into the topic researched through the interviews with the young people, 

parents/legal guardians, and the YLP Staff.  
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In summary, this multi-case study consisted of 15 interviews in total, document 

solicitation, and analysis to present a “whole” case about how participation on a 

wilderness trip has impacted the everyday lives of six young people. The study results are 

presented next. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

117 

Chapter 4: Results 

The purpose of this chapter is to present a summary of the results of this study. 

The results of the study are informed by the four research questions and thus presented 

here as four sections of themes. The first two sections describe the participants’ reports of 

the initial wilderness trip experiences that provide the context for the participants’ 

learning. The first two sections include: “Reports of how the learning happened” and 

“Learnings from the wilderness trip.” The third section presents reports of “Program 

transfer preparation.” The fourth and final section, “Applications to everyday life,” 

presents commentary about how the learning from the wilderness trip experience 

impacted participants’ everyday lives beyond program duration.  

 The results in the first two sections are presented with unedited quotations and 

paraphrases from interviews with the young people as the primary source of data, 

integrated with reports from parents/legal guardians’ interviews and document analysis of 

the end-of-session paperwork. The third section draws on data only from the YLP Staff 

and the THCF mission and vision document. As explained in the methods chapter, the 

fourth section consists of select quotations and paraphrases from the YLP Staff, followed 

by participants’ responses integrated with the responses of the parents/legal guardians 

and the end-of-session paperwork. Within the results, there are certain outliers of data 

that are included because they hold particular relevance to the purpose of the study. 

However, not all outlying results are presented given that some findings did not resonate 

with the study’s purpose and some were simply not substantive enough to include.   

Reports of How the Learning Happened 

 Every participant in the study provided reports on how the learning happened as a 
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result of participation on the wilderness trip. Those reports distilled into five primary sub-

themes, including: 1) experiences unique to wilderness trips; 2) interactions with trip 

leaders; 3) wilderness trip experiences are an alternative reality; 4) experiences that could 

not be articulated; and 4) engagement in a 5-year program. Figure 3 (see below) provides 

an illustration of these sub-themed results, enumerating the frequency of reports from: a) 

participants (shown in parentheses); b) parents/legal guardians; and c) end-of-session 

paperwork. 

 

Figure 3. How the learning happened on the wilderness trip. 

 

Experiences unique to wilderness trips. All six of the participants, four 

parents/legal guardians and two reports in the end-of-session paperwork provided 

examples of the unique experiences of participating on a wilderness trip as a factor for 

how participants’ learning happened during the wilderness trip. The unique experiences 

were categorized by either physical and environmental experience, or social experiences.  

All six participants and two of the parents/legal guardians reported on at least one 

specific component of the wilderness trip that was described as a physical or 
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environmental challenge—one that offered a unique learning opportunity for the 

participant. Four of the participants spoke to the entire wilderness trip in general as being 

physically challenging. Two participants commented on the challenge of completing long 

days of paddling and travelling a significant amount of kilometres over the course of the 

wilderness trip.   

One participant reported that the physical challenges of the wilderness trip took 

him by surprise stating, “I didn't expect that we would do so much - like canoeing that 

distance.” Another participant elaborated on her description of one particular portage 

during her interview:  

I soloed in L4 and it was the longest one and I think it was best because it was 

just—it was the last one too. And it felt so good to walk away and be like that one 

I'm going to remember. I did it by myself, it was the last portage and it was 

muddy and gross out. That one I am the most proud of. I could do it.  

Additionally, this same participant also reported on her end-of-session paperwork 

that, “Accomplishing the 2.4 km!” portage was her proudest moment on her L4 

wilderness trip. 

Similar to this response, two other participants reported portaging as an intense 

physical challenge. In total, three of the six participants and one parent/legal guardian 

reported that completing a difficult portage was the most physically challenging 

component of the trip but was also a challenge that prompted feelings of self-

accomplishment. 

Two of the six participants reported on the significance of encountering weather 

as an inescapable environmental challenge that must be faced while on a wilderness trip. 
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One participant responded to a question about what components of the wilderness trip 

impacted his learning with, “You can't plan the weather, you can't plan everything to go 

perfectly as you want it to. So, you kinda need to step back and relax a little bit.” 

All six participants described the day-hike to either Maple Mountain in Temagami 

or Silver Peak in Killarney during the L4 6-day canoe trip as either the main physical 

challenge or significant component of the wilderness trip. One participant reported that 

the L4 wilderness trip was, “The hardest because Silver Peak, just to get up alone was 

crazy.” 

Another participant reported on overcoming the physical challenge of the day 

hike:   

And I think the most pivotal point in the whole entire trip was when we climbed 

Silver Peak. Because there were some girls who weren't feeling well, some girls 

were hurting as we were climbing it, it took us a little bit longer than we had 

expected. But just when we got up there and all six of us were standing up there at 

the top—you could see everything, and you could see where you've been and 

where you're about to go. 

Three of the participants that commented on the challenge of climbing to the top 

of the peak also used words such as  “accomplishment” or “pride” when they were asked 

to describe the experience. One participant reported on his experience climbing in 

Temagami asserting, “And then there was Maple Mountain, which was the most greatest 

experience, I've ever experienced.” This same participant further elaborated stating, “I 

felt really accomplished when I got to the top. And I honestly thought I could see the 

curvature of the earth up there, it was a great accomplishment and a great feeling I felt.” 
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Another participant described his day-hike experience that involved a fellow camper 

sustaining a minor injury while at the top of the climb. The respondent described a 

different perspective on the success of this physical challenge:  

I thought the part that we actually made it up - I had more pride I actually made it 

down. Because it was really, it was much, physically - it took a lot of walking to 

actually make it. First, we had to walk together to take of our stuff up, then we 

had to walk together to make sure one of our campers actually made it down 

without any problems. So actually, I had more pride in the fact that we made it 

down the hill.  

In his end-of-session paperwork, this participant wrote that his favourite element 

of the L4 wilderness trip was the Silver Peak experience, describing it as, “very 

challenging and fun.”  

Four of the six participants directly spoke to the uniqueness of bonds they created 

with their fellow participants during the wilderness trip. The other two participants 

mentioned creating bonds with peers but not in great depth. One of the four participants 

that did report on the intimacy of the bonds, stated that, “your cabin mates kinda become 

your family, and you share a bond with them that's so close - like you've never shared 

that type of bond with anyone.” 

Two of the respondents commented on how quickly the bonding with peers 

developed given the short amount of time spent together at the program. One participant 

reported that, “you bond with people way quicker and way faster, and way more intensely 

at camp then I could bond with people in real life I suppose.” Her parent/legal guardian 

also commented on the unique bonds that her daughter built with peers explaining, 
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“…you just have bonds with those people that you really don't have any other place.” 

Some participants and parents/legal guardians described the social experiences as 

different than simply bonding with peers. Four of the six participants offered reports on 

the value of learning from their peers, described in this study as “peer learning.” One of 

the participants was invited to the YLP just before his L4 wilderness trip and had not 

attended any previous YLP trips. Participants that are invited into the program at a later 

age are commonly referred to as “parachute campers.” As the L4 trip was his first 

wilderness trip, he reported on the importance of relying on and learning from his peers. 

He stated that, “it took a little bit of adjustments, but the guys were great and it helped me 

basically out with everything I needed with camp.”  

One participant described the wilderness trip as a social situation where, “You 

discover people's true potential and realize that you shouldn't judge people before you get 

time to know them and hear their background story, cause I think that their background 

story is really important to know who they are.”  Her parent/legal guardian echoed her 

daughter’s comments offering, “What an impact it does have and it exposes them” to new 

peers in a unique social setting.  

Interactions with trip leaders. In all six of the interviews there were reports of 

interactions with the trip leaders during or immediately after the wilderness trip that 

contributed to the participants’ learning. Two of the six participants spoke directly about 

how the trip leaders verbally framed and encouraged particular moments on the 

wilderness trip. One of the participants remarked on the trip leaders delivery of 

encouragement whilst the group struggled on their Silver Peak day-hike in Killarney:  

So I think that just when we were about half way up and we sat down and our 
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counsellors talked to us and they said you know, like, “We can do this - even 

though we know it's going to be hard, and it's just going to be harder from here. 

But, you guys have done this, you've come this far—you need to go to the top.” 

Because we were sitting here and being like “Oh we don't want to do this, can we 

just go back down, why do we have to go up there, this is stupid, blah blah blah.” 

But we sat down and they like gave us a little motivational spiel on how we could 

do it, and getting to the top, and achieving that goal was so much more. 

Another participant and her parent/legal guardian specifically highlighted the 

impact of a trip leader’s encouragement and influence to stop smoking during both of 

their interviews. During the interview the participant mentioned that her conversations 

with her trip leader while on the wilderness trip were a major factor as to why she quit:  

Well um, I know that at camp I always felt weird. Because I had this little inhaler 

type thing that I had to smoke with, and Ross [the trip leader] would always make 

fun of me for it. And I think he even threw it away at one point, not like into the 

woods. But he took it away from me—and he's like you don't need this! And I'm 

like yeah, I don't. 

Her parent/legal guardian further elaborated stating that her daughter had made a 

pact with this trip leader to quit smoking stating, “So I think, that was a big thing, that she 

didn't want whoever the counsellor was to be disappointed in her,” and continued to 

abandon the habit to keep from, “starting again and not wanting to disappoint whatever 

counsellor it was, and I thank whoever it was!” At the end of the interview, the 

participant added that while her interactions with the trip leader were a strong 

contributing factor to her changing a habit, she further elaborated stating, “I would be 
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lying if I said that it was like completely camp that made me quit smoking” and stated 

that there were everyday life factors, such as her boyfriend, that also influenced the 

decision.  

 Five of the six participants commented on the trip leaders playing a significant 

role in helping to facilitate their experiences of independence on the wilderness trip. One 

participant remarked on the leaders allowing participants to contribute to major decisions 

during the wilderness trip, “I think by setting ourselves away and letting us discuss it, I 

think it made us develop our own plan and we got through it.” She then commented:  

I think that if they would have helped us it would have been like hand-holding, it 

would have like “Ok, do this”, and we wouldn't have really learned anything out 

of it by them doing it for us. But I think that by walking away from the situations 

and allowing us to discover it our self. 

Experiencing independence, because of being encouraged by the trip leaders to do 

so, was a central focus of one participant’s L4 wilderness trip, as she commented on this 

factor in both her interview and her end-of session paperwork. In her interview she stated, 

“I think that one was the most independent trip. Our counsellors kind of sat back and 

were like, “You've done this before so you can handle it.” And that was the trip I learned 

the most about myself.”   

Four of the six participants commented on the impact of structured debriefs 

facilitated by trip leaders that occurred during or immediately after the wilderness trip. 

Three of the four participants that commented on debriefs recalled the experiences as a 

space to be reflective and process. A participant described his experience with debriefs 

and designated reflection time on his wilderness trip:  
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We had debriefs. They stopped and would ask us questions and everything like 

that. And I remember having to write in our journals a lot. So they would give us 

an hour and be like, “You are in your tent - journal. You are out on a stump, 

journal.” You know, tell us how you feel kinda thing. And I guess it opened us up 

more, somehow, kinda thing. And we would have very intense debriefs. 

When another participant was prompted to recall the structured debriefs on his L4 

wilderness trip, he replied that debriefs were not a contributing factor to his learning 

stating that, “I don't ever think that was really effective.” He commented that the 

wilderness trip alone was effective enough for his learning, and stated: 

I thought that just, learning on your own. Like you see a kid never making lunch 

or something and by the end you know they figure, maybe I should help. And 

they make lunch one day. That kind of stuff. Or I'll be, or I'll carry the pack. 

Yeah, stuff like that. 

Wilderness trip experiences are an alternative reality. Three of the six 

participants referred to the wilderness trip experience as some form of “alternate reality.” 

Two of the three participants explained in detail how participating in the YLP is a 

drastically different experience than their everyday lives. One young person commented: 

So I think it's like, camp is like a separate world. So you're there and you have the 

ability, opportunities are there waiting for you and like it's a little bit like, I don't 

know how to explain it—it's not the real world. Like, everyone there is going 

through the same thing and you can relate to everyone, and your activities are 

planned out for you and you don't—you're just there to better yourself. When in 

the real world, you'll obviously face harder challenges and not everyone's there to 
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help you, and it's not like as well laid out.  

Later in the interview, the same participant distinctly referred to the wilderness 

context as the “camp world” and everyday life as “the real world.”  

Another participant remarked in her end-of-session paperwork that returning 

home always requires some adjustment, “because it's not the same—it's a different life.” 

In the interview this participant explained the difference between her everyday life and 

perceiving the wilderness trips as a place very different from home. In a description of 

their Silver Peak day-hike, she provided an example:  

But I think the best part about Silver Peak, especially, was that everyone took 

turns, no one was like not willing to help. And you could just tell when someone 

was getting tired. It was just kinda like, “Let me help you.” And that was kinda 

cool ‘cause when you go out and go home and stuff—people aren't that willing to 

help you. It's different, and that's the best part about that. 

Experiences that could not be articulated. All of the participants struggled at 

one point during their interview to articulate how the learning happened on the 

wilderness trip. As participants answered questions and provided insights throughout the 

interviews, many reports were shared in the form of chronological events, stories or 

memories from their wilderness trips. However, when each of the six participants were 

asked directly about how they learned specific lessons on the wilderness trip, all six 

participants could not distinguish specific factors. For example, participants replied to 

many direct questions with answers such as, “Um, I think that there's not a direct example 

of that kind of learning in my life” or “I’m not too positive about that. I couldn't give you 

a direct answer.” One participant’s end-of-session paperwork read, “I am most proud of 
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all I have been able to learn in general. I cannot single out anything because this is my 

first experience in Canada.” One parent/legal guardian reasoned why it is not easy to 

distinguish the factors, stating: 

Yeah it's funny because teenagers they change their opinions and attitudes on a 

day-to-day basis, based on what they've heard at school or what they did or what 

else has been done. So it's hard to pin point anything you know, specific, being 

based on. 

Engagement in a 5-year program. Five of the six participants reported that the 

general overall experience of attending the YLP for five consecutive years contributed to 

how they learned on their final YLP trip, the L4 wilderness trip. Three of the six 

participants and one parent/legal guardian specifically spoke to building wilderness trip 

skills, both technical and interpersonal, continuously year after year of attending the 

program. One participant provided a description of how her learning occurred when she 

was asked for an example:  

Um, I think that there's not a direct example of that kind of learning in my life, I 

think because they put us outside on a trip for like a certain amount of days, the 

learning develops quicker. Because you're kinda thrown into something where 

you've built up the skills over the years and you kinda know the basics of it. So 

you're basically just furthering your learning. I guess you could kind of relate it 

back to the school system. Cause, say you're in grade one, or kindergarten you 

learn your ABC’s, then you start to put words together and then you start to put 

sentences together  - everything is like building blocks. It's like a really big 

progression. 
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Two of the participants reported on their accumulated learning experiences 

beginning in the first year of residential camp, previous to the YLP. One of these 

participant’s recalled positive memories from his residential experiences and while the 

learning continued through his YLP career, it was the L4 wilderness trip when, “it all 

came together” and thus was most memorable. Three other participants also reported that 

they learned from progressively building upon lessons each year of the program, each 

contributing to their success with the final L4 trip. A participant simply summarized how 

attending the wilderness trips for three years in a row was a contributing factor to his 

learning stating, “Like a lot of it we learned in the previous years, L2, L3—and in L4 it 

just put it to the test.” 

Learnings from the Wilderness Trip 

In this section of the results, reports on participants’ learnings from the wilderness 

trip are presented in three sub-themes that report the participants’ lessons learned on the 

wilderness trip. The three sub-themes include: 1) interpersonal skills; 2) life skills; and 3) 

personal growth. Figure 4 (see below) provides an illustration of those results, 

enumerating the frequency of reports: a) from participants (shown in parentheses); b) 

parents/legal guardians; and c) end-of-session paperwork. 
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Figure 4. Learnings from the wilderness trip.  

Interpersonal skills. All six of the participants reported on various interpersonal 

skills they learned as a result of their participation on the YLP wilderness trip. The first 

section outlines the interpersonal skills learned including reports about leadership, 

teamwork, and peer learning. 

Leadership. Four of the six participants reported that leadership skills were either 

the single most significant lesson or was one of the most important lessons learned on the 

L4 wilderness trip. A participant concisely described the wilderness trip, stating, “In L4 it 

was like, you are a leader now.” One participant described the L4 trip as a space to learn 

leadership skills:  

People took the leadership role. In L4 people knew that was what you were there 
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for. I think that people were able to stand up and be like ok, this needs to be done 

—so let's just get it done. I think L4 was when we learned that we were leaders, 

and we kinda act like it. 

That same participant also wrote on her end-of-session paperwork that taking 

leadership and showing initiative was one of her strengths. Two of the four participants 

who reported leadership as a significant lesson in their interviews also made note of this 

in their end-of-session paperwork, and had this report further confirmed by their 

parents/legal guardians’ interview reports. One participant elaborated on building her 

leadership skills stating, “You just need to harness your inner leadership skills and move 

towards it.” Her parent/legal guardian also commented: 

I think she has great leadership qualities that, like I said she was always very quiet 

and very shy and I always thought that she would be this kid, who would be the 

follow. And she's totally not that. She is the one who will take charge. 

This participant’s end-of-session paperwork noted that the wilderness trip 

experiences, “strengthens my leadership qualities.” 

 Another participant responded, “Um, to be a leader” when asked what kind of 

skills he believed he learned on the wilderness trip. He then said, “Honestly, as a kid I 

was shy, and passive I would let anyone trample on me, but now I'll take the lead and I'll 

see anyone who's being pushed over, I'll go help them up.” His parent/legal guardian 

commented that: 

The first step for his leadership started at Tim Horton camp because he was very 

young when they introduced it to him and Tim Horton camp had a staff and 

program, and god knows how much his leadership developed more and more and 
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more and even when he said that himself.  

On this participant’s end-of-session paperwork he wrote, “I really like being a 

group because you have people that can support you. I think I brought a lot of fun and 

leadership.” He also wrote that what he learned on his final trip was, “even more 

leadership skills.”  

 Teamwork. All six of the study’s participants commented on teamwork as a 

lesson learned while on the wilderness trip. Three of the participants’ parents/legal 

guardians and three end-of-session paperwork also reported “teamwork skills” as a 

certain lesson learned. Two of the participants described the L4 wilderness trip as the best 

demonstration of teamwork they had ever experienced. When one participant was asked 

to comment on why teamwork was so notable, he stated:  

Because we just worked as a unit. When something popped up we just like 

climbed over it as if it was nothing. Like how our communication worked 

perfectly- it just tied in as though it was nothing, and we were just a brick wall to 

be reckoned with kind of thing.  

Another participant also commented on how the L4 trip was a true demonstration 

of teamwork that required communication and trust to accomplish physical challenges. In 

his interview, this participant commented:  

You know, we developed teamwork. Like, we all knew what we were gonna do, 

we trusted somebody in one thing, and we didn't question them afterwards kind of 

thing. And we said we were gonna let them do it, and we let them do it and then 

we would let them do it to the best of their ability and if it wasn't good enough we 

would let them know, and work through it together. 
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On his end-of-session paperwork, this same participant wrote, “It felt pretty good 

to be part of a group. I got to share responsibilities.” His parent/legal guardian also 

reported on the development of teamwork on his wilderness trips. 

Another participant was more specific when describing how she learned to work 

as a team, also commenting that it was her “biggest lesson” learned on the wilderness 

trip:  

Um the biggest thing I've learned from my tripping experience is that everyone 

has something to offer. So you're part of a team and everyone has something that 

they're good at. Everyone has something to bring to the table, so someone might 

be really good at starting a fire, someone might be really good at doing a bear 

hang and someone might be awesome at paddling. Everyone has something to 

bring to the table if you allow them to open up to you and display their leadership 

skills. 

One participant commented on teamwork as a learned lesson from the wilderness 

trip. Her parent legal/guardian offered her thoughts when asked about the impact of the 

program, stating, “You're picking up a bunch of kids that may never ever get to see the 

wilderness and now, having them actually be part of something that they really have to 

pull their weight in. I think it's a great program.”  

Peer learning. Three of the six participants reported on learning from their 

peers—learning that resulted from exposure to various types of young people with 

differing viewpoints. One participant commented on a conversation she had with another 

YLP graduate at the graduation ceremony about peer learning: 

So, I think the wilderness trips they just taught me how to work with other 
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people…a lot of our friends are boys because girls can just be really mean and it's 

kind of interesting to learn that not all girls are like that, and there are girls in 

similar situations as you, and you can get along with them and work as a team 

with them. And it kinda just helps you discover people's true potential... 

The same participant’s parent/legal guardian mentioned the importance of peer 

learning when discussing how the YLP had impacted her daughter, stating, “Like I just, 

I've really seen her grow as a person. And part of that is the experiences that she's had 

and the people that she's had the opportunity to meet through the camp program.”  

 One participant wrote about how she learned to “deal with people” through peer 

learning she was exposed to on the wilderness trip:  

Like if I was angry at someone, instead of just looking at it from my side and 

saying, “Oh, you’re stupid, you're wrong”, whatever. If I stop and say, “Ok, well 

why would they have done this?” or “why would they have said that?” Then, 

maybe I wouldn't, well definitely I wouldn't lash out—because you never know 

what's happening with them, at that time.  

Life skills. All six of the participants reported on various life skills they learned 

as a result of their participation on the YLP wilderness trip. The life skills descriptors 

were quite varied. In light of this diversity of reports, a culled report of select quotes and 

paraphrases will be included here and will include participants’ reports on perseverance, 

their ability to ask for help, spontaneous problem-solving, Canadian knowledge, and 

technical skills.  

Four of the six participants reported that perseverance was a lesson learned while 

on the wilderness trip. Of these four participants, two parents/legal guardians also 
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commented on perseverance as a lesson, and one participant listed perseverance as her 

strength on her end-of-session paperwork. All four participants commented on how 

physical challenges experienced during the trip taught them the important lesson of how 

to persevere. When asked what stood out as the most important lesson learned, one 

participant simply responded, “Just, never to quit really…Just not to let anything get you 

down, and not to quit.”  

Perseverance was a consistent theme throughout one participant’s interview, who 

commented, “Perseverance. I know that's kind of a common theme. But, it happened a 

lot. We had to push ourselves really hard on that trip,” when asked about what she 

thought she learned on the wilderness trip. She further elaborated recalling the skills she 

learned on her wilderness trip:  

I guess, a little bit of perseverance, like I was saying, and looking at things in a 

different way. Because you can't always do things the same way—you can't 

always put up a bear hang on the same kind of tree, or in the same kind of way. 

Just like, you can't always go about your life in the same sort of way. You have to 

look at it from a different way and see what else could work. 

Three of the six participants reported on learning how and when to ask for help 

when needed. Two participants recalled learning this lesson on the L4 wilderness trip 

during the day-hike to Silver Peak or Maple Mountain. One of these participants 

described what he learned that day:  

We just climbed Maple Mountain, we had to carry the pack. And it was heavy, 

like ridiculously heavy. And I thought that I could do the whole trip but like 

midway, as I was getting close to the top and I was getting tired, and I was 
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pushing too hard to get to the top, and my friend just came down and was like, 

“don't worry about it, we'll take the pack.” But I kept refusing to take the pack but 

they finally convinced me to take it. And I don't think I would have been able to 

have done it all myself, so that just taught me—that there's others to support you, 

don't think you’re the only one—in this world really. 

Two of the six participants reported that learning how to problem solve in 

spontaneous situations was an important lesson learned. One participant provided a 

simple example of this, “For sure, like the rain. You can't control the rain. You know, so 

you have to make the best of it.” He also added that, “The only thing you can control is 

how you react to it,” when describing how to manage unpredicted situations. Later in the 

interview, the participant expanded on this, stating:  

I found myself at camp through a lot of people telling them to calm down, 

whether they were frustrated with portages or if somebody was making fun of 

them, I was like, “Calm down we can deal with this, in a different way than you 

want to deal with it”. 

One participant reported several times throughout his interview and on his end-of-

session paperwork on the lessons he learned about Canada. This participant had moved to 

the country just prior to the YLP wilderness trip. His end-of-session paperwork read, “I 

have learnt a lot about weather and nature.” During his interview, this participant also 

commented on the lessons he learned about Canadian culture through his exposure to 

peers who lived in different provinces across the nation. In his interview he stated:  

Canada is kind of multi-cultural so I got to learn from some of the different 

people from different parts of the country, from different backgrounds—it was 
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very good because from there I came to know. Because I come from Nigeria that 

is one kind of culture, it is basically one thing all, we speak the same language, 

doing the same things. Where I was able to learn from so many different people 

with different cultures so that helped me to adjust to Canadian culture as well, so I 

could, of camp to regular life. 

His parent/legal guardian also commented on the lessons his son learned about 

Canada in his interview, reporting: 

In terms of moving to Canada and the time he went to Tim Horton Camp he was 

still shocked. And Tim Horton camp was the first camp he attended when he 

came to Canada, so that has given him a broad idea of our Canadian country. 

When the participants were asked what skills they believed they learned on the 

wilderness trip, three of the six participants provided examples of technical skills they 

acquired during their wilderness experiences. The reports from those three participants 

included paddling, survival skills, setting up tents, starting and cooking over fires, 

orienteering skills, how to set proper bear canoes, and tie specific knots such as the 

truckers hitch.  

  Personal growth. In this third section, I will present the findings reported by the 

participants on general reports of personal growth, and specifically reports on increased 

confidence. Five of the study participants reported on personal growth as a result of their 

participation on the wilderness trip.  

Three of the six participants commented generally on their personal growth as a 

result of the wilderness trip. These participants mentioned phrases about working towards 

becoming a “better person” or described the wilderness trip experience as a moment of 
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“pivotal growth.” For example, one participant reported that his most important lesson 

learned from his wilderness trip experiences was: 

Just to not be afraid. If something's facing you in the face and you're too scared to 

do it, just do it anyways, even if it goes bad. Cause you'll just learn from that 

experience and that mistake you did. And you'll just become a better person. 

At the end of his interview, I asked this same participant if he had any additional 

comments and he said, “It’s impacted me...no I would say we covered it all, like it was 

just, there was so many different ways that I learned to be a better person for myself, 

every year at camp, I'd say.” His parent/legal guardian extended her thoughts on her son’s 

personal growth, stating, “And how much those trips helped him to grow up and become 

more of a young man.” 

 Another participant commented on her personal growth by referencing her 

experience at the top of Silver Peak:  

You could see everywhere you wanted to go, and you knew there were so many 

more things that you could do in your life to impact the lives of others that it was 

just like, I don't know—a really big pivotal moment.  

The same participant’s parent/legal guardian also reported observations on her 

daughter’s personal growth commenting, “Like I just, I've really seen her grow as a 

person.”  

 Two of the six participants commented on learning to be confident as a result of 

participation on the wilderness trip. One participant elaborated on this point when sharing 

with me her growth from starting out shy to becoming more confident. This was a theme 

throughout her interview: 
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I used to have really low self-esteem and feel really bad about myself—and I 

think that camp helped me find out who I was. It helped me figure out what I 

wanted to do. It helped me figure out what my strong suits are, some things I need 

to work on and helped me shape who I am. 

The other participant reported in a similar manner, “That's what I think camp 

gives you, that confidence to just be yourself, and um don't let things bring you down 

really. Those are the skills.” He also spoke specifically to the wilderness trips as a 

confidence building commenting, “No, I was a shy kid. These trips really made me come 

out of my shell.” When I asked his parent/legal guardian what impact the wilderness 

experience had on her son she responded, “You know, I would say confidence. And I 

would say, finding his purpose in his life you know?” She also commented, “All the 

skills and the confidence you gave to him was a big addition to him as a young man.” 

Program Transfer Preparation 

In this section of the results, I will present reports on how the YLP as an 

organization designs the program and prepares participants to transfer learning from the 

wilderness trip experiences into their everyday lives This section of the results is divided 

into three subthemes: 1) pre-wilderness trip; 2) during the wilderness trip; and 3) post-

wilderness trip. The reports are solely from the interviews conducted with the YLP Staff 

and the collected mission and vision documents of the THCF.  Shown below is an 

illustration of the results for this section, summarizing the reports on how the program 

prepares participants for transfer (see Figure 5). 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

139 

 

Figure 5. Program transfer preparation.  

 

Pre-wilderness trip. All three YLP Staff mentioned how the purpose of the 

THCF is for participants to transfer their learning from the experience to their lives post-

program duration. From the interviews with the three YLP Staff it was reported that 

intents behind both staff hiring and training, and the 5-year program curriculum represent 

the organization’s two main efforts at preparing participants for transfer pre-program (or 

wilderness trip experience). It was also evident from the YLP Staff reports that the THCF 

mission and vision informs the overall purpose of the YLP, and that the 5-year program 

curriculum specifically informs the desired transferrable learnings for YLP participants. 

These efforts will be explained in more detail below. 

While there is no mission and vision specifically for the YLP, the THCF 

Foundation mission and vision informs both the residential and YLP experiences. The 

THCF mission is, “The Tim Horton Children’s Foundation is a non-profit, charitable 
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organization dedicated to providing an enriched and memorable camp experience for 

children and youth who come from economically disadvantaged homes” 

(www.timhortons.ca). The vision and commonly used “slogan” for the THCF is, “The 

Tim Horton Children’s Foundation is dedicated to fostering within our children the quest 

for a brighter future.” One of the YLP Staff commented on the mission and vision and 

how it has influenced the YLP, “...it’s sort of really an extension of our original 

programming in order to work longer-term with these kids and have a more impactful 

experience than the residential program.” 

All three YLP Staff commented on the staff training for trip leaders as one 

component of the YLP’s preparation to encourage participants to transfer learnings from 

the wilderness trip into their everyday lives. Two of the YLP Staff reported that there was 

minimal staff training that includes direct and specific “transfer facilitation” training for 

the trip leaders to facilitate on the trip. One YLP Staff alluded that they encourage 

metaphors that compare the wilderness trip to everyday life to be used on the trip for all 

aspects of the curriculum. Currently, there is no reported time allotted during the staff 

training for specific discussions about transfer.  

One of the YLP Staff discussed the importance of hiring competent trip leaders. 

Her description of a competent trip leader included technical wilderness skills, as well as 

being able to effectively deliver the curriculum designed for the wilderness trips. She 

reported that the YLP Staff strives to find trip leaders that that are capable of fostering:  

Leadership skills that are applicable to what would be working for 14 to 17-year-

old workshops. Each level focuses on the specific age, and so we attempt to 
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deliver that in a progression that meets where they're sort of progressing in their 

teenage years. 

All three YLP Staff commented on the design of a distinct curriculum to be 

continuously delivered over the five years a participant is involved with the YLP. One 

YLP Staff summarized that the curricular unit they focused on was created specifically 

for the three years of the program that participants attend the wilderness trips. He 

outlined that the L2 curriculum “Wilderness Expeditions,” included workshops on: 

leadership, identifying group theory, and problem-solving. He reported that the L3 

curriculum, “Self-Discovery” workshops included: self-identity, diversity, conflict 

resolution, and constructive feedback. And the L4 workshops “Climbing to Higher 

Ground” included: goal-setting, role models, decision-making, and over-coming 

obstacles. One YLP Staff reported that the trip leader’s role of facilitating this curriculum 

during the wilderness trip is a main component of encouraging transfer post-trip.  

During the wilderness trip. One of the YLP Staff summarized the three program 

components that the YLP delivered to participants as “tools” to encourage transferring 

lessons from the wilderness trip into their everyday lives. These three main program 

components during the wilderness trip for encouraging transfer are: 1) trip leaders 

delivering the curriculum and facilitating structured/spontaneous debriefs; 2) journaling; 

and 3) goal-setting. 

All three of the YLP Staff reported on the invaluable role of the trip leader in 

delivering the aforementioned curriculum and additionally spoke about the importance of 

facilitating both structured and spontaneous debriefs during the wilderness trip to 

encourage transfer to everyday lives. One of the YLP commented that while transfer is 
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not a specific topic addressed within the curriculum or during the staff training, the trip 

leaders role’s as a vehicle for transfer is fundamental to the program. She reported: 

I think that the biggest thing they do is debrief, and is probably the most powerful 

experience for these kids is that they, number one reflect on the experience—what 

they're getting out of it...The staff take it to the next level and for them to get how 

they're getting it, and apply it to their everyday lives. I do think that the majority 

of learning for these kids, happens when they go home. 

Two of the YLP Staff mentioned that the deliberate use of journaling provides 

participants with the opportunity to write about their experiences. According to their 

reports, journals serve as a possible mechanism to “spark” lessons learned on trip to be 

brought into their lives post-trip. One of the YLP Staff reported that the point of 

journaling: 

Is to have them actually put thoughts down on paper, instead of just thinking 

about them. Actually, tangibly thinking about them and getting them out their 

minds and putting them onto paper so they can visualize them. 

All three of the YLP Staff reported on the use of goal-setting both during the 

wilderness trip, and immediately post-trip. One YLP Staff reported on goal-setting during 

the wilderness trip:  

 Well the goal-setting is such a strong main in the program, because we want to 

have the awareness of setting milestones and having achieving them, and sort of 

appreciating the hard work that they've put into them. The goal-setting at every 

level is strong, regardless of whether it's L4 or not, so its to really extend the 

continuum beyond when they were here. When they're on a wilderness trip they 
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 are goal-setting everyday. Maybe every couple of kilometers, even with 

paddling, you know the goal-setting is right then and there and they are seeing 

instant results.  

            Another YLP Staff reported on the purpose of goal-setting immediately post-trip 

on the end-of session paperwork:  

They'll do a again, kind of back to the goal-setting as the personal action plan, like 

how they think they did on the trip and what goals they would have for the future, 

six months from now or what they want to do in a year, what they would want to 

focus on. It’s because it takes them away from home and they do it at camp—it 

gives them a good chance to look back and say, you know maybe that friend that 

I’ve been hanging out with that asked me to do questionable activities, like maybe 

I should find a new friend or...it kinda gives them a chance to say you know when 

I go home I am going to be better at this, or I am going to work harder. I think 

because they are removed from that environment it lets them feel a little clearer 

and try to set some goals. You know it's always hard to go back into that 

environment and keep them, but I think the chance to look at them differently is 

important. 

Post-wilderness trip. All three of the YLP Staff provided various reports on how 

the wilderness trip experience alone serves as a powerful venue for participants to learn a 

variety of lessons. All three YLP Staff reported that much of their post-wilderness 

“facilitation” of transfer lies in allowing for the experience to speak for itself. One YLP 

Staff commented, “I think everybody will have their moments, even if they even have 

them at their separate points and based on different triggers that happen with their 
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everyday lives, right?” Another YLP Staff commented on the difficulty of designing a 

program that values the transfer of learning from the wilderness trip, reporting: 

Yeah, always, you wonder if it really works for all of them, and how many it's 

hitting or are really affecting, especially those that don't come back. You know? 

Are you giving the right experience?...I think I very strongly at the end of the day 

think the trip experience is a good experience. I think it's important. 

One of the YLP Staff reported on graduation as a post-wilderness experience for 

participants to be reflective on their YLP experience. The graduation, which occurs after 

the participants complete L5, is the only formal interaction with participants post-

wilderness trip. All three of the YLP Staff reported that there is no formal interaction 

between participants and staff of the YLP throughout the years enrolled in the program, 

except for administrative contact.  Other than the graduation, there were no reports from 

the YLP Staff about post-program interactions with participants to promote transfer. 

When the YLP Staff were asked about how and if they address transfer of learning for 

participants post-program, all three staff commented that the experience of the wilderness 

trip itself was the main program component that they hoped encouraged transfer. One 

YLP Staff summarized it this way: 

I think we try to when they're here, um retain as much as we can from kids, 

whether that’s banquet speeches, whether that’s the program coordinator and 

manager getting out and talking to the kids and sitting in on debriefs, um, to hear 

the type of experiences that they've had. And to really, from a program 

perspective, the best we can do is try and attempt to train them [trip leaders] very 

well, and communicate the goals of the program so that people get it. And we hire 
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staff that are the right fit and that understand and that have sort of extrinsic 

motivation in accomplishing you know, the goals of the foundation—and have 

engaged employees that want to carry out the foundation with us. You know, we 

do try to do field visits, and things like that, hear feedback, but we can't be there. 

Part of what is the best thing about our program is also where it is the most 

challenging, because we're not there “24/7”. But that's the idea. 

Applications to Everyday Life 

  

In this final section, I will present reports from the participants about how their 

participation on the L4 wilderness trip has impacted their everyday lives. The evidence 

presented here again integrates perspectives from the participants, parents/legal 

guardians, end-of-session paperwork, and the YLP Staff. There are seven sub-themes in 

this segment, including: 1) school; 2) sports and healthy lifestyle; 3) community and 

international volunteering; 4) work and career aspirations; 5) family and home life; 6) 

social life; and 7) reports of generally applying the learning. Shown below (see Figure 6) 

is an illustration of those results, enumerating the frequency of reports from: a) 

participants (shown in parentheses); b) parents/legal guardians; c) the end-of-session 

paperwork; and d) the YLP Staff.  
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Figure 6. Applications of learning from the wilderness trip into everyday lives.  

 

School. Four of the six participants and two parents/legal guardians spoke about 

applying lessons learned on the wilderness trip to their school life post-trip. Two 

participants reported on applying leadership skills, two participants reported on increased 

involvement, two participants reported on feeling more confident, and one participant 

reported on applying perseverance to improve herself as a student. All three YLP Staff 

reported on attempting to prepare participants to apply various learnings from the 

wilderness trips specifically to a school setting post-trip.  

One participant responded to the question, “So some of the learning that you've 

talked about, where in your life back at home do you notice this the most?” She 

responded, “I think that I notice it the most at school and at work. At school definitely 

because—well I guess in both aspects because I'm more willing to take the leadership 

role and get myself more involved.” She further elaborated, “And now I think it's 
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extremely important to get involved in where you go to school because it's the only way 

you'll see changes made—is if you get involved.” Later in the interview, she explained 

that she introduced a program into her school for students to volunteer their time to help 

young children with disabilities improve their reading skills. She was the president of the 

program. 

In a description of the possible learning outcomes of participation on a wilderness 

trip, one YLP Staff commented:  

…I think the learning outcomes from that are just endless, in terms of teamwork 

and communication, individual perseverance, determination—that they take out of 

that. To go into small group work at school, or going to living at residence at 

school, university or college. I think the life application of trip experience beyond 

the curriculum is tremendous. 

Two of the participants commented on their newly developed capacities to “take 

charge” and to participate more successfully during group school projects.  One 

participant became the president of her school’s student council and attributes her 

leadership skills to her experience on the L4 wilderness trip. Her parent/legal guardian 

commented, “And it seems she really wants to succeed as result of the leadership 

program.” The other participants commented on the skills he applied to his school life: 

Other skills is leadership, like if we had a project, and if things weren't happening 

I would take the lead and be like “Alright guys we gotta start doing whatever we 

have to do, and just get this done.” And stuff like that, I really learned from camp 

and brought it home. 

His parent/legal guardian also reported on applying his leadership and confidence 
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in addressing his schoolwork. Applying confidence at school became a major theme for 

another participant. She reported on applying her newfound confidence and perseverance 

to improving her grades and class attendance, along with an overall self-belief in her 

ability to succeed. She reported, “Because I used to give up on school a lot…but now, 

even if I don't want to do it or even if it's hard I'll still work through it. Cause I mean, a 

bad grade is better than no grade I figure.” Her parent/legal guardian also commented on 

her apparent confidence and engagement in school reporting that her grades had 

improved significantly.  

Building confidence in various aspects of participants’ lives was a potential 

program result that all three YLP Staff spoke to repeatedly throughout the interviews. 

One YLP Staff spoke specifically to opportunities provided for participants to present to 

their peers about the experience immediately post-trip. She reported:  

…kids will get up there in front of all their peers, and do some song or skit or a 

camper will sing a solo…And they do it in front of their peers. And I think that's 

outstanding. And they all say public speaking is such an enormous fear, and when 

you look at these kids up in front of their peers, how fabulous is that. And so 

when we send these kids home and they have to do a presentation in front of their 

class, they are going to be more comfortable doing that because they lead some 

song they made up at camp. And I think that's awesome. It's a chance to be who 

you are, and even if you're not good at what you're doing you just do it, and 

everyone's okay...you know you just get that confidence somehow. 

One participant’s parent/legal guardian spoke to this very notion of her daughter 

demonstrating a newfound confidence to speak in front of her peers, reporting on a recent 
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event in their everyday lives. She stated, “She [daughter] had a public speaking event last 

night at the school that she had to get up in front of people that she didn't know, and she's 

still nervous about it, but she still does it. And she just gives her best.” She further 

reported that “self-confidence” was the biggest change she witnessed in her daughter 

since the wilderness trip.  

Sports and healthy lifestyle. Four participants and two parents/legal guardians 

reported on applying learnings to organized sports and making healthy choices in 

everyday lives post-trip. Three participants spoke specifically to applying skills to their 

involvement with sports and physical activity in their interviews. One of these 

participants also mentioned applying his wilderness trip learning to sports on his end-of-

session paperwork. The fourth participant spoke in-depth about making healthy decisions, 

specifically to quit smoking. The three participants that reported on sports and physical 

activity discussed leadership, confidence and overall health. The fourth participant spoke 

about applying perseverance to overcome her smoking habit. 

 All three of the YLP Staff reported that the wilderness trips are designed to be 

physically challenging in an effort to provide participants with certain obstacles, 

elaborating, “So it gives them ample opportunity to step up as leaders, as well as work 

together as a team.” Two of the participants reported on specifically using their 

leadership skills on their high school sports teams once they returned from the wilderness 

trips. One participant commented on his experience taking a leadership role on his rugby 

team: 

When I came back you know, I went right to rugby and as a team we got angry 

with each other a lot. And we didn't know how to become one. And I feel in some 
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ways that you know, I would help out in some situations and other would see that 

and try to help out in other situations too. And it pushed other people to become 

leaders as well. You know, “Hey people are starting to listen to me, so I gotta step 

up and do the right thing,” kind of thing.  

Another participant reported on confidence and leadership skills as a major lesson 

acquired from the wilderness trip—a lesson that he now uses regularly in sports. He 

further elaborated about how he applies these skills:  

In sports when buddy gets knocked down, I come help him up, or someone’s in 

his face, I’ll shove the other guys out of the way as if I've got his back, and that's 

what I really felt like at camp, we always had each others back… And stuff like 

that, I really learned from camp and brought it home.  

One of the YLP Staff commented on the emphasis of encouraging participants to 

be positive while enduring the physical challenges on the wilderness trips, stating, “So, I 

think pieces of that can go back and kind of trying to promote a healthy lifestyle, active 

lifestyle, kind of a physical fitness awareness.” One participant reported that her 

experiences on the wilderness trip helped her to quit smoking cigarettes. She reported that 

her experiences led to “…a realization that I shouldn't be doing this, and that it was being 

there and trying to maintain a healthier lifestyle and also being a good influence on the 

younger ones that were there as well.” Her parent/legal guardian also reported that 

attending the wilderness trip initiated the quitting process recalling, “Because like I said 

she really developed a lot of healthier habits. I know the one year she quit because she 

obviously couldn't bring any cigarettes with her right, and then she'd quit the whole time 

that she'd gone.” 
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 One YLP Staff reported that learning to be resilient was one of the skills they 

had hoped to arm participants with for the future. She stated: 

Um, I think a lot goes into resiliency and the ability to be more resilient. And I 

think that's knowing yourself, having self-awareness, knowing your limits - 

physically and emotionally, knowing what you can do. The difference between 

what you do, and what you perceive you can do. Um, confidence and self-esteem 

obviously, I think those are the big ones that play into a child, or young person, 

being able to say, "I can do this! I'm gonna go back home and be this person.” 

Similarly, another YLP Staff reported that along with the “endless outcomes” that 

could occur from a wilderness trip, was the intention for participants to learn from the 

curriculum workshops delivered on trip. She stated: 

You know, that be whether you have the time to sit down and talk about goal-

setting in a structured context or talking about overcoming obstacles or any of the 

topics that we have for the curriculum piece, and just be able to give the campers 

a chance to just be in a setting where they can talk about that, or explore that—

and have it not be school based.  

The participant who quit smoking spoke directly to this comment on goal-setting 

during her interview, recalling how she set a goal with her trip leader and on her end-of-

session paperwork to quit smoking post-program. When I asked her if she remembered 

what she had written down as her goals, she responded: 

Yeah I do actually, I remember I wanted to quit smoking because, ah I was 

smoking at the time. And, I wanted to do better in school and not skip school as 

much as I was, cause I was skipping all the time and it was bad. After the end of 
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that I could get into secondary school...Are you going to ask me if I accomplished 

those goals? 

When I replied, “yes,” she said, “Well, I accomplished those goals.” This 

participant was one of the two participants in the study that could remember his or her 

goals during the interview from the end-of-session paperwork.  

Community and international volunteering. Three of the six participants 

reported on their increased involvement volunteering within the community, 

internationally, or both, inspired by their experiences during the wilderness trip. Two 

parents/legal guardians also commented on their son or daughter’s volunteering 

engagements post-trip, also believed to be inspired by their wilderness trip experiences. 

Two participants reported on applying the lessons of peer learning and leadership to their 

volunteer work. Other applications from the wilderness trip to participants’ volunteer 

work included teamwork and confidence. In a similar vein to the participants’ reports 

about volunteering, the three YLP Staff spoke to the program as a 5-year investment for 

participants to take newly learned skills to their everyday lives. One YLP Staff reported 

that the 5-year program is designed to encourage participants to develop into, “well-

rounded and contributing members of society that are confident in everything that they 

choose to do.” 

 Two of the participants spoke about becoming more involved in volunteer work in 

their home communities. One participant spoke about becoming a volunteer with the 

local theatre company and devoting most of his spare time to an unpaid position that 

required him to utilize his teamwork skills. His parent/legal guardian also commented, 
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“He never used to volunteer before.” And, “He never wanted to do anything. But after 

that last trip I would say that he is giving a lot of his time helping out.” 

 Another participant reported on using her leadership skills and confidence learned 

during the wilderness trip when volunteering. She commented: 

And I think that translated in my real life because I realized that I wanted to work 

at the pool, that is what I wanted to do. So, just this leadership, just the volunteer 

experience became something I really enjoyed so I used my leadership skills and 

that, and then I got hired. And when I got hired I continued to use my leadership 

skills and I got promoted. 

Two of the YLP Staff specifically spoke to the unique experiences of placing 

seven unfamiliar participants together then sending the group on a multi-day wilderness 

trip. She regarded this as a, “tremendous learning opportunity.” In this YLP Staff’s 

description of the purpose behind using the wilderness trip as a venue to teach life skills, 

she reported: 

I think in writing that outcomes that are specific goals that I would like to see 

would be the, the big one is the ability to work with other people that you would 

otherwise not choose to work with. You know? You're set with you and six other 

campers, and that's your group. So what we try to impress up on them, is don't all 

be friends but at the end of the day if you leave trip and you don't really talk to 

each other again that’s okay—but for those ten days together you have to show 

respect and be able to work as a team… 

Two of the six participants (one of these participants also reported on community 

volunteering) commented on applying leadership, teamwork and lessons from peer 
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learning in an international service/volunteering learning experience. At the time of the 

interview, one participant was poised to volunteer at an orphanage in the Dominican 

Republic organized by her university. She reported on the community-based volunteer 

work she would be completing and commented that she was excited to relay and share 

many of the “gifts” she had been given, or lessons learned, during the YLP. Another 

participant commented on an international service/volunteering learning experience she 

had completed, also in the Dominican Republic. She reported: 

I went to the Dominican Republic for the Dreams Program. We build homes 

basically. And I went for a couple weeks, and I remember, it was so similar to 

camp. It was completely foreign to me. But it blew my mind how much I could 

take from camp and use it there. There was teamwork that was needed. It was 

funny because we were all students and I just remember it reminded me of like 

the campers, like we all had to work together and we learned a lot about each 

other. 

Work and career aspirations. Four participants and two of the parents/legal 

guardians spoke about work and future career aspirations as venues for applying 

wilderness trip learnings into their everyday lives. The other two participants were not 

working while completing their high school diploma and did not comment on this theme. 

Three of the participants reported on applying leadership skills at their workplace, and 

one participant spoke about an instance of applying perseverance. Two of these 

participants had anticipated using new skills in the workplace, as it was written on their 

end-of-session paperwork. Two of the participants reported on their career aspirations as 

a result of their experiences on the YLP wilderness trips.  
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All three YLP Staff reported on encouraging participants to develop employable 

skills throughout the 5-year program. However, only one of YLP Staff spoke specifically 

about the experience of a wilderness trip as a direct method of teaching participants about 

job specific skills. He reported that during L5, the young people learn about, “being able 

to properly present themselves for doing their resumes and job searching things like that 

in the later years.” However, he later commented that job specific skills could also be 

learned on the L2, L3, L4 wilderness trip that could prepare participants for the future. 

When asked to elaborate, he reported:  

I think the biggest one would be perseverance. Being able to preserve through 

long days, cold nights. Um, potentially soggy weather, hard portages, the general 

stress of the entire trip and being able to come out on top—would be the biggest 

one. As well as realizing that they don't need all the bells and whistles in their 

everyday lives to be successful. 

Two of the participants and one parent/legal guardian specifically spoke to 

utilizing new leadership skills to gain a promotion in their workplace post-trip. One 

participant reported:  

Then when I started going to camp I realized that I could be a leader, I could do 

whatever I wanted… And now when I go home, I'm a supervisor, I'm one of the 

senior staff members - I get to make all the decisions and stuff like that - and the 

reason why I am in that position is because I used my skills I learned from camp 

to get there. 

Two participants and two parents/legal guardians spoke about future career 

aspirations inspired by the experiences on the wilderness trips. Both participants reported 
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on wanting a career in some sort of social services role, and one participant spoke more 

directly to this ambition. When she was asked how her YLP experiences contributed to 

career aspiration, she replied:  

Um, I don't think that it was something I did, I think it was something that the 

camp did for me, which is helping me. That's one of the reasons why I want to be 

a social worker, is because I want to go help kids and pay it forward almost. So I 

don't think that's something I did, I think that something the camp did for me. 

Her parent/legal guardian echoed this comment about the impact of the wilderness 

trips with, “So I think that has really shaped her for what she wants to do.” 

Family and home life. Three of the six participants and two of the parents/legal 

guardians reported that lessons learned on the wilderness trip were applied to family and 

home life post-trip. Participants reported on using leadership skills, teamwork skills, 

problem-solving skills and perseverance in their everyday family and home lives.  

 One participant commented on the use of learning about being a leader within a 

group, and in this case her family:  

So, coming home was kinda like, I'm from a big family so when something 

needed to be done, I had to do it. But at other times I needed to TELL my brothers 

and sister “You need to do this, you gotta step up.” 

 Her parent legal/guardian also commented on her daughter’s application of 

leadership and teamwork skills in their family:  

And being out there, she realized how all the wheels turned when you are apart of 

a team and everyone is doing their job versus somebody who doesn’t quite pull 

their weight. So yeah, that whole team member, team work really had an affect on 
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her because she was coming home and talking about how it worked well when 

everyone was working, and how it didn't work quite as well when some of them 

were slacking.  

While there was no comment directly related to family and home life, all three 

YLP Staff commented on the potential value of learning to work as a collective group to 

complete a task. One YLP Staff remarked on a desired outcome for the participants:  

And, having our campers go out on out trips is taking them out of their comfort 

zone for sure. And providing them with different challenges and different 

opportunities for them to come together as a group and successfully complete 

their trip. 

Two participants commented on applying both perseverance and problem-solving 

skills learned on the wilderness trip to completing household chores and realized the 

importance of helping parents/legal guardians with these tasks. In one response, a 

participant blatantly commented on her use of perseverance, “I apply it when I have a 

crap load of chores I have to do.” 

Social life. Three of the six participants reported that some of the lessons learned 

while on the wilderness trip were applicable to their everyday social lives. One 

parent/legal guardian also reported a significant change in her son’s social life post-trip. 

Two of the participants reported on applying teamwork skills and the value of peer 

learning, and one participant commented on applying problem-solving skills within his 

social life. All three of the YLP Staff reported on the potential learning opportunities 

from the wilderness trips for participants in their everyday social lives. 

 One YLP Staff reported that the wilderness trip experiences could provide 
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participants with opportunities to learn: 

…How and when to be appropriate, uh, they learn to start to learn to resolve 

challenges with other people, people with different personalities. Um, I think they 

learn to appreciate differences and learn some of the skills of agreeing to disagree. 

Echoing that comment, another YLP Staff reported that, “it puts them in a new 

situation where they really need to learn about themselves, they need to learn about the 

skills that they have, how they can cope with a new and challenging situation with new 

people.” This YLP Staff commented that not only are participants exposed to 

spontaneous social learnings but they are also exposed to the often “forced interactions” 

facilitated by trip leaders required to successfully complete the route. This staff provided 

one example of these forced interactions during the wilderness trip when speaking about 

setting goals as a group the night before a day with many portages and the challenges 

with needing to collaboratively devise a plan on how the group could succeed. 

Two participants identically reported their most significant lesson learned on the 

wilderness trip applicable to their social lives as being, “How to deal with people.”  One 

participant explained that: 

You don't get along with everyone obviously, but at camp you want to. So, you 

almost put in more of an effort when I go back home… So by going to camp and 

dealing with people who you may not get along with as well—or who aren't like 

you. 

She further explained that in her first year of university that this skill from camp 

helped her to meet new people in her classes and facilitated her working with fellow 

students on group projects.   
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One participant commented on applying problem-solving skills to his social life 

context post-trip. In his interview, he reflected upon his social experience during his L4 

wilderness trip, reporting, “I ended up realizing who I could trust, who I couldn't trust, 

who I shouldn’t hang out with, and who I should hang out with and who I should bring 

closer kind of thing.” He further commented on, “working my way in with another group 

[of friends] that I felt comfortable with,” once returning home. He reported that moving 

social groups was a “big change” in his life after this wilderness trip. His parent/legal 

guardian also commented on the positive impact the wilderness trip had on his social life.  

Reports of general application. Three of the six participants reported on 

applying learnings from the wilderness trip into their everyday lives in a general sense. 

Those three participants all reported that it is difficult to distinguish how their new 

learnings specifically translate into their everyday lives. For instance, one participant 

reported, “I think that sometimes that going home, I can use the leadership skills I've 

learned here in small ways. There's nothing I think that I can be like, I'm gonna use this 

today. I think its kind of experience.” 

 Another participant commented on how he believes his learning is applied, 

reporting:  

 No, it was sort of like, what's the word - common sense but like, no not 

 common sense...they could just - you could use them like any scenario - like I 

 said, even if you can't use all of that learning you learned—um you could use 

 25% of it and incorporate it with another lesson, and let it somewhere else, and 

 you could fuse it all together and at home or work, or wherever you need it. 

 All three of the YLP Staff reported on multiple skills, many of which are 
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outlined in the curriculum, that they hope for the participants to experience and gain. 

However, one YLP Staff reported that while the curriculum has specific skills and 

teachings designed for the participants to learn, applications of these lessons into any part 

of their everyday lives is considered successful. She reported:  

Yeah, more like general skills, like role models. Like lets just talk to them about 

role models, like who is a role model, how can I be a good role model. That kind 

of thing is not necessarily trip-based, although I think it runs itself on trip like 

“overcoming obstacles”...like you're going to have obstacles on trip, you can talk 

about how you're going to do it on trip. Then you can take it back to what do you 

do at school, what do you do with friends, that kind of thing. 

Summary 

In summary, the key themes included “Reports of how the learning happened,” 

“Learnings from the wilderness trip,” “Program transfer preparation,” and “Applications 

to everyday lives.” The results integrated perspectives from the young people, 

parents/legal guardians, end-of-session paperwork, and the YLP Staff. The most 

significant themes from these results that add to the aforementioned gap in the literature 

and their implications for research and practice will be discussed in the following chapter.  
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Chapter 5: Discussion 

 

The purpose of this chapter is to integrate the major findings of this study with the 

relevant literature, to discuss the implications of these findings, and to provide 

recommendations for future research. This chapter is organized into three main sections. 

The first section discusses the above themes that outline participants’ reports on how the 

learning happened during the wilderness trip. The second section of the results presents 

the discussion regarding the post-wilderness trip findings and the overall study 

conclusions, and the third section concludes with closing remarks and recommendations 

for both wilderness experience programmers and scholars.  

During the Wilderness Trip: How the Learning Happened 

The results from this study add to a growing body of knowledge that explores 

wilderness programs that are designed for young people and are grounded in the 

foundations of adventure education (Davis-Berman & Berman, 1999; Garst et al., 2001; 

Gilberston et al., 2006; Priest, 1999; Thurber et al., 2007). Particularly, the reports about 

“how the learning happened” reaffirm the value of transferring lessons learned in the 

wilderness to participants’ lives post-trip (Bell, 2003; Garst et al., 2001; Gilberston et al., 

2006; Priest, 1999; Sibthorp, 2003; Thurber et al., 2007). The results of this study also 

highlight certain limitations with the specific program studied in light of some 

shortcomings with the ways in which transfer was specifically addressed. While these 

results are specific to the YLP in this particular study, there are many findings that raise 

noteworthy discussion points for both wilderness experience programmers and transfer 

researchers alike. These findings will be discussed further and integrated with the 

relevant literature in this next section.  
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Engagement in unique wilderness settings. As reported in Chapter 4, all of the 

participants reported on physical, environmental and social challenges that are unique to 

the wilderness trip experience. For example, one participant commented that the biggest 

challenge on her wilderness trip, both mentally and physically, was a particular portage. 

She reported, “So we were on this one really, really tough portage. I think it was our first 

day out in the wilderness and, it was the hardest thing of my life.” This result resonates 

with findings from previous studies, identifying the various challenges and experiences 

wilderness trip participants can encounter, such as climbing and hiking in mountains 

(Cummings, 2009; Haluza-Delay, 2001), learning glacier travel techniques in the arctic 

(Stott & Hall, 2003) and, enduring a multi-activity adventure course (Furman, 2011; 

Shellman & Ewert, 2010). 

Similar to most wilderness experience programs, the YLP Staff reported that they 

anticipated these types of challenges during the wilderness trips, as the routes are 

purposefully designed for participants to encounter natural obstacles (i.e., difficult 

portages, challenging day-hikes) (McKenzie, 2000). While this general finding may not 

be a novel one, I believe the specific reports on the wilderness setting’s influence adds to 

the body of literature on how a “key experience” can encourage participants to strengthen 

the connections between their wilderness experiences and their everyday lives (Bell, 

2003; Cummings, 2009; Neill & Fabrizio, 2005). 

For example, many reports referred to the unique wilderness conditions of a flat-

water canoeing wilderness trip as a “real-life” or authentic situation. One participant 

recalled how her group reacted to an injury on the trip, “So, it was a little bit difficult, but 

it definitely showed us real teamwork and real leadership skills because there were less of 
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us and we had to pull our own weight more.” In this regard, the reports resonate with the 

literature that suggests that providing young people with experiences involving 

immediate consequences (i.e., a group not reaching a specific campsite destination) is an 

effective method of influencing participants’ learning and their capacity to retain that 

learning (Andrews, 1999; Furman, 2011).  

Several researchers have issued a “call” for research that is not solely anecdotal 

regarding the nature of transfer, identifying that data must be collected across contexts 

relevant to transfer and both during the trip and post-trip (Cummings, 2009; Furman, 

2011; Priest, 1999). The results from my study about first, how the wilderness 

experiences provided lessons that were retainable and second, the fact that these results 

came from multiple data sources in this study certainly serves as one response to that 

“call” by adding to the existing literature on transference. This finding on the need for 

data collection across both contexts is perhaps “simple”-sounding, but weighty, as it is 

evident here that wilderness trips designed for young people hold the potential for 

educative and far-reaching impacts.  

Influence of trip leaders. All of the participants reported on some type of 

interaction with their trip leaders that was influential on their wilderness trip. As an 

example, one participant described how her trip leaders actively encouraged the young 

people to make more major group decisions as the trip progressed, decisions independent 

from the leaders’ instruction. That participant described what Ewert and Overholt (2010) 

have identified as a mock-leader opportunity, which involves students-as-leaders and is a 

technique for teaching leadership in wilderness settings. The participant commented on 

her trip leaders technique of providing the participants with real opportunities for 
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leadership during the wilderness trip stating, “They were doing a really great thing for us, 

but at the time we didn't even really notice. And then I think the reflection of all of it 

when you think about it—like that wouldn't have happened.” She reported that it was 

during the final reflective debrief that she recognized how her leadership developed when 

the trip leaders were not as authoritative. In the interview she connected this practical 

leadership experience with her role as the president of her high school student council 

when she returned home.  

There is a considerable amount of literature that specifically focuses on the 

influence of trip leaders during the wilderness trip through various types of interactions 

on a trip, such as delivering a debrief or a specific lesson (Cummings, 2009; Gilberston et 

al., 2006; Neill, 2007; Stremba & Bisson, 2009). From the YLP Staff reports it is quite 

obvious the staff are aware of a trip leader’s influence on participants. In fact, according 

to some of the YLP Staff reports, the trip leaders are a primary source of ensuring that 

long-lasting lessons are indeed taught to participants. In one YLP Staff interview, a 

description of an ideal trip leader was a competent wilderness instructor and also 

someone who was an effective facilitator and had the capacity to deliver the YLP 

curriculum. 

Curriculum design and facilitation. The reports from the YLP Staff on the 

curriculum designed for trip leaders to be delivered during the wilderness trip are 

reminiscent of the pre-existing literature on the use of curriculum (Furman, 2011; 

McKenzie, 2000; Priest; 1999). As with most wilderness experience curriculums, the 

YLP curriculum consists of pre-planned programming or workshops with set learning 

objectives for the participants to retain, and hopefully use post-program (Bacon, 1983; 
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McKenzie, 2000; Priest, 1999). For example, in the L4 curriculum, trip leaders are asked 

to create and deliver a lesson to help participants identify good role models in their 

everyday lives. These reports neatly fit into much of the literature around transfer and 

wilderness experience programs, as some scholars have researched how curriculum 

delivery might link to post-trip applications (Ewert & Overholt, 2010; Furman, 2011). 

For instance, Ewert and Overholt (2010) conducted a quantitative study to 

examine the effectiveness of a short-term wilderness trip experience two days before the 

trip, three days after the trip, and again two weeks after the wilderness trip. The findings 

suggested that the curricular units facilitated by the trip leaders, such as mock simulations 

and feedback workshops, encouraged participants’ leadership in their lives as college 

students. Initially, I thought that Ewert and Overholt’s recent examination of specific 

curricular units might resonate with the above example from this study in terms of the 

participant’s experiences when her trip leaders were deliberately not authoritative. Under 

closer inspection of the participant’s report however, the technique used by the trip 

leaders to gradually remove their authority from major group decisions was not 

mentioned in the description of the L4 curriculum or in the YLP Staff training. In 

consideration of the emphasis on curriculum in terms of specific learning objectives in 

the YLP Staff interviews, it is surprising that the curriculum was not mentioned once in 

any reports from participants. 

When the participants were asked about the curriculum during the trip, many 

simply said, “I don’t remember anything like that.” All six participants identified the 

influence of the trip leaders in describing their spontaneous and well-timed discussions 

during or following unique wilderness encounters. There was no mention of formal 
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workshops that may have employed a lesson plan. The four participants who did report 

on instances of more formal, structured debriefs described a final reflective debrief on the 

achievements and struggles of the group as being impactful. Some of these reports 

mentioned the trip leaders discussing transfer.  

An outlying report from a participant furthers my curiosity about how trip leaders 

addressed transfer during the wilderness trip. As reported in Chapter 4, a participant 

clearly stated that he found any formal facilitation or debriefs during the wilderness trip 

to be “ineffective.” He remarked that the natural evolution of a group enduring the 

wilderness spoke loudly enough alone to impact how he learned lessons. This outlying 

report is reminiscent with the first “generation” of facilitation identified by Priest and 

Gass (2005), “letting the experience speak for itself,” which is the first of six generations 

of facilitation techniques employed during outdoor education programming. It is 

important to mention here, that because this study does not include reports from the trip 

leaders, there is a gap concerning how the curriculum was facilitated. Considering that 

the participants did not report any recollections of formal curriculum facilitation, might it 

be that the trip leaders chose more subtle facilitation techniques? Or is it possible that the 

nature of the wilderness trip left little time for formal workshops? Yet, the outlier report 

above, which emphasizes that an experience without any formal facilitation can be as 

meaningful as a formally facilitated discussion, is noteworthy because it provides some 

critical examination of the role of the trip leader from the participant’s perspective. This 

critical examination from the participant’s perspective is also noteworthy because I 

believe it may indicate a level of honesty within the interview from the participant. 

It is possible that because many of the participants knew that I had worked for the 
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YLP previously that I was seen as an “authority.” The honesty in the above report 

alongside several participants voicing frustrations with their trip leaders during the 

interviews, indicates to me a level of openness despite that potential perceived authority. 

Contrastingly, in one participant’s interview he began to tell a story, then asked me to 

confirm that his comments would remain anonymous and confidential before he 

continued. To me, this clearly indicated that I held some sort of authority in his view. If 

participants view the investigator as an authority, how might this impact the study’s 

results in understanding how learning truly occurred on the wilderness trips? This is a 

potential limitation that should be considered when researching wilderness trips with 

young people.  

All three YLP Staff mentioned that the curriculum was “under construction” and 

that addressing transfer within the curriculum was on the agenda for program 

improvement. Creating a curriculum that specifically addresses transfer and that provides 

opportunities for participants to reflect and focus on retaining lessons has not been widely 

researched. Recently, Furman (2011) explored the effects of a curriculum in terms of 

expedition behaviour on a NOLS trip (transfer was specifically addressed in every unit’s 

lessons). In that study, 57 participants received the transfer-specific curriculum, and 60 

participants received the standard curriculum during their 2-week long course with NOLS 

in 2008. Study participants were 14 and 15 years old. Results suggested that the transfer-

specific curriculum helped to improve students’ expedition behaviour during the 

wilderness trip more so than the standard NOLS curriculum. However, the students made 

little to no mention of transfer. What is noteworthy about Furman’s findings is that the 
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standard NOLS curriculum, one that placed little emphasis on transfer, still did contribute 

to the participants’ lessons retained and transferred.  

Furman’s (2011) findings shed some light on how a trip leader may not 

necessarily need to overtly explicate how each and every moment of a trip can be 

transferred, but that curriculum does in fact help. Therefore, the use of curriculum to help 

transfer lessons post-wilderness trip—whether the curriculum is formally transfer heavy 

or not—is a positive sign for the YLP in developing that aspect of the curriculum. 

Perhaps, a closer look into the language for how trip leaders discuss the connections 

between the wilderness experience and everyday life during the wilderness trip would be 

beneficial for YLP staff training and curriculum. Considering that the participants did not 

mention the curriculum at all, it is possible that the results in this study are still not what 

they could have been if the curriculum was more developed or highlighted during the 

participants’ wilderness trips.  

 Alternative Reality. In terms of the specific language participants used within 

their reports, three of the participants described the uniqueness of their wilderness trip as 

being “not the real world,” using this term freely throughout their interviews. This might 

suggest that these participants were automatically framing the two contexts (the 

wilderness trips and their everyday lives) as separate entities. The reports from 

participants about the wilderness trip seeming as a separate world fits neatly into Neill 

and Fabrizio’s (2005) theory that wilderness trips can feel like visiting a foreign country. 

Neill and Fabrizio stated that leaving home and embracing a wilderness trip as a new 

“sub-culture” of social, environmental, and physical challenges and differences can 

greatly affect one’s perception of their experience. This literature suggests that the 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

169 

wilderness experience can be so dissimilar to participants’ everyday lives that adapting to 

the new wilderness environment can be difficult. Relative to this concept, one participant 

reported, “It's not like you wake up everyday and have to set up a stove to make your 

breakfast or have to pump water—like those are everyday conveniences that we take for 

granted.”  

While cultural adaptation represents a challenge during the wilderness trip, other 

literature has suggested that wilderness trip participants’ main challenge is returning 

home (Keighly, 1997; Kraft, 1999; Sibthorp, 2003; D’Amato & Krasny, 2012). One YLP 

Staff spoke to this challenge, stating that through various emails and feedback initiated by 

the participants to the program that, “I’ve heard, I think, that they find it hard to go back 

to environments that perhaps aren't as supportive of what they've experienced.” She also 

added that she had not received much feedback in the way of how participants transition 

to everyday life.  

For the participants in this study, the sentiments of a challenging transition home 

were not a main focus of their reports. Every participant and parent/legal guardian was 

asked to comment on any challenges returning home, and no one commented that 

returning home was a negatively challenging experience. One participant said that she 

preferred being in the YLP environment to her everyday life. Some participants reported 

on an initial period of adjustment to a less supportive environment post-wilderness trip 

experience, however the reports still remained positive. For instance, one participant 

stated that by experiencing wilderness adversity whilst surrounded by support actually 

helped her to return and face some challenges in her life without the support, stating that 

she now knew how. This is a direct departure from D’Amato and Krasny’s (2011) study 
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that concluded that some wilderness trip participants were “disoriented” upon returning 

home given there was no supportive community similar to the wilderness trip.  

As the literature and YLP Staff reports from my study suggest, returning home can be a 

negative experience, which differs from the participant reports that returning home was a 

positive challenge given their wilderness experience. This gap in the findings further re-

establishes the previous research recommendations to more thoroughly investigate post-

program experiences.  

In review of these results and the lack of post program connections between the 

YLP and the participants, I began to further explore the reports for another variable that 

could shed light onto the differences between the literature and re-entry reports. Upon 

closer inspection of the reports about participants returning home from the wilderness 

trip, one comment in particular from a parent/legal guardian may shed light on this gap. 

In speaking about her daughter, this mother said, “And she came back and she was 

totally—she had changed a little bit and then the next year she goes back—and she's just 

a different person when she comes back.” This parent/legal guardian’s daughter echoed 

these comments about being engaged in a 5-year program.  

Engagement in a 5-year program. As reported in Chapter 4, the five participants 

who attended the full five years of the program commented on the impact of the 

consecutive annual YLP experiences on their lessons learned, most of which highlighted 

the wilderness trips. Their reports are based on a similar premise to Haluza-Delay’s 

(2001) research that “knowledge is a construction that an individual builds to fit with his 

or her experience of the world” (p. 44). In revisiting the literature on experiential 

education, this 3-year wilderness trip experience compliments the popular literature on 
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the Experiential Learning Cycle (Breunig, 2009; Itin, 1999). The YLP fits the model of 

the Experiential Learning Cycle, allowing the participants several years to experience 

different phases of the cycle: (a) concrete experience; (b) observation and reflection; and 

(c) formation of abstract concepts and generalizations; and (d) testing implications of 

concepts in new situations, which leads into another form of the same learning cycle 

(Kolb, 1984).  

As noted in Chapter 2, “testing implications of concepts in new situations” is the 

equivalent of transfer explored in this study. Possibly because this study’s participants 

were able to test the implications of the wilderness trip experience numerous times 

between summer programs, their shift home from the wilderness trip after L4 may have 

been less shocking than when they returned in L2. In this regard, when exploring how 

participants learn during the wilderness trip, an acknowledgment of previous experiences 

may provide some insight into how participants are impacted by the experience.  

Based on a comparison of the reports from participants about their engagement in 

a 5-year program, I was prompted to return to many of the studies used in my review of 

literature to look for any indication of authors acknowledging participants’ previous 

experiences. I found that the majority of research studies that examine wilderness trips 

and transfer do not mention (or perhaps did not explore) any previous wilderness 

experiences. For example, in Cumming’s (2009) study, it remained unclear if any of the 

510 participants’ experience had been previously impacted by a prior wilderness 

experience. Perhaps many of these participants already had learned significant lessons 

cultivated by a wilderness experience program, and therefore could not isolate how often 

these participants had already applied their lessons learned in a new environment.   
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It is important to mention that I too designed the research questions for this 

present study directed only towards the final L4 wilderness trip. However, some 

participants had difficulty isolating the L4 wilderness trip during the interview when 

describing lessons learned, given they had experienced two previous YLP wilderness 

trips. Nonetheless, the majority of stories reported were specifically from the final L4 

experience. From these above findings I now wonder that if the YLP as a whole was 

constructed as an Experiential Learning Cycle, might this help support transition home 

and transfer in a more meaningful manner? And if there was little research conducted on 

what the participants had previously experienced, how could we be sure that it was the 

investigated wilderness experience that cultivated that lesson? From these questions, 

several research recommendations are thus plausible.  

First, a simple pre-wilderness trip interview with participants on what lessons they 

had learned from previous wilderness trips could provide some insight and perhaps help 

to isolate the wilderness trip being investigated. Royer et al. (2005) warned that 

researchers investigating transfer must assume that the learning in previous contexts will 

contribute towards, or influence the subsequent learning context, and therefore must be 

accounted for. Second, comparing two study sites, one program that offers a “one-time” 

wilderness trip experience, and one program that offers a consecutive trip, could help to 

compare the differences between what is learned and what is then applied into the 

everyday lives of the participants. These questions and research recommendations may 

help advance the research on what young people are transferring to their everyday lives, 

thus generating an even greater understanding about how program providers can improve 

wilderness program designs. 
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Post-Wilderness Trip: Applications to Everyday Lives. 

As outlined in Chapter 2, there have been many studies that explore what young 

people learn during a wilderness trip. The recommendations from these studies suggest 

that investigating the applications of these learnings in a post-program context is 

necessary to strengthen results. As presented in Chapter 4, there are various applications 

from the wilderness trip learning into a variety of everyday life situations by the 

participants. The results present several new findings that I believe add significantly to 

the body of knowledge in this field and that also raise some important questions about the 

ways in which applications of learning from a wilderness trip is researched. This next 

section of the discussion will explore the findings regarding the post-wilderness trip 

findings: leadership applications; teamwork applications; technical skills applications; 

Canadian knowledge applications; and peer learning applications.  

Leadership applications. Lessons of leadership were the most common report 

from all the sources of data collected in this study. Consequently, leadership was also the 

most frequently reported application into the participants’ everyday lives, ranging across 

a variety of contexts from school projects, to sports teams, to international 

service/volunteering learning experiences. The comments collected on leadership are 

similar to a premise highlighted in Ewert and Overholt’s (2010) study that leadership 

develops slowly over a series of experiences, similar to the participants’ reports on how 

their leadership developed over time. It sheds light on why leadership is at the forefront 

of many reports, as it is a capstone wilderness experience in a youth leadership program.  

Five years of engagement in this program may account for why the lessons of 

leadership were so abundant and diverse, as participants were given ample time to apply 
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their leadership skills in everyday life contexts. For example, one participant reported on 

her experiences at the community pool she worked at during the same years she attended 

the YLP. As her leadership skills grew from her work experience coupled with the YLP 

experiences, she received a promotion. For wilderness experience programs that intend to 

teach leadership, post-program follow up is the only way to know how participants not 

only perceive leadership, but also how they practice leadership in their everyday lives 

(Ewert & Overholt, 2010).   

Ewert and Overholt (2010) suggest that when researching post-program 

applications of leadership that actual leadership behaviours should be investigated, 

concluding, “good leadership is primarily about what leaders do, not just about their traits 

and background” (p. 45). The reports on leadership in this study fit neatly with this recent 

recommendation as participants provided detailed examples on both their personal 

perceptions of leadership and how and where they practice, or “do” leadership post-

program. For example, a participant identified his perception of leadership as supporting 

other people when it was needed. In his interview and on his end-of-session paperwork, 

he provided examples of the group working together while climbing the peak or making a 

meal and how those experiences impacted his leadership skills. Working together as a 

group towards the completion of a task provided space for him to take initiative in 

supporting that togetherness, which influenced his perception of leadership and then how 

he practiced the concept post-program. His examples from home included his role on his 

basketball team as helping others on the court, or leading others in a group project at 

school—applications that he recognized as leadership lessons from the YLP.  
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This case, and several other reports on leadership resonate with previous research 

findings from Neill and Dias (2001), that participants can be positively impacted from the 

support from peers throughout the trip. This example is particularly important given the 

current emphasis on linking program components to wilderness experience outcomes and 

how participants interpret what leadership entails within their everyday lives (Cummings 

2009; Ewert, Overholt, & Kim, 2011; Furman, 2011; Paisley, Furman, Sibthorp, & 

Gookin, 2008). Collecting practical examples of how participants exercise a certain 

quality of leadership, such as support, in everyday lives provides some insight for the 

YLP in terms of how leadership is not only perceived but also transferred into the 

everyday lives of participants.  

Teamwork applications. Applications of leadership, along with many other 

applications of learning reported in this study, were useful for participants during group 

or team-like settings post-program. Teamwork is often quoted as a learning in outdoor 

experiences, given the nature of a group travelling together on a multi-day wilderness trip 

(Goldenberg et al., 2005). The reports on applications of teamwork found in Chapter 4 

described many instances of a group uniting together to complete a task (i.e., everyone in 

the group reaching the peak of the day-hike), and extended into a variety of venues post-

program. For example, community volunteering and international volunteering emerged 

as a finding linked to participants’ practical experiences working together as a team from 

the wilderness trip. One participant even remarked on her surprise that a volunteer trip to 

the Dominican Republic embodied so many of the same teamwork values as the YLP.  

Reports of volunteerism have been found in other similar studies. For instance, 

Shellman and Ewert (2010) found an increase in community involvement through 
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volunteer work post-program. While Shellman and Ewert were specifically exploring the 

impact of empowerment in their study, the ways in which the wilderness trip promoted 

volunteerism resonates with the YLP Staff’s hope for participants to become “well-

rounded, contributing members of society.” For some participants, their reports about 

teamwork centred on the ways in which it influenced their interest in volunteerism, both 

locally and abroad. Perhaps the participants sought out volunteer work post-trip because 

they desired to be a part of a “team” back home and volunteerism provided them with 

similar experiences to that of the YLP. Further investigation into participants’ 

motivations to volunteer as a result of the wilderness trip experience could shed light 

upon why volunteer participation is a reported application of learning teamwork skills. 

Technical skills applications. During the interviews I asked participants what 

skills they learned on the wilderness trip. Three of the participants briefly spoke about the 

technical skills they learned before they talked at length about interpersonal skills they 

acquired. Similarly, three of the parents/legal guardians spoke of their son or daughter 

utilizing their new camping skills on a family trip or in the backyard. Paisley et al. (2008) 

describe technical skills as outdoor skills, environmental awareness, and judgment in the 

outdoors. In review of all of the cases in my study, reports of technical skills learned were 

lacking, resulting in a lack of reports on technical skills applied to participants’ everyday 

lives.  The lack of reports on technical skills may have been scarce because the 

foundational technical outdoor skills are a central focus of the L2 and L3 years of the 

YLP, which is why technical skills are not a main focus later on in the program.  

However, from the above description of technical outdoor skills that were 

described in the reports, Paisley et al. (2008) suggested that there are more technical 
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skills than just outdoor camping skills (i.e., tying knots or cooking over a fire or stove). 

These “other” technical skills include environmental awareness, for example practicing 

the seven Leave No Trace principles to minimally impact the land during wilderness 

travel and camping, or the skill of good judgment in the outdoors, such as reading 

weather patterns to help manage a group’s safety. These “skills” could hold valuable 

lessons for participants. In fact, these types of technical skills comprise half of the six 

major learning objectives taught by the National Outdoor Leadership School (Paisley et 

al., 2008).  

In specifically exploring the case reports for any technical skills that had 

transferred, nothing was said from primary participants in my study about environmental 

awareness. Paisley et al. (2008) referred to environmental awareness as “a combination of 

perceived knowledge of environmental stewardship practices and regulations and an 

appreciation for the environment.” (p. 202). From the YLP Staff reports, all three 

program staff commented on how central the wilderness is to the success of the YLP, yet 

only one program staff briefly mentioned environmental awareness as a desired outcome 

of the program. The YLP Staff commented on teaching environmental practices, such as 

the Leave No Trace principles to both staff and participants as a way to mentor 

environmental stewardship. Yet, there were no participant reports on lessons learned that 

pertained to environmental stewardship; neither were there reports about transfer post-

wilderness trip. Haluza-Delay’s (2001) study similarly lacked any reports related to the 

environment post-trip, which is particularly surprising given he was specifically 

exploring environmental applications with young people in his study. My results and 

Haluza-Delay’s results depart from the findings in many previous studies that suggest an 
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environmental awareness is a common outcome from participating in a wilderness trip  

(i.e., commitment to protecting the environment) (D’Amato & Krasny, 2011; Martin et 

al., 2006; McKenzie, 2000; Priest, 1999; Paisley et al., 2008).  

Given the volume of reports from the YLP Staff on interpersonal skills they wish 

participants to retain and transfer versus the scarce reports from participants on outdoor 

skills or their appreciation for the wilderness, environmental awareness was not reported 

as a learning outcome for the YLP participants. Yet, in thinking back to the multiple 

participant reports about the day-hike and enduring different types of weather that 

represented direct interactions with the environment, it was these direct interactions that 

helped inform many of the learnings that then translated into practical applications of 

these lessons. It is possible that learning about environmental awareness, especially an 

appreciation of nature on wilderness trips, could help participants learn more about 

environmental awareness. Paisley et al. (2008) found that interpersonal skills are 

commonly learned through ”just being” in wilderness spaces. Thus, an increase in 

environmental knowledge and an environmental awareness may help participants 

indirectly learn environmental lessons.  

Given the lack of reports from the participants on environmental awareness on the 

end-of-session paperwork or in the interviews from my study, a re-evaluation of how 

environmental principles such as Leave No Trace are taught during the YLP wilderness 

trips could help participants understand the “big picture” meaning behind this technical 

skill. According to Paisley et al.’s (2008) study, instructor-oriented facilitation and 

student-oriented interactions are the most effective methods for teaching students about 

environmental awareness. Thus, the lack of environmental awareness that extends into 
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everyday lives could be a component of the YLP program design and curriculum that 

merits improvement.  

Canadian knowledge applications. There were two outlying comments related 

to the above discussion from one participant that reported the impact of connecting with 

others, and the other connecting to a wilderness place that has transferrable impacts. The 

one participant that had recently moved to Canada talked at length about how his 

participation on a wilderness trip in Ontario greatly improved his knowledge about 

Canada’s environment, ranging from his learning about the flora and fauna to helping 

him adjust to a more humid climate. He reported, “To be able to portage in such humidity 

and be able to go through strenuous activities, it helped me acclimate to the humidity in 

Canada as well.” He also commented that his interactions with his peers and trip leaders 

introduced him to Canadian culture, and that he learned many valuable lessons from his 

peers that helped him when he started school in Canada the following September.  

These comments add to the small but growing body of knowledge on introducing 

new Canadians to the country through outdoor education. For instance, Bustamante 

(2008) conducted a study entitled Whose Nature?: Exploring the Link Between 

Wilderness, Belonging and Residential Summer Camp Use among Canadian Immigrants. 

In this qualitative study, Bustamante (2008) described the frequent desire of immigrant 

parents for their children to have feelings of belonging in terms of socialization into 

Canadian norms. The findings in this present study resonate with Bustamante’s 

description, as both the participant and his parent/legal guardian referred to his group 

members as a “family” and several times they expressed gratitude for his peers and 
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instructors that made him feel welcome and comfortable. The parent/legal guardian spoke 

to the positive impact attending the YLP had on his son, reporting: 

It's a camp that gives opportunity to different diverse kids. So, in terms of the 

 things that go on in that camp I want to say that it actually and positively impacts 

 those kids…Tim Horton camp was the first camp he attended when he came to 

 Canada, so that has given him a broad idea of our Canadian country.  

Adrienne Blattel (2011), a woman who manages an outdoor experience program 

for new Canadians in Montreal observed that, “Being outdoors together seems to allow 

people to get beyond cultural differences effortlessly” (p. 10)—fitting with the 

participant’s reports in this present study. Yet, Bustamante (2008) warns that positive 

reports of belonging on wilderness trips during outdoor experience programs is not 

always the case, and perhaps a closer investigation into this particular instance may be 

able to provide more details about how the wilderness experience impacted his positive 

perception of cultural integration. These outlying comments present some exciting results 

that warrants more of an investigation—a recommendation I agree with from Bustamante 

(2008) who has suggested, “more research with immigrants directly on the topic of 

wilderness inclusion and national identity formation would offer further insight into 

feelings of belonging in Canada” (p. 44).  

Peer learning applications. Similar to the abovementioned reports on learning 

from peers during the wilderness trip in a cultural sense, peer learning was a common 

theme among half of the participants in this study. Peer learning reports in this study were 

similar to findings in Sibthorp’s (2003) study, described by participants in both studies as 

lessons learned from exposure to various types of young people with differing viewpoints 
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and lifestyles from their own during the wilderness trip. While Sibthorp (2003) only 

studied what was likely to be transferrable to the everyday lives of his participants, he 

found that “Programs that are designed to foster meaningful conversation between 

individuals from different backgrounds can expand the appreciation and tolerance for 

others” (p. 156). This sentiment is similar to many reports from the participants, the 

parents/legal guardians, and YLP Staff found in this study on peer learning. 

The transferable applications in this study that derived from peer encounters 

during the wilderness trip included motivations for volunteerism, changes in participants’ 

social lives, and their choices for prospective careers. All of these applications of peer 

learning were strikingly reminiscent to Furman’s (2011) study on the transference of 

expedition behaviour, a model of behaviour for showing concern for other people and 

grounded in the concept of prosocial behaviours. Furman describes prosocial behaviours 

as “behaviours that are primarily aimed at benefiting others, and may be described as 

sharing, comforting others, donating goods or money, volunteerism, and instrumental 

helping” (p. iii). Many of the comments in this present study about applications of peer 

learning identify with Furman’s description. The previous example of the participant’s 

perception of leadership that was influenced by learning about how to be supportive 

amongst his peers during the trip is a direct example of this concept. 

In his study, Furman (2011) identified that practicing concern and awareness of 

other people framed by expedition behaviour were easily accomplished during the 

wilderness trip, but the participants struggled to extend these values into their everyday 

lives. The results in my study depart from Furman’s finding as many of the reports were 

similar to the outlined prosocial behaviours such as volunteerism, or the participant who 
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chose a new group of friends once he returned home that were more similar to the caring 

friends he met during the trip. Perhaps the most intriguing responses that emerged came 

from two participants, and their respective parents/legal guardians’ reports about their 

decision to focus on a prospective career in social work. Both participants commented 

that learning how to interact with peers from “all walks of life” on wilderness trips 

influenced their decisions to attend university or college to pursue this career. One 

participant also attributed her future career interest as being inspired by the very purpose 

of the YLP that provides rare opportunities to economically disadvantaged young people. 

She concluded:  

That's one of the reasons why I want to be a social worker, is because I want to go 

help kids and pay it forward almost. So I don't think that's something I did, I think 

that something the camp did for me. If that makes any sense. 

As conveyed throughout the YLP Staff reports, the YLP is heavily based on 

teaching interpersonal and life skills. It would be interesting to have a larger sample size 

of YLP graduates that have completed this program and gather data on what prospective 

or present career choices they are currently following. It is an area that perhaps the YLP 

could explore more specifically using prosocial behaviours or expedition behaviour as a 

basis for teaching specific interpersonal skills that extend past the wilderness context, and 

transfer into practical applications in everyday lives.  

This chapter was divided into two sections of discussion that represent the two 

contexts under investigation in this study. In the first section, five main findings were 

presented, outlining the main results from the reports presented in Chapter 4. The first 

finding, “Engagement in unique wilderness settings,” reaffirms the idea that far-reaching 
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and educative experiences can occur during wilderness trips, and that these experiences 

can then become key or “pivotal moments” (e.g., climbing Silver Peak) that hold various, 

powerful, and transferrable lessons for young people. 

Second, the “Influence of trip leaders,” highlights the trip leaders’ abilities to 

facilitate both spontaneous and structured debriefs, that was then instrumental to many 

participants’ learning experiences and provides some insight into how a trip leader can 

shape the learning outcomes of the experience. Third, “Curriculum design and 

facilitation,” discusses the use of curriculum as an effective way for programs to outline 

their desired learning outcomes for participants; yet, how the curriculum influences 

retainable lessons during the trip to be transferred post-wilderness trip still remains an 

area for further research.  

Fourth, “Alternative reality,” considers that the participants reported experiencing the 

wilderness trip as an alternative reality to their everyday lives. The fifth finding, 

“Engagement in a 5-year program,” discusses the impact of the participants’ long 

enrolment with the YLP and how the Experiential Learning Cycle might provide a 

suitable curricular framework for this program. 

The second section emphasized several significant findings as well. First, “Leadership 

applications,” were the most common reports and this sheds some light on not only how 

participants perceive leadership in the program, but also how they practice leadership in 

their everyday lives. Second, “Teamwork applications,” were also common and likely 

linked to an increase in volunteerism in some participants’ everyday lives. Third, the 

connection between some participants reports on technical skills and a lack of reports on 
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environmental awareness, provided some insight into how the program could improve on 

environmental teachings through more specific technical skills lessons. 

 The fourth application was Canadian knowledge. One participant reported that by 

connecting with others, and connecting with a wilderness space generated an 

understanding of Canadian culture and identity that he transferred to his home 

environment. The fifth application was peer learning, reported as a valuable lesson in 

everyday life by several participants. Learning to work and live with people of varying 

lifestyles and opinions was specifically linked to two participants’ career aspirations.   

In review of the two sections outlining the main discussion points for this chapter, the 

case study as a “whole” becomes apparent. While each individual participant case 

portrays a unique story about that individual’s wilderness trip experiences with the YLP, 

the whole case study exemplifies how meaningful wilderness trips can be for young 

people. These wilderness trip experiences, provided participants with an opportunity to 

apply useful and important life lessons, such as the ones mentioned in this chapter, to 

their everyday lives. Additionally, this case study as a whole further emphasizes how 

challenging and diverse the subject of transfer can be, even within a small multi-case 

study based out of one wilderness experience program. 

Concluding Remarks and Recommendations 

The purpose of this study was to explore young people’s reports about how their 

participation on a wilderness trip has impacted their everyday lives. In this multi-case 

study, the YLP has indeed provided wilderness experiences that taught many 

transferrable lessons that in turn, became practical applications from the wilderness trip 

to the everyday lives of participants. In these concluding remarks, I will provide some 
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recommendations for both wilderness trip leaders and programmers interested in this 

topic and future scholars wishing to investigate this phenomenon. 

There are several insights, gleaned from my research, into the ways in which 

transfer-specific research with wilderness trips and young people could be conducted in 

future studies. First, it is evident in this study’s results that designing a methodology that 

specifically explores post-wilderness trip impact, in a post-wilderness trip context, is an 

effective way of investigating the transferrable applications of a wilderness transfer 

study. Future research on this topic should employ this research design in order to further 

an understanding of how wilderness trip learnings are applied post-program.  

Based upon previous research recommendations to employ a qualitative study to 

explore post-wilderness trip program transfer for young people, the purpose of this study 

was to gain “situated or contextual understanding, not truth” (Willis, 2007, p. 188) about 

participants’ experiences. Thus, while I believe the specific results from my study may 

not be applied to all wilderness experience programs with young people, perhaps the 

methodology could be. In reflecting upon the data collected in this study—data that was 

full of details and stories from participants’ perspectives—a qualitative methodology 

served to deepen the study results, adding to a growing body of literature on transfer. 

Second, the timing of when post-trip data should be collected was a fundamental 

consideration for me as I designed this study, and I believe that this consideration should 

be fundamental for scholars also investigating far-reaching transference. Leberman and 

Martin (2004) warned that participants need adequate time post-wilderness trip to reflect 

and to construct meaning from their experience. I too agree that there ought to be a period 

of time that allows participants to reflect on the wilderness experience and to experience 
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the various everyday life situations where the learning could be practically applied. 

Leberman and Martin (2004) stated that, “The quality of reflection is dependent on the 

time available, the “time-frame,” and the context within which it occurs” (p. 174). In this 

study, the “time-frame” was over one year from the L4 wilderness trip and after the YLP 

graduation ceremony, which outlined a specific amount of time for the participants to 

revisit and explain their applications. I believe this allowed for some detailed insight not 

only into the complexity of transfer, but also into how program components influenced 

particular applications of learning in this study.  

Future research should also consider the importance of a timeframe, and this 

should not be an oversight when designing a similar study. For example, researchers may 

wish to consider designing a study based on a particular timeframe that allows 

participants to return back to school for at least six months from a summer expedition or 

one year after starting a college or university program, or perhaps even five years post-

program. This will be dependent upon the particular context; regardless of length 

however, providing participants with a specific timeframe for reflection and not having 

that occur too soon after a trip is paramount.  

In reference to the importance of pre-trip investigation presented in the discussion 

above, a more thorough and closer examination of participants’ previous wilderness trips 

(if any) could help to more fully complete the “whole” of a case study (Royer et al., 

2005; Yin, 2003). Including inquiry of previous trip experiences is a factor that I would 

consider if I were to replicate this study. 

Third, employing a multi-case study to investigate transfer beyond the wilderness 

trip context encouraged me to examine more than just the individuals’ experience, as 
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other people and the environment can influence the participants’ experiences (Patton, 

2002). I believe that including reports from the young people’s parents/legal guardians as 

a way to further understand the reports on transfer in the everyday life contexts proved to 

be a suitable way to triangulate the participant results. Perhaps most importantly, by 

employing a multi-case study I was able to apply certain delimitations as outlined in 

Chapter 3, for example, using the parents/legal guardians’ reports to support the reports 

from the young people. This delimitation allowed me to maintain the voices of the young 

people at the forefront of the overall findings.  

It is my hope that these research recommendations will inform future research on 

what young people are transferring to their everyday lives, and thus help to generate an 

even greater understanding about how program providers can improve wilderness 

program designs for the benefit of young people. While the bulk of these 

recommendations are relevant to this specific program, it should be noted that many of 

these recommendations could also be applied to wilderness experience programs 

generally, including those of shorter duration. 

Inquiry into the ways in which the YLP prepared for transfer before, during and 

after the program was another aspect of this study included within this multi-case study to 

further understand transfer from the wilderness trip to everyday lives of young people. 

From the findings in this study, I believe that there are also some recommendations for 

both the YLP specifically, and for similar wilderness experience programs that are 

designed for young people.  

 If wilderness experience program staff wish to understand the impact of their 

program on young people they must contact the participants and facilitate a conversation 
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about wilderness trip implications after the wilderness trip post-participant re-entry back 

into the context of their everyday lives (Leberman & Martin, 2004). In my study, the 

interpersonal learnings from the wilderness trip were abundant, providing some 

significant insight into how the program components and experiences are cultivating such 

learnings during the wilderness trip. However, Furman’s (2011) statement that, “It is 

almost axiomatic that adventure education programs are capable of producing 

intrapersonal, interpersonal, and group outcomes” (p. 96) resonates with much of the 

literature reviewed in this study. I concur with Furman’s sentiment that encouraging 

wilderness experience programs to move beyond the exploration of what participants 

immediately learn to what participants transfer is imperative. Ultimately, wilderness 

experience programs should be intentional about how they program for transfer. 

 While the results of what participants learned in this study through the employed 

methodology can provide the YLP with a significant foundation to reflect upon, I 

encourage the YLP to create connections with participants in their everyday lives as well. 

As previously discussed in this chapter, the YLP have employed some techniques that are 

meant to encourage transfer, such as the end-of-session paperwork. Given the results on 

the impact of attending the YLP for five years, as reported by all participants, perhaps 

allowing the end-of-session paperwork to be accessible throughout the year could be 

beneficial. Participants could refer to or update their end-of-session paperwork (e.g., their 

goals or identified strengths) and this that may further encourage reflection and, in turn, 

transfer. The above example is just one way that perhaps the YLP, or other wilderness 

experience programs could begin to create those linkages between the wilderness trip and 

everyday life.  
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While this study specifically focused on the transfer of learning content and 

applications, all the participants and the parents/legal guardians provided reports that 

went beyond just the practical applications from the trips, including examples of personal 

growth. These reports were impossible to ignore given the volume of related comments, 

and could be useful for understanding the impact of transformational learning from this 

program. D’Amato and Krasny (2011) described transformational learning as a change in 

perspective as a result of an experience, and further stated that, “Such learning could 

result in personal growth as well as in questioning and changing one’s behaviours…” (p. 

239). Reports from both the participants and the parents/legal guardians spoke about 

personal growth, but could not provide any applications other than a stronger sense of 

confidence. Perhaps transformational leadership is also an area of interest for the YLP, 

given its focus on personal development through interpersonal skills, and the reports 

found in this study. Perhaps YLP Staff, or programs with a similar design to the YLP, 

should seek to explore learnings post-trip that encompass both the practical applications 

and reports on transformational learning to more authentically inform them of the overall 

impact wilderness trips designed for young people can have.  

This study sought to report on the ways in which young people’s participation in 

wilderness trip has impacted their everyday lives, and to provide some deeper insight for 

both scholars and programmers alike. As a wilderness trip guide, I also have some 

“takeaway lessons” that will inform my practice. In fact, I believe my practice as a 

wilderness trip guide will now always embody an attempt to link participants’ 

experiences and transfer. During the process of this thesis I worked several contracts as a 

lead wilderness guide, and the most significant change in the way I facilitate a wilderness 
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experience, from the beginning to the end of the experience, is in the way I choose to 

frame my language. From the moment I initially address a group of participants to the 

one-on-one conversations while paddling in a canoe I have begun to initiate 

conversations about the very idea of transfer. I have challenged many students to 

consciously reflect upon transfer once returning home, or simply just asked young people 

what their thoughts are around this highly “contested” notion of transfer. I have heard a 

wide range of opinions and personal anecdotes on this topic, mostly from young people. 

In the several companies I have worked for, discussing transfer has become a frequent 

discussion I have with my supervisors and employers in terms of how staff, as a 

wilderness leaders or as an outdoor educators, can do all that we can do to help encourage 

and program for transfer.  

Despite these conversations, I am still left with the same challenge I had met at 

the beginning of the process, in that I can only observe what I as a trip leader can 

anticipate will extend into the lives of the participants with whom I share wilderness 

experiences. In recalling a YLP Staff report on this particular challenge of a trip leader or 

program staff not receiving any transfer validation from participants in their everyday 

lives, she responded with, “That’s the point.” The findings in this study are a tribute to 

the work of the THCF’s YLP and its far-reaching impact on the young people that attend 

the program. If wilderness experience programs designed for young people continue to 

base the foundations of their wilderness trips on conveying valuable lessons that are 

intended to transfer into the everyday lives of the participants, the program staff, trip 

leaders, and especially the young people must continue to ask, “Now What?”  
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Appendix A - YLP End-of-Session Paperwork: Personal Action Plan 

 
Youth Leadership Program 
Personal Action Plan (PAP) 
Climbing to Higher Ground – Level 4 
 
What is one small goal you want to accomplish by September? 

________________________________________________________________
________________________________________________________________ 
________________________________________________________________ 
 
In 4 months, what is the biggest goal you want to be working on? 

________________________________________________________________
________________________________________________________________ 
________________________________________________________________ 
 
In the next 8 months, what is the biggest goal you want to accomplish? 

________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
In 12 months (one year), what is the biggest goal you want to accomplish? 

________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
What is going to be the biggest challenge you will face in achieving the above 
mentioned 
goals? 

________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
What will you do to overcome these challenges? 

________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
What will you do to keep on track with all the goals you have set? 

_______________________________________________________________ 
________________________________________________________________ 
______________________________________________________________________ 
 
Camper Signature: _______________________________ 
Date: _______________________ 
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Appendix B - YLP End-of-session Paperwork: Participant Evaluation Form 

 

 

Youth Leadership Program 
Participant Evaluation Form 

 
Participant Name: _______________________ Birth Date: __________ 

 

[  ] Male [  ] Female    Session: ___ 

 

Program/Level: 

[  ] L2 – Wilderness Expedition 

[  ] L3 – Self Discovery 

[  ] L4 – Climbing to Higher Ground 

 

Program Evaluation 
 

What was your favourite part of the session? Why?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

___________________________________________________________________ 

 

What was your least favourite part of the session? Why?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

What did you like about your facilitators? Why?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

How could your facilitators improve? Why?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

If you could change something about the program what would it be? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 



TRANSFER AND WILDERNESS TRIPS                                                                                  

 

206 

Additional comments and feedback:  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

Self-Evaluation 
 

What do you feel are your strengths/things that you are good at? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

What do you feel are your weaknesses/things you need to improve on? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

How did it feel to be part of a group? What did you contribute most to the group? What 

could you have contributed more?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

What are you most proud of from your session at camp?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

Which skills have you learned this session and how will they help you back home?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

What goals have you set for yourself this session? (short term and long term). What will 

you do to make sure that you achieve your goals?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 
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If given the opportunity, would you like to return to camp next summer? [  ] Yes  [  ]  No 

Why or why not?  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

Participant Signature: ________________________  Date: ___________________ 
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Appendix C - Letter of Proposal 

 

October 11
th

, 2009 

Hilary Sayle 

hilarysayle@gmail.com 

(905) 327-6590 

 

To the Risk Management Committee of the Tim Horton Children’s Foundation,  

 

 Hello, this letter is from Hilary Sayle, a Graduate Studies Candidate in the Faculty 

of Applied Health Sciences at Brock University.  I have also been an employee at the 

Tim Horton Memorial Camp as both a Wilderness Tripper and Wilderness Trip Specialist 

for Youth Leadership Program (YLP) the last two summers. I am conducting research 

under the supervision of Dr. Mary Breunig. The central purpose of this research is to 

create a qualitative case study to further understand what impact the wilderness 

experience trip during a summer session of the YLP has on the youth post-trip, once they 

return back to their everyday life.  

 Due to my familiarity with the YLP at the Tim Horton Memorial Camp, my 

interest in this area of research has sparked from my experiences with the Tim Horton 

Children’s Foundation as a Wilderness Tripper, Trip Specialist and as a chaperone for the 

2009 Quebec City Regional Meetings.  I am curious to investigate this topic and in turn 

provide results for the program, maintain a professional contact between the foundation 

and campers throughout the year, as well as develop sound research for my Master’s 

thesis and the field of Outdoor Education.  

The study will be framed as a multiple case study that will involve several phases 

of research and multiple participants. I am anticipating creating a case study that is 

central to six potential YLP participants that have all participated in a six-day trip in the 

L4 program in the summer of 2009, who will in turn be graduating from the YLP 

program in the fall of 2010. The potential modes of research include the use of each 

participant’s end-of-session paperwork (including the Personal Action Plan, Participant 

Evaluation Form and the Storeowner Thank-You Letter); one hour face-face interviews 

with the six YLP graduates and a one hour phone interview with one parent/legal 

guardian of each of the six graduates. The use of the mission and vision of the Tim 

Horton Children’s Foundation, and one hour face-to-face interviews with the General 

Manager of Parry Sound Tim Horton Memorial Camp. Each section is vital to 

demonstrate the uniqueness of the YLP, and the possibilities for exploring the transfer of 

new learnings from the wilderness trip to the everyday life post-trip and camp experience.  

Amongst these phases of research, ethical considerations and confidentiality are 

absolutely imperative for the privacy and protection of the participants, and for the 

representation of the Tim Horton Children’s Foundation, and Brock University. 

Participation is completely voluntary and personal results and personal names will remain 

confidential. Any contact with participants and participant parents will be accessed 

through the Tim Horton Children’s Foundation Home Office. No telephone numbers or 

home addresses or email addresses will ever be in my possession, or will be shredded 

immediately after completion. I am willing to travel to the home office to conduct these 

portions of research to ensure this confidentiality. All participants will be emailed a 
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Letter of Invitation and Letters of Consent explaining the intentions of this study. Parents 

of potential youth participants under the age of 18 will be sent Parental & Participant 

Consent Forms prior to the YLP participant’s duration at camp. Along with these consent 

forms, an overview of who I am, the purpose, benefits and procedures involved with this 

research will be sent. Please be advised that a detailed version of the study will also be 

approved by my supervisor, my research committee, the Brock Research Ethics Board, 

and I will defend this proposal in front of an academic panel from Brock University 

before the research begins.  

 There are multiple benefits that are possible from this study.  Firstly, involved 

participants are provided with a potential guide to share personal share and verbalize 

personal stories and reflections of growth as a camper that experiences a wilderness 

program transfer affects in your everyday life. It is a tremendous opportunity to create a 

bridge between the actions of the program and the beginning of understanding the long-

term effects of this experience. Secondly, the results of this study could provide useful 

insight and information for future Youth Leadership Program delivery to expand 

facilitation and refine goals for the longitudinal impacts for the youth at this particular 

organization.    

Results of this study may be published in professional journals and presented at 

conferences. Feedback about this study will be available by August 2011. I am very 

negotiable to create an official report for the Youth Leadership Program with results and 

key leanings from this project.  

Thank you for your consideration of the approval for collecting my research at a 

respected institution such as the Tim Horton Children’s Foundation. If you have any 

questions or concerns, please feel free to contact me at hs04ei@brocku.ca or my faculty 

supervisor Dr. Mary Breunig at mbreunig@brocku.ca. 

 

Sincerely, 

 

Hilary Sayle 
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Appendix D - Letter of Approval 
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Appendix E – Introductory Cover Email 

 

Dear [Participant’s Name] and Parent/Legal Guardian, 

  

Hi there, my name is Hilary Sayle and I am a graduate student at Brock University and 

am conducting a qualitative research study with some of the 2010 YLP Graduates. 

  

This email is an invitation for both of you to be participants in this university research 

study. The study is called: The Transfer of Wilderness Trip Experiences to the Everyday 

Lives of Young People: A Case Study. I have worked for the YLP at the Tim Horton 

Children's Foundation for several years, and very interested in talking to you about your 

experiences and stories, and the impact of the wilderness trips into your everyday lives. 

  

Your participation would involve a one-hour interview with the YLP graduate at the 

Graduation Ceremony, and a one-hour telephone interview with the parent/legal 

guardian. 

  

I have attached here the Letter of Invitation that outlines more details, and the Informed 

Consent Letter that must be signed and mailed to the given address before November 

17th, 2010 to be able to participate in the study. 

  

Possible benefits of participation include an opportunity for you to share stories and 

reflections of the L4 wilderness trip experience and how the participation on wilderness 

trip experience has impacted the young person’s everyday life. Additionally, results from 

this research may help to create a bridge between the actions of the program and the long-

term effects of this experience. Also, the results of this study could provide useful insight 

and information for future wilderness experience program facilitation at this particular 

organization. There are no known or anticipated risks associated with participation in this 

study. 

 

Please let me know if you are interested in participating in this study! 

Looking forward to hearing from you, and thanks for your time. 

 

Sincerely, 

Hilary Sayle 

Graduate Studies Candidate, Brock University 

Wilderness Program Specialist, THCF 
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Appendix F - Letter of Invitation, Young Person and Parent/Legal Guardian 

(printed on    Brock Letterhead) 

 

Date: _____________________ 

 

Dear: [Young Person Participant and Parent/Legal Guardian] 

Participants’ Email Addresses 

Title of Study: The Transfer of Wilderness Trip Experiences to the Everyday Lives of 

Young        People: A Case Study 

 

Principal Investigator: Hilary Sayle, Graduate Student of Applied Health Sciences, 

Brock      University 

Faculty Supervisor:  Dr. Mary Breunig, Professor, Department of Recreation and 

Leisure Studies, Brock University 

 

I, Hilary Sayle, Master of Arts Student, from the Faculty of Applied Health Sciences at 

Brock University invite you to participate in a research project titled The Transfer of 

Wilderness Trip Experiences to the Everyday Lives of Young People: A Case Study. 

 

Both the young person graduating from the YLP program and a parent/legal guardian are 

invited to participate in this study. This is a study involving research. The purpose of this 

study is to explore young people’s reports about how their participation on wilderness 

trip experiences has impacted their everyday lives.  

 

As participants, you will be asked to complete an interview that will last approximately 

one hour. The young person will be interviewed face-to-face at the YLP graduation in the 

fall of 2010, and the parent/legal guardian will be interviewed after the graduation via 

telephone. As a participant in this study, you will be sharing your stories and your 

experiences about your L4 wilderness trip with the YLP, and the potential impact that trip 

has had on your everyday life. The research will be conducted through the Tim Horton 

Children’s Foundation Home Office between the months of October and November 2010.  

With permission from the Tim Horton Children’s Foundation, I will also be viewing the 

end-of-session paperwork that your son or daughter completed upon completion of the 

final L4 wilderness trip (summer of 2009). 

 

To participate in the study, both the young person and the parent/legal guardian 

must both agree to participate and sign the accompanying informed consent forms 

(parent/legal guardians must also sign if the young person is under the age of 18). A 

positive reply to this email, as well as completing and replying by mail with signed 

informed consent forms received no later than October 15
th

, 2010 will secure your 

participation in the study. Upon receipt of the signed informed consent form to the 

address provided below, you will receive an email indicating your participation in 
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the study. In total, six young people graduating from the YLP and their 

parents/legal guardians will participate in this study. 

 

Please send the signed consent forms to: 

Dr. Mary Breunig and Hilary Sayle 

Department of Recreation & Leisure Studies 

Brock University 

500 Glenridge Ave. 

St. Catharines, ON 

L2S 3A1 

 

Possible benefits of participation include an opportunity for you to share stories and 

reflections of the L4 wilderness trip experience and how the participation on wilderness 

trip experience has impacted the young person’s everyday life.  Additionally, results from 

this research may help to create a bridge between the actions of the program and the long-

term effects of this experience. Also, the results of this study could provide useful insight 

and information for future wilderness experience program facilitation at this particular 

organization. There are no known or anticipated risks associated with participation in this 

study. 

 

The information you provide will be kept confidential. Neither the YLP graduate’s name 

nor the parent/legal guardian’s name will appear in any thesis or report resulting from this 

study; however, with your permission, anonymous quotations may be used. Data 

collected during this study will be safely stored with the primary investigator in a locked 

file in a secure office during the duration of the research study. Data will be kept for 

seven years after the study completion and then recordings will be deleted and any 

written documents will be shredded. Access to this data will be restricted to Hilary Sayle, 

the primary investigator and Mary Breunig, the faculty supervisor of this research study. 

 

Participation in this study is voluntary. If you wish, you may decline to answer any 

questions or participate in any component of the study.  Further, you may decide to 

withdraw from this study at any time and may do so without any penalty or loss of 

benefits to which you are entitled.  

 

Results of this study may be published in professional journals and presented at 

conferences. Feedback about this study will be available by August 2011. Information 

and feedback may be obtained by contacting Hilary Sayle via email: hs04ei@brocku.ca.  

 

If you have any questions about this study or require further information, please contact 

the Principal Investigator or the Faculty Supervisor (where applicable) using the contact 

information provided below.  

 

This study has been reviewed and received ethics clearance through the Research Ethics 

Board at Brock University. If you have any comments or concerns about your rights as a 

research participant, please contact the Research Ethics Office at (905) 688-5550 Ext. 

3035, reb@brocku.ca.  
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Thank you for your assistance in this project.  Please keep a copy of this form for your 

records. 

 

If you have any questions, please feel free to contact me. 

 

 

Thank you 

 

Hilary Sayle 

Graduate Student 

hs04ei@brocku.ca 

(905)327-6590 

 

Mary Breunig 

Associate Professor 

mbreunig@brocku.ca 

(905) 688-5550 Ext. 5387 
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Appendix G - Letter of Invitation, YLP Staff (printed on Brock Letterhead) 

 

Date: ______________________ 

 

Dear: [Tim Horton Memorial Camp YLP Staff] 

Address of the THMC 

Title of Study: The Transfer of Wilderness Trip Experiences to the Everyday Lives of 

Young                    People: A Case Study 

 

Principal Investigator: Hilary Sayle, Graduate Student of Applied Health Sciences, 

Brock       University 

Faculty Supervisor:  Mary Breunig, Professor, Department of Recreation and Leisure 

Studies, Brock University 

 

I, Hilary Sayle, Master of Arts Student, from the Faculty of Applied Health Sciences at 

Brock University invite you to participate in a research project titled The Transfer of 

Wilderness Trip Experiences to the Everyday Lives of Young People: A Case Study. 

 

You are invited to participate in a study that involves research. The purpose of this study 

is to explore young people’s reports about how their participation on wilderness trip 

experiences has impacted their everyday lives. 

 

As a participant, you will be asked to complete an interview that will last approximately 

one hour.  Your participation as the General Manager of the THMC that hosts portions of 

the YLP in this study will provide you with an opportunity to share your experiences and 

knowledge of how the organization prepares young people for transfer during and after 

the program. The research will be conducted between the months of October and 

November 2010.  

 

Possible benefits of participation include an opportunity for you to share your unique 

knowledge and understanding of programming within the YLP and the Tim Horton 

Children’s Foundation with the primary researcher. Additionally, results from this 

research may help to create a bridge between the actions of the program and the long-

term effects of this experience. Also, the results of this study could provide useful insight 

and information for future wilderness experience program facilitation at this particular 

organization. There are no known or anticipated risks associated with participation in this 

study. 

 

The information you provide will be kept confidential. Your name will not appear in any 

thesis or report resulting from this study; however, with your permission, anonymous 

quotations may be used. Data collected during this study will be safely stored with the 

primary investigator in a locked file in a secure office during the duration of the research 

study. Data will be kept for seven years after the study completion and then recordings 
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will be deleted and any written documents will be shredded. Access to this data will be 

restricted to Hilary Sayle, the primary investigator and Mary Breunig, the faculty 

supervisor of this research study. 

 

Participation in this study is voluntary. If you wish, you may decline to answer any 

questions or participate in any component of the study.  Further, you may decide to 

withdraw from this study at any time and may do so without any penalty or loss of 

benefits to which you are entitled.  

 

Results of this study may be published in professional journals and presented at 

conferences. Feedback about this study will be available by August 2011. Information 

and feedback may be obtained by contacting Hilary Sayle via email: hs04ei@brocku.ca.  

 

If you have any questions about this study or require further information, please contact 

the Principal Investigator or the Faculty Supervisor (where applicable) using the contact 

information provided below.  

 

This study has been reviewed and received ethics clearance through the Research Ethics 

Board at Brock University. If you have any comments or concerns about your rights as a 

research participant, please contact the Research Ethics Office at (905) 688-5550 Ext. 

3035, reb@brocku.ca.  

 

Thank you for your assistance in this project.  Please keep a copy of this form for your 

records. 

 

If you have any questions, please feel free to contact me. 

 

Thank you 

 

Hilary Sayle 

Graduate Student 

hs04ei@brocku.ca 

(905)327-6590 

 

Mary Breunig 

Associate Professor 

mbreunig@brocku.ca 

(905) 688-5550 Ext. 5387
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Appendix H - Young Person & Parent/Legal Guardian Consent Form 

 

Informed Consent 

 

Date:  _________________ 

Project Title: The Transfer of Wilderness Trip Experiences to the Everyday Lives of 

Young                           People: A Case Study 

   

Principal Investigator:  

Hilary Sayle, Graduate Student 

Department of Applied Health Sciences 

Brock University                                          

(905) 327-6590, hs04ei@brocku.ca 

Faculty Supervisor: 

Associate Professor Mary Breunig 

Department of Recreation & Leisure Studies 

Brock University 

(905) 688-5550 Ext. 5387 

 

INVITATION 

The purpose of this study is to explore young people’s reports about how their 

participation on wilderness trip experiences has impacted their everyday lives. 

 

WHAT’S INVOLVED 

As a participant, you will be asked to complete an interview that will last approximately 

one hour.  As a participant in this study, you will experience a face-to-face interview (if 

you are the YLP participant) or telephone call (if you are the parent/legal guardian) that 

will be recorded using a handheld digital voice or phone recorder. The recorded interview 

will take place in a setting that ensures your privacy.  The research will be conducted 

between the months of October and December 2010.  

 

POTENTIAL BENEFITS AND RISKS 

Possible benefits of participation include an opportunity for you to share stories and 

reflections of the L4 wilderness trip experience and how the participation on wilderness 

trip experience has impacted the young person’s everyday life.  Additionally, results from 

this research may help to create a bridge between the actions of the program and the long-

term effects of this experience. Also, the results of this study could provide useful insight 

and information for future wilderness experience program facilitation at this particular 

organization.  There are no known or anticipated risks associated with participation in 

this study. 

 

CONFIDENTIALITY 

The information you provide will be kept confidential. Neither the YLP graduate’s name 

nor the parent/legal guardian’s name will appear in any thesis or report resulting from this 

study; however, with your permission, anonymous quotations may be used. Data 

collected during this study will be safely stored with the primary investigator in a locked 

file in a secure office during the duration of the research study. Data will be kept for 

seven years after the study completion and then recordings will be deleted and any 

written documents will be shredded. Access to this data will be restricted to Hilary Sayle, 

the primary investigator and Mary Breunig, the faculty supervisor of this research study. 
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VOLUNTARY PARTICIPATION 

Participation in this study is voluntary. If you wish, you may decline to answer any 

questions or participate in any component of the study.  Further, you may decide to 

withdraw from this study at any time and may do so without any penalty or loss of 

benefits to which you are entitled.  

 

PUBLICATION OF RESULTS 

Results of this study may be published in professional journals and presented at 

conferences. Feedback about this study will be available by August 2011. Information 

and feedback may be obtained by contacting Hilary Sayle via email: hs04ei@brocku.ca.  

 

CONTACT INFORMATION AND ETHICS CLEARANCE 

If you have any questions about this study or require further information, please contact 

the Principal Investigator or the Faculty Supervisor (where applicable) using the contact 

information provided below. This study has been reviewed and received ethics clearance 

through the Research Ethics Board at Brock University. If you have any comments or 

concerns about your rights as a research participant, please contact the Research Ethics 

Office at (905) 688-5550 Ext. 3035, reb@brocku.ca.  

 

Thank you for your assistance in this project.  Please keep a copy of this form for your 

records. 

  

CONSENT FORM 

I agree to participate in this study described above. I have made this decision based on 

the information I have read in the Information-Consent Letter.  I have had the opportunity 

to receive any additional details I wanted about the study and understand that I may ask 

questions in the future.  I understand that I may withdraw this consent at any time.   

 

Name of Participant:  ________________________________________       

 

Signature of Participant:  ___________________________________ Date:    

____________ 

 

Name of Parent/Guardian:  ___________________________________   

 

Signature of Parent/Guardian:  ______________________________ Date:    

____________ 

 

 

 

 

 

 

 

 

 



TRANSFER AND WILDERNESS TRIPS                                                                   219 

 

Appendix I – YLP Staff Consent Form 

 

Informed Consent 

 

Date:  _________________ 

Project Title: The Transfer of Wilderness Trip Experiences to the Everyday Lives of 

Young                 People: A Case Study 

 

Principal Investigator:  

Hilary Sayle, Graduate Student 

Department of Applied Health Sciences 

Brock University                                          

(905)327-6590, hs04ei@brocku.ca 

Faculty Supervisor: 

Associate Professor Mary Breunig 

Department of Recreation & Leisure Studies 

Brock University 

(905) 688-5550 Ext. 5387 

 

INVITATION 

The purpose of this study is to explore young people’s reports about how their 

participation on wilderness trip experiences has impacted their everyday lives.     

 

WHAT’S INVOLVED 

As a participant, you will be asked to complete an interview via face-to-face conversation 

will last approximately one hour. The interview will be recorded using a handheld digital 

voice recorder, and will take place in a setting that ensures your privacy.  The research 

will be conducted the months of October and December 2010.  

 

POTENTIAL BENEFITS AND RISKS 

Possible benefits of participation include an opportunity for you to share your unique 

knowledge and understanding of programming within the YLP and the Tim Horton 

Children’s Foundation with the primary researcher. Additionally, results from this 

research may help to create a bridge between the actions of the program and the long-

term effects of this experience. Also, the results of this study could provide useful insight 

and information for future wilderness experience program facilitation at this particular 

organization. There are no known or anticipated risks associated with participation in this 

study. 

 

CONFIDENTIALITY 

The information you provide will be kept confidential. Your name will not appear in any 

thesis or report resulting from this study; however, with your permission, anonymous 

quotations may be used. Data collected during this study will be safely stored with the 

primary investigator in a locked file in a secure office during the duration of the research 

study. Data will be kept for seven years after the study completion and then recordings 

will be deleted and any written documents will be shredded. Access to this data will be 

restricted to Hilary Sayle, the primary investigator and Mary Breunig, the faculty 

supervisor of this research study. 
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VOLUNTARY PARTICIPATION 

Participation in this study is voluntary. If you wish, you may decline to answer any 

questions or participate in any component of the study.  Further, you may decide to 

withdraw from this study at any time and may do so without any penalty or loss of 

benefits to which you are entitled.  

 

PUBLICATION OF RESULTS 

Results of this study may be published in professional journals and presented at 

conferences. Feedback about this study will be available by August 2011. Information 

and feedback may be obtained by contacting Hilary Sayle via email: hs04ei@brocku.ca.  

 

CONTACT INFORMATION AND ETHICS CLEARANCE 

If you have any questions about this study or require further information, please contact 

the Principal Investigator or the Faculty Supervisor (where applicable) using the contact 

information provided below. This study has been reviewed and received ethics clearance 

through the Research Ethics Board at Brock University. If you have any comments or 

concerns about your rights as a research participant, please contact the Research Ethics 

Office at (905) 688-5550 Ext. 3035, reb@brocku.ca.  

 

Thank you for your assistance in this project.  Please keep a copy of this form for your 

records. 

  

CONSENT FORM 

I agree to participate in this study described above. I have made this decision based on 

the information I have read in the Information-Consent Letter.  I have had the opportunity 

to receive any additional details I wanted about the study and understand that I may ask 

questions in the future.  I understand that I may withdraw this consent at any time.   

 

Name of Participant:  _______________________________________       

 

Signature of Participant:  ___________________________________    Date:    

____________ 
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Appendix J – Interview Guide with Primary Participants (Young People) 

 

Verbal Script to be read to the individual participant before the interview begins: 

 

 Hi Again, as you know I am Hilary Sayle and am conducting an graduate research 

project and am excited you’ve decided to participate and to start this conversation with 

YLP graduates. Our interview will take approximately one hour. If at anytime you wish 

to disengage from the interview, please just stop me and let me know you would like to 

finish. Please know that there will be no consequence if you disengage and that your 

interview will be erased and not used as data in my paper. If you would like feedback or 

to learn about the results and findings of my study, you may contact me via email found 

on the Letter of Invitation for information. When you feel comfortable to begin, let me 

know and I will start the voice recorder with your permission. 

 

A List of Guiding Questions: 

 

1. How are you enjoying the graduation celebrations so far? (introductory question) 

2. Thinking back to your L4 trip experience, two summers ago, back at the Parry 

Sound camp, can you tell me a little bit about that trip? 

3. What is your strongest memory of that trip? 

4. Tell me about a moment you were most proud of on your L4 trip?  

5. What do you recall as your biggest challenge on your L4 trip? 

6. Tell me about the biggest challenge returning home after your L4 trip? 

7. Is there anything in particular you remember learning on that trip that has 

impacted your life after the trip, after you moved home or started school again? 

Can you think of a story you have about an experience when what you learned on 

your L4 trip impacted your everyday life? 

8. What do you think has been the biggest lesson you’ve learned from your tripping 

experiences at the Parry Sound YLP? 

9. Can you tell about a time when you think your experience with your L4 group has 

impacted your life after the trip in your everyday life?  

a. Can you tell me about any particular events with your group that you 

remember having a big impact on you? 

10. What skills did you learn during your wilderness trip? Since the wilderness trip, 

do you think you’ve use those skills, or any variations of those skills in the last 

year? 

11. If you can remember back, what are some of the goals you remember setting after 

your L4 trip? If so, what were they? If not, was there anything you learned on that 

trip that you remember wanting to continue in your life beyond the wilderness 

trip? If so, how did you continue those lessons in your everyday life? 

12. Is there any significant learning from that trip that has carried over into your 

everyday life? If so, where in your life do you notice this learning the most? 

13. Can you describe some of the way your life after YLP has been impacted by the 

L4 wilderness trip?  

14. From your L4 trip, has there been any other impacts, other than the previous 

learning we talked about? If so, where? 
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15. In your opinion, what has been the most important part of participating in the 

YLP for the last five years? 
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Appendix K – Interview Guide with Parents/Legal Guardians 

 

Verbal Script to be read to the individual participant before the interview begins: 

 

 Hi Again, as you know I am Hilary Sayle and am conducting an graduate research 

project and am excited you’ve decided to participate and to start this conversation with 

parents of YLP graduates. Our interview will take approximately one hour. If at anytime 

you wish to disengage from the interview, please just stop me and let me know you 

would like to finish. Please know that there will be no consequence if you disengage and 

that your interview will be erased and not used as data in my paper. If you would like 

feedback or to learn about the results and findings of my study, you may contact me via 

email found on the Letter of Invitation for information. When you feel comfortable to 

begin, let me know and I will start the voice recorder with your permission. 

 

A List of Guiding Questions: 

 

Thanks for taking the time for this interview, 

1. How did your son/daughter enjoy the graduation ceremony for the regional 

meeting? 

2. As a parent/guardian of [insert name], what have been your impressions of the 

YLP program as your son/daughter has been involved for the last five years? 

3. What have been your impressions of the wilderness tripping component of the 

YLP? 

Any stories? 

4. Specifically from the summer of 2009 to now, do you think that your 

son/daughter has been impacted by the YLP? If so, how and can you provide me 

with some examples? 

5. What year of the program in particular do you think had the most impact on 

[insert name]? Why? In what ways? 

6. Can you describe how you think [insert name] has been impacted by the 

wilderness tripping at the YLP? 

7. Particularly if you can remember back from the summer of 2009, did you notice 

significant changes in your son/ daughter? If so, can you tell me about a time 

when you noticed a change in your son/daughter?  

a. What would you describe as the biggest change in your son/daughter’s 

everyday life since the wilderness tripping at YLP? 

b. Did you notice a change with their behaviours? Social interactions? 

School? Home Life? If so, can you describe to me any particular events 

where you’ve noticed this change? 

8. Has your son/daughter described to you, or explained to you anything in 

particular they may have learned on their wilderness trip? 

9. Now that it has been over a year since completion of the wilderness tripping 

section of the YLP – when did you son/daughter talk with you the most about 

their experience tripping? If the discussion of the tripping is still continuing, are 

there any reoccurring themes about the wilderness tripping? 
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a. Can you tell me about any behaviours that have changed significantly 

since first returning home from the wilderness trip, up to our conversation 

now? 
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Appendix L – Interview Guide with YLP Staff 

 

Verbal Script to be read to the individual participant before the interview begins: 

 

 Hi Again, as you know I am Hilary Sayle and am conducting an graduate research 

project and am excited you’ve decided to participate and to start this conversation about 

the YLP. Our interview will take approximately one hour. If at anytime you wish to 

disengage from the interview, please just stop me and let me know you would like to 

finish. Please know that there will be no consequence if you disengage and that your 

interview will be erased and not used as data in my paper. If you would like feedback or 

to learn about the results and findings of my study, you may contact me via email found 

on the Letter of Invitation for information. When you feel comfortable to begin, let me 

know and I will start the voice recorder with your permission. 

 

A List of Guiding Questions: 

 

3) How does the organization prepare for transfer during and after the program? 

Hi, and thanks again for being apart of this research study, 

1. Can you tell me about the YLP, and about the mission and/or vision of the 

program as a part of the Tim Horton Children’s Foundation? 

2. What are the anticipated outcomes of the YLP for its campers? What are the 

program components of the YLP program that are designed to foster these said 

outcomes? 

3. Can you tell me about the specific role of using wilderness tripping in the YLP 

program? What are the anticipated learnings from the wilderness trips? What 

components of the wilderness trip do you think contribute to these anticipated 

learnings? 

4. From the above mission and vision you talked about earlier, how do you think 

wilderness tripping can be used to achieve those goals?  

a. Considering the age population of the YLP, how does this age influence 

the facilitation of the YLP? With staff? And when planning for wilderness 

trips? 

5. In what ways does the YLP prepare campers to achieve those goals before 

participating in a wilderness trip? In what ways does the YLP prepare campers to 

achieve those goals during a trip?  

6. What types of learning, or learning content does the YLP hope to be transferred 

from the wilderness trip to the everyday lives of the campers? How is the learning 

content, for instance in the trip curriculum, created or decided upon by the YLP? 

7. Are there specific learnings that the YLP would like to focus more upon, in terms 

of learning that extends into the everyday lives of the campers? 

8. What kind of skills do you think the campers learn on wilderness trips that will 

prepare them for the future?  

9. Focusing on the idea of transfer of learning, a means to carry over the learning 

from the wilderness trip into the everyday lives of the campers, how does the YLP 

prepare for “long-term” learning with the campers? What is investigated beyond 
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the context of the wilderness trip/program when it comes to “far” learning, or 

learning that can be applicable to other environments? 

10. In your opinion, how does the YLP prepare campers for their everyday life after 

the wilderness trip? Have there been any reports or instances of significant 

challenges from campers that have returned home? 

11. From your experiences with the YLP graduation ceremonies, what are you 

impressions of the impact of the program on the graduates? Do you think any of 

these learnings are directly related to wilderness trips? 

12. Can you describe the YLP end-of-session paperwork and its intended purpose? 

What does the foundation do with the paperwork post-wilderness trip/camp 

session? 

 
 


