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Abstract

Studies have demonstrated that participation on a sail training voyage, as a
structured educational activity that is more than mere adventure (McCulloch et
al., 2010: 661), enhances self-constructs, and inter- and intra-personal skills.
Many studies have followed an outcome-based approach to measure various
self-constructs at pre-, on- and/or post-voyage intervals, however, there has
been limited investigation as to how these outcomes may be generated; or how
they may be ‘laminated’ in participants’ personal and social development, and
thereby influence skills for life and work, such as social and emotional skills and
supporting educational attainment (Feinstein, 2015). The origins of modern day
sail training voyages are to be found in the traditions and practices of the age of
sail, representing a rich socio-cultural and historical setting for participants to
explore the voyage experience. This study takes an ethnographic approach to
explore a six-day sail training voyage as a ‘cultural community’, and how this
concept may generate beneficial outcomes through apprenticeship and guided
participation (after Rogoff, 1990; Rogoff and Angelillo, 2002). Few studies on
this topic have extended their scope of interest beyond the young crew
participants; this study engages with all of those who sailed on the voyage,
comprising twelve 12- and 13-year old girls, two teachers, and the full-time and
volunteer sea-staff (and the researcher as a participant observer). This voyage-
based case study uses a range of methods, including visual methods, as pre-,
on- and post-voyage research activities, complemented with a post-voyage
photo elicitation activity and semi-structured interviews to construct a rich,

detailed account of the study voyage.

Keywords: Sail training, cultural community, apprenticeship, guided
participation, well-being, character, adventure education



Chapter 1: Introduction

1.1 Background

The study reported here considers the challenges facing today’s children and
young people, as they embark on their journey towards adulthood, and how salil
training, as an educative experience, operates to bring about positive outcomes.
Extant sail training research has concentrated on the identification and
measurement of outcomes, such as self-constructs, and inter- and intra-
personal skills, that contribute to well-being. Although some research activity
has studied the sustainability of these outcomes, there has been scant attention
to investigating how such outcomes are generated. This study breaks new
ground by exploring the process for change, using Barbara Rogoff’s concept of
the cultural community (Rogoff, 1990; Rogoff and Angelillo, 2002) as an

orienting framework; an approach that has enabled a new perspective.

The context for this study is today’s more complex society; and society is
the setting where children and young people encounter the demands and
challenges of growing up, developing foundational skills, attitudes and
behaviours needed for them to realise their potential, to flourish and to prosper
as full and active members of our contemporary society (see, for example,
Hagell (Ed.), 2012). The well-being and character of children and young people

is the key motivation for the conduct of the current study.

It is increasingly recognised that the traditional measures of a society’s
success, such as economic production, have failed to consider the well-being of
their citizens and inform adequately the development of social policy (see
Stiglitz, Sen and Fitoussi, 2008; United Nations, 2013). In the UK, the 2008
Foresight Mental Capital and Wellbeing Project identified several major
challenges expected to affect our nation in the next 20 years, these are: the
demographic age-shift, changes in the global economy and world of work, the
changing nature of UK society, changing attitudes, new values and expectations
of society, changing nature of public services, and new science and technology
(Foresight, 2008: 11-12). This study highlighted that:

...] if we are to prosper and thrive in our changing society and in an

increasingly interconnected and competitive world, both our mental and
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material resources will be vital. Encouraging and enabling everyone to
realise their potential throughout their lives will be crucial for our future
prosperity and wellbeing.’ (ibid: 9).

In considering these challenges there has been an increasing capacity to
measure and monitor societal and individual well-being. For example, the UK’s
Office for National Statistics (ONS) Measuring National Well-being (MNW)
programme collects and analyses data from a wide range of sources and
domains to inform social policy (see ONS, 2016a; 2016b).

There is also greater recognition that social and emotional outcomes are
‘important signals of a flourishing or struggling child’ (Feinstein, 2015: 3), and
that such outcomes ‘provide important signals about likely outcomes [for future
life] above and beyond what is picked up by measures of literacy and numeracy’
(ibid: 7). Drawing on a variety of evidence collected between 1975 and 2005, it
has been proposed that there are ‘long-term and substantial rates of adolescent
emotional problems [...] in the UK, the general pattern of change across
psychosocial indicators suggests that [these rates] remain at historically high
levels’ (Collishaw in Hagell (Ed.) 2012: 24-25; see also Youth Parliament, 2015;
Thorley, 2016).

In the UK, The Children’s Society, in a collaboration with the University of
York, has conducted longitudinal research into children’s well-being since 2005.
This research programme has used a consultative approach to engage with
more than 60,000 children, aged 8 to 17 years, as ‘the main protagonists in
[well-being] assessments. [...] to tell us — in their own words — what is most
important in their lives’ (The Children’s Society, 2016: 11). This research
programme proposes that ‘a useful way to think about the themes raised by
children was a framework of three related components — self, relationships and
environments’ (ibid). These three related components are at the core of the
conceptual framework for my current study, and will be discussed further when
considering Rogoff’s ‘cultural community’ (Rogoff, 1990; Rogoff in Wertsch, Del
Rio and Alvarez, 1995; Rogoff and Angelillo, 2002).



Although neuroscience and emergent brain imaging techniques provide
new insights about the physiological development of the human brain (see
Blakemore and Frith, 2005; Geake, 2009; Howard-Jones, 2010), | propose that
the physiological experience of today’s adolescents may be very similar to that
of our ancestors but it occurs in the more complex setting of contemporary
society. Responding to the demands and challenges of adolescence is, and has
been, a constant challenge for society; over the last eighty or so years,
solutions have tended to be predicated in educational doctrine towards meeting
broader societal needs (Pring, 2004). However, that some aspects of cognitive
and human development (such as personal and social development, and
literacy and numeracy) remain difficult issues for policy makers and educators,
implies that educational policy may not have been entirely successful in meeting

those broader societal needs (after Pring).

John Dewey (1859 — 1952) and Lev Vygotsky (1896 — 1934),
independently, considered the personal and social development of children and
young people; they both identified themes that resonate today with the debate
on educational policy. John Dewey, in 1930s America amidst the transition from
a community-based economy and lifestyle to urbanised, industrialised
occupations cautioned educational policy makers against the ‘tendency to
emphasize technical details and [losing] sight of the broader societal function of
education’ (Quay and Seaman, 2013: 2). In 1930s post-revolutionary Soviet
Union, Lev Vygotsky’s research on human cognition and development was
conducted:

‘within a society that [had] high hopes for the ability of science to solve

the pressing economic and social problems of the Soviet people, [... and]

the elimination of illiteracy and the founding of educational programs to

maximise the potential of individual children’ (Cole and Scribner, 1978:

9).

The UK Government, particularly since World War Il, has aspired to ‘a

new framework for promoting natural growth and development not only of



children, but of national policy itself towards education in the years to come’*
(extract from the speech to the UK Parliament by Rab Butler MP, see Butler,
1944). The success of this educational policy in developing the character and
competence of children during their compulsory education is unclear.
Government directives since that time have, and particularly over recent
decades, ‘emphasised the importance of enabling young people to thrive and
achieve their potential’ (Clarke et al., 2015: 17). For example, the introduction of
the Social and Emotional Aspects of Learning (SEAL), and the 2015 pledge
from the Department for Education to allocate £5million ‘to help schools ensure
that children develop a set of character traits, attributes and behaviours that
underpin success in education and work’ (ibid: 18). However, Birdwell, Scott
and Reynolds highlight that ‘[while] policy-makers have often considered
character development as a core aim of education, it has never been fully
embedded into educational policy’ (2015: 48). It is interesting to note that the
National Citizen Service (NCS)?, tasked with the personal and social
development of 15 to 17-year olds, does not sit within the Department for
Education but is the responsibility of the Department for Culture, Media and
Sport (see Bradley, 2017).

Since 1945 there has been a range of initiatives intended to bolster the
outcomes of educational policy, especially those going beyond academic
achievement, including outdoor adventure programmes. For example, there is
increasing interest in the development of non-cognitive skills or ‘attitudes,
behaviours, and strategies which facilitate success in school and workplace,
such as motivation, perseverance and self-control’; and how these may have a
positive impact on educational attainment and longer-term outcomes (Gutman
and Schoon, 2013: 4).

In my ethnographic study of a single six-day sail training voyage, |

became the ‘crucial measurement device’ (Denscombe, 2013: 237); and as

1 These aspirations were set out in the 1944 Education Act; this Act was informed by the 1943
Curriculum and Examinations in Secondary Schools Report, known as the Norwood Report.
Available at http://www.educationengland.org.uk/documents/norwood/norwood1943.html
[Accessed 30 July 2017]. See also Veevers and Allison (2011: 59-63).

2 For more information see http://www.ncseyes.co.uk/what-is-ncs
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such it is necessary for me to describe how my background, values, perception
of identity and beliefs have influenced the design and conduct of this study, and
how | have endeavoured to monitor and minimise researcher-bias. My approach
has been to use reflective and reflexive practice to recognise bias, and to then
make this explicit in this thesis. This is set out in 1.2 below as a Position
Statement.

The Literature Review in Chapter 2 describes the role of outdoor
adventure education in bolstering educational policy outcomes. This study
investigates the case for sail training, as a type of outdoor adventure education,
to complement the ‘cognitive and academic skills usually measured by tests or
teacher assessment’ (Gutman and Schoon, 2013: 4). It sets out how it provides
children and young people with a broader range of social and educative
experiences, including well-being, arising from a broader range of formal and
non-formal educational experiences, as a means to improving life-long

outcomes (see Gutman and Schoon, 2013; Feinstein, 2015).

Sail training comes within the general description of outdoor adventure
education. In the largest study of its kind (commissioned by Sail Training
International® (STI) and conducted by the University of Edinburgh), McCulloch
et al. posited that ‘Sail training should therefore be understood not solely as
adventurous recreation but as a powerful educative experience’ (2010: 661; see
also Allison et al., 2007). The age of most participants embarking on a sall
training voyage is 12 to 25 years; and the extant sail training literature has
studied crews from across this age range to identify and measure voyage
outcomes. One exception is a study of older participants as they recovered from
alcohol and drug addiction on a Voyage of Recovery (White et al., 2013). The
majority of published studies have focussed on young participants, resulting in
an absence of studies that have included the sea-staff (see, for example, Hind,
2016). Sea-staff is a collective term for those who support sail training voyages;
they may be full-time employed professional seafarers or volunteers (with a

range of skills and qualifications) and are considered key to a successful

8 Sail Training International is the organisation representing sail training providers across the
globe. See http://www.sailtraininginternational.org/
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voyage experience. Whilst some information and guidance is available for sea-
staff practitioners (see, for example, Henstock and Moss, 2007); an intended
outcome of this study is to provide practitioners with more detail about the what
and the why of their role in making the sail training voyage a positive experience

for all participants.

To establish the sail training setting as a community with a distinct
culture, | have made the case that contemporary sail training practices are to be
found in the rich culture and traditions of the age of sail, going back to the 16t
and 17" century. Contemporary sail training practitioners may not be aware that

their current practices are founded in these historical antecedents.

| use Rogoff's concept of a cultural community as the orienting
framework to explore the sail training voyage. | consider the conceptual roles for
Rogoff’s apprenticeship and guided participation, and how these may manifest
in the voyage milieu. In contrast to Rogoff’s concepts, there has been a
recurring proposition that life-at-sea and life aboard ships represents a total
institution (after Erving Goffman’s Asylums, 1991 [1961]; also see Aubert,
1965). | find the concept of the ‘total institution’ and the experience for its
‘inmates’ (after Goffman) to be incompatible with the experience of sail training
participants, and my own experience of this setting. It has, therefore, been
necessary to investigate the foundation for Goffman’s (as the most cited author
for this concept) and Aubert’s generalisation of the ‘total institution’ to life-at-
sea, life aboard ships and, particularly, to the sail training vessel (see
McCulloch, 2004; 2007).

With this background in mind, | set out to answer these research

questions:

1. How does the cultural community operate during a sail training
voyage?
2. How might sail training community practices be developed to optimise

outcomes for participants (and members)?

| present, in Chapter 3, my approach to research design and methodology, and
how | set out to investigate the process(es) to be found during the sail training
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voyage. From my own sail training experience, as a member of sea-staff, |
consider that | was an ‘insider’ (as opposed to an ‘outsider’); a situation that
may manifest in unintentional or unrecognised bias. | therefore intentionally
adopted research activities that were intended to make the familiar voyage
setting strange to me; to activate my own reflective and reflexive practice. |
employed a range of research tools, such as visual methods, that were new to
me and that | intended to empower study participants in their contribution to the
collected data. In common with other researchers in this setting, | found the
balance between sail training practitioner (and participant) and researcher to be
problematic (see, for example, Rogers, 2004; McCulloch, 2007). To
complement the study | used activities and tools across three time frames, pre-,
on- and post-voyage, and | kept field notes. The third iteration of these notes, as
out-of-field notes (after Delamont in Walford, 2009) at c.24,000 words, have
provided the contextual detail to the contributions of the study participants.

My analysis of data (Chapter 4) uses Rogoff’s proposed planes of
analysis: personal, interpersonal and community processes as ‘integrated
constellations of community practices’ (in Wertsch et al., 1995: 139-164). In the
analysis, | found it difficult to separate these planes; this allowed me to adapt
my methodological approach and develop the means for presenting the data.
The findings are presented in five personal vignettes, weaving together the
contributions of the study participants to demonstrate dimensions of Rogoff's
cultural community, apprenticeship and guided participation. | also make use of
Rogoff’s (2014) later writing and the concept of Learning by Observing and
Pitching In (or LOPI; also, see Coppens et al., 2014) to explain the sail training

voyage as another way to learn.

Chapter 5 presents a discussion on the role of the cultural community,
LOPI and the use of the Explain, Demonstrate, Imitate, Practice (or EDIP)
model for learning. | also discuss how, in the context of a sail training voyage,
novice participants approach this novel setting as strangers; changing the
character of the participant’s experience as they embark on a process of
acculturation to the sail training cultural community, and as they adjust and

adapt to the new culture of the sail training vessel. Acculturation is also



experienced by immigrants and expatriates who enter a new host culture; it is
an experience that has been found to be significant for young people, who have
been found to be particularly sensitive to this process (for immigrants see, for
example, Cheung, Chudek and Heine, 2011; for expatriate families see, for
example, Haslberger and Brewster, 2008). Csibra and Gergely (2011) posit that
the activation of cognitive mechanisms from experience, such as acculturation,
may present as a ‘natural pedagogy’, that enables participants to revert to an
earlier and more familiar form of pedagogy. This is a primary pedagogical
experience found in a socio-cultural approach to learning that ‘[envisions] the
links between history, culture, language, symbols, thought, relationships, social
organizations, activity, biological development, self, identity and even [...] the
‘meaning of life’!’ (Pollard, 2001: 7). Movement between one social context to
another becomes a familiar experience, as a form of boundary crossing (see
Akkerman and Bakker, 2011; Wenger-Trayner et al., 2015)%.

Children and adolescents link their socio-cultural experiences (after
Pollard, ante) as they move within and across social contexts, crossing
boundaries as they do so. Early socio-cultural experiences occur in ‘[families],
peer groups, classrooms, and schools [as] primary arenas in which young
people negotiate and construct their realities’ but with little evidence of or the
need for direct assistance as the boundaries between one context and another
are negotiated, each context with its own demands on and challenges for
cultural knowledge and behaviour (Phelan, Davidson and Cao, 1991: 224-225)

In conclusion, the sail training voyage does satisfy the description of a
cultural community (after Rogoff, 1990); and fulfils the seven facets for Learning
by Observing and Pitching In (after Rogoff, 2014). This new perspective
provides sail training practitioners with an opportunity to consider how they do

what they do, to optimise the voyage experience for novice crew and

4 The concept of boundary crossing is introduced here and following my viva voce. It was
introduced in the discussion with my examiners — Professor David Leat and Associate Professor
Pete Allison, and resonates with and extends my thinking about this study. It should be noted,
however, that ‘[boundary] crossing and all that it entails is a relatively recent research focus and
not completely understood’ (Clark et al., 2017: 245).
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themselves as active participants in this unique cultural community, as well as

implications for policy makers, funders and future researchers.

1.2 Position Statement

In this statement, | provide sufficient self-disclosure to make explicit my
attitudes and beliefs that motivated and influenced the conduct of this study: my
approach to collecting, analysing and interpreting the study data, which informs
the arguments made in support of my conclusions. | do this in the same way
that a medical researcher may describe the technical capability of their
microscope or the device used in their technique for functional magnetic
resonance imaging (fMRI) (see, for example, Howard-Jones, 2010: 101-106). |
will do this as the “crucial measurement device’, [recognising] that [my]
background, values, identity and beliefs might have a significant bearing on the
nature of the data collected and the analysis of that data’ (Denscombe, 2013:
237). By setting out here, as a reflective writing experience, my position on the
issues and concepts discussed in this thesis and how this has enabled
reflective and reflexive practice (see Turnbull (1973) in Bryman, 2012: 39)

provides you, the reader, with this personal insight.

| rely upon some pre-existing texts written during my current academic
experience, such as module assignments, my own reflective notes and
research journal; and new interpretations of these texts as | re-visit and
incorporate them in to my current thinking and writing. | embrace Adams St
Pierre’s (2005) proposition that: ‘Writing is thinking, writing is analysis, writing is
indeed a seductive and tangled method of discovery’ (in Bolton, 2012: 84,
emphasis in original). Throughout this thesis | weave my personal experiences

and perspectives to encourage a constructive dialogue with you, the reader.

| will set out the influences that | recognise to have been important in
making me ‘who | am’, such as family, friends, school, employment and, since
2012, my volunteering in sail training and embarking upon academic study.
However, these descriptions can only ever include those situations,
circumstances and thoughts that | can consciously recognise as having had
influence. A further filter for inclusion here is found in my decision making when

considering whether the consciously-recognised influence is relevant. This may

10



not be an exhaustive process, as some ‘influences’ may go unreported because
of my inability to recognise them as being contributory factors to my thinking. |
rely upon the following counsel on this matter:

There is something that | don’t know

that | am supposed to know.
I don’t know what it is | don’t know

and yet | am supposed to know.
And | feel | look stupid

if | seem both not to know it

and not know what it is | don’t know.
Therefore, | pretend | know it.
There is nerve wracking since | don’t

know what | must pretend to know.
Therefore, | pretend to know everything.
| feel you know what | am supposed to know

but you can’t tell me what it is

because you don’t know that | don’t know what it is.
You must know what | don’t know,

but not that | don’t know it and | can’t tell you.
So you will have to tell me everything.

R.D. Laing (1970) Knots.

Making these influences explicit is important as they may manifest in
conscious or non-conscious bias in the conduct and reporting of this study. In
this instance, ‘non-conscious’ is used to describe those influences that affect my
thinking without conscious thought; and in acknowledging the existence of these
non-conscious influences sensitises the potential for bias, but this may not
eliminate it completely. It is the combination of these conscious and non-
conscious thoughts, as the influences that have shaped the planning and
conduct of this study that are discussed further in Chapter 3: Research Design

and Methodology; and have also informed the decision-making applied in the
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searching for, the reading and review of texts that | found sufficiently relevant
and compelling to be included in Chapter 2: Literature Review.

Setting out my ‘position’ in this way is a form of self-disclosure; this is
essential to illuminate my own understanding or insight for the benefit of the
reader. The writings of sociologist Erving Goffman (for example, The
Presentation of Self in Everyday Life, 1990 [1959] and Asylums, 1991 [1961])
have influenced my own and other researchers’ thinking about sail training, but
he would have disavowed the extent of my self-disclosure and the incorporation
of the researcher’s self in the study of others (Shalin, 2013: 2). This is a view
that has changed over the years (see, for example, Denscombe, 2013). In
reading Goffman’s concept of ‘total institution’ (discussed further in Chapter 2), |
readily accepted this as applying to ships-at-sea and sail training vessels. This
acceptance was not based on the arguments made or the evidence produced
but, rather, the stories and anecdotes that were presented in his convincing
narrative. Daniel Kahneman suggests that this is a familiar situation, in that
‘most people believe in [scientific] conclusions before they accept arguments’
(Nair, 2013). This arises from, what Kahneman calls, theory-induced blindness:

‘once you have accepted a theory and used it as a tool in your thinking, it

is extraordinarily difficult to notice its flaws. [...] You give the theory the

benefit of the doubt, trusting the community of experts who have

accepted it.” (Kahneman, 2012: 277).

Although Kahneman explains this in the context of scientific endeavours, it is
worth considering whether this phenomenon exists in other social situations,
and in creating our world-view when we apply what we have previously
accepted as being true in new or unfamiliar situations. In the context of this
position statement and this study | have developed critical thinking skills;
criticality being essential when reading and reviewing any factual or academic
writing, for example, asking ‘What claims are being made?’ and ‘How

persuasive are those claims?’ (see Chapter 2).

In the case of Goffman’s Asylums, | would have benefited from the
contextual knowledge that his wife, Angelica, experienced mental ill-health and,

after several attempts, had taken her own life. Thus, Goffman was,
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understandably, ambivalent toward psychiatry due to ‘the treatment his wife
underwent, which he deemed ineffective, and perhaps superfluous’ (Shalin,
2013: 14). Without this contextualisation, | am unable to grasp or comprehend
Goffman’s attitudes and beliefs toward his research interest and how this may
have influenced his thinking and writing. This emphasises the need to consider
the arguments made in support of those claims. In contrast, | endeavour to

make my own thinking and understanding explicit here.

The role of self-disclosure is, perhaps, more poignant as | enter new and
unfamiliar communities. | am now experiencing a lifespan transition as | embark
upon retirement, and in becoming a volunteer in a sail training context and a
full-time doctoral student. These transitional processes have involved a re-
assessment and reorganisation of my skills, attitudes and beliefs; reviewing my
perceptions of self, as | undertake the physical and intellectual challenges and
perspectives presented by these new communities (see Rogoff, 1990: 11). The
experience of crossing these boundaries manifests as ‘places of potential
misunderstanding and confusion arising from different regimes of competence,
commitments, values, repertoires, and perspectives’ creating the potential for
both intended and ‘unexpected learning’ (Wenger-Trayner et al., 2015: 17). This
brings together several constructs of self; the past-self, the now-self and then
there are numerous future possible-selves. The past-self is the foundation for
our possible selves and, thereby, the life-trajectories that lead us towards
personal and social development, as they:

‘are individualized or personalized, but they are also distinctly social.

Many of these possible selves are the direct result of previous social

comparisons in which the individual's own thoughts, feelings,

characteristics, and [behaviours] have been contrasted to those of salient
others. What others are now, | could become.” (Markus and Nurius,

1986: 954).

Lee and Oyserman propose that when we think about these possible selves,
these are manifestations of self-concept:

‘[a] theory about oneself, the person one was in the past, is now, and can

become in the future, including social roles and group memberships. A

well-functioning self-concept helps make sense of one's present,
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preserves positive self-feelings, makes predictions about the future, and
guides motivation.’ (2012: 1).
Possible selves include positive futures, that may ‘improve well-being and
optimism about the future’ (ibid: 2), and the negative images of possible selves
that we may fear of becoming. How we present our-selves is important; these
are constructs that make us who we are (or think we are!) and provide the

means to communicate in social interactions.

Goffman (1990 [1959]) uses a dramaturgical metaphor in describing the
different roles and repertoires of performance that we use in our everyday lives.
Bruner uses a similar metaphor:

I...] itis as if we walk on a stage into a play whose enactment is already

in progress — a play whose somewhat open plot determines what parts

we may play and towards what denouements we may be heading.

Others on stage already have a sense of what the play is about, enough

of a sense to make negotiation with the newcomer possible’ (1990: 34).
My own repertoires of performance come from the social interactions
encountered through my membership and participation in different sociocultural
communities. It is, perhaps, appropriate at this point to consider what
membership and participation mean to me, as this provides the foundation for
my world-view and the performances of self. Markus and Kitayama posit that:

‘A self is the ‘me’ at the [centre] of experience - a continually developing

sense of awareness and agency that guides action and takes shape as

the individual, both brain and body, becomes attuned to the various

environments it inhabits’ (2010: 421).

| use the term ‘membership’ to describe my feeling of belonging to a
range of sociocultural and vocational ‘communities of practice’; these are
‘communities of practice’ that enjoy characteristics of mutual engagement, a
joint enterprise and a shared repertoire (Wenger, 1999: 73). Communities of
practice are closely associated with learning, not just in the context of vocational
learning, but learning as a process of personal and social development. In this
sense membership is not passive, it ‘is not just a matter of social category,

declaring allegiance, belonging to an organisation, having a title, or having

14



personal relations with some people’ (ibid: 74). It is this, more active, description

of membership that | use in referring to my belonging to these communities.

After 30 years, | belonged to the policing community, the occupational
role (mutual engagement), the mission to protect life and property, and to
prevent and detect crime (a joint enterprise), and using the language of policing
and range of cultural tools (a shared repertoire) ensured my membership.
However, | did not immediately regard myself a full member — there was a
process of becoming before | had a sense of belonging. The process of
becoming involved ‘participation in social practice — subjective as well as
objective — [suggesting] a very explicit focus on the person, but as a person-in-
the-world, as a member of a sociocultural community’ (Lave and Wenger, 2011
[1991]: 52).

The implication is that participation and membership lie within a non-
linear system incorporating ‘a node of mutual engagement that becomes
progressively looser at the periphery, with layers going from core membership
to extreme peripherality’ (Wenger, 1999: 118). Indeed, Heslop (2011) reports on
the emergent identity of new police recruits and their changing attitude to
learning, as they transition between participating as a ‘novice’ towards
becoming a police officer and a full-member of the police service. The concept
of the changing now-self is particularly relevant to my role as academic
researcher with discernible changes in the pre-, on- and post-study self (this is
discussed further in Chapter 3). Wenger (1999) further posits that:

‘the periphery [of a community of practice] is a very fertile area for

change [as it is] partly outside and thus in contact with other views, [and]

partly inside and so perturbations are likely to propagate’ (ibid).
Creating dissonance upon initial entry into a new community, if planned for and
managed can activate more positive possible selves than negative possibilities.
This was my experience as | entered, as a stranger, the sail training and,
latterly, the academic communities. Wenger-Trayner® et al. explore further the
concept of ‘communities of practice’ and now argue ‘that the ‘body of

knowledge’ of a profession is best understood as a ‘landscape of practice’

5 Etienne Wenger is now published as Etienne Wenger-Trayner.
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consisting of a complex system of communities of practice and the boundaries
between them.” (2015: 13).

My entry as a sail training volunteer, apart from becoming an active
participant in ‘adventure under sail’ with children and young people as a form of
personal and social development, allowed for an exploration from the periphery
to the core of this type of volunteering. | have sailed with full-time and volunteer
sea-staff (with a wide variety of experience), and different crews of children and
young people. The transition from active participant towards core membership
(this will be discussed later), led to an increasing curiosity as to why a relatively
short voyage at sea, of two to six days, should make a difference to the young
crews, albeit differences which were only observable in some participants; but
this effect extended to my own sense of belonging and well-being.

Although the promotional literature for many sail training organisations
provides a case for the benefits of this type of adventure outdoor education, it
was my curiosity that led me to investigate the academic status for sail training,
as an educational intervention to support personal and social development of
children and young people. In 2013, my curiosity led me to enrol as a student
with the University of Cumbria and conduct a Master’s Independent Study of a
five-day voyage (Fletcher, 2013; Fletcher and Prince, 2017). Success in
completing this study allowed me to explore the opportunities to pursue a more

detailed academic study.

My entry to both sail training and academia was eased by the
preparedness of existing members of those communities to enable and support
my participation, towards membership. In sail training, my possible self was
provided with sufficient support, allowing me to transfer existing knowledge and
skills, and leading to an acknowledgement of competence through the award of
‘Watch Leader’ status. Within the current EAD programme, my transition fell
within the meticulously planned menu of core and elective modules that have
enabled me to plan and conduct this study. | was able to interpret the respective
sociocultural patterns, such as the use of rules and tools, and using my past-
self | organised these new social situations with the aid of existing knowledge

and experience (see Schuetz, 1944).

16



My life-experiences have stimulated my learning; priming my approach to
new experiences framed by a multitude of possible selves. Boud and Walker
(1990: 63-65) describe this as the ‘learner’s personal foundation of experience’,
comprising a complex mix of personal, family, educational and work
experiences as both a member and participant. Access to all domains of this
personal foundation of experience is not immediate, and may require conscious
effort to retrieve or access them by developing my reflective practice. Reflection
has been an ongoing process during my introduction to academia (this was
subject of detailed discussion and analysis in a module assignment considering
the development of thinking skills and reflective practice (Fletcher, 2015) with a
summary presented here). Developing my world view, as a now-self, through
the construction and re-construction of knowledge and understanding has been
a serendipitous process. My personal foundation of experience and approach to
learning allows me ‘to seek social situations in which [I] can grow [...]

developing [myself] and [my] relationships’ (Dweck, 2000: 67).

What follows is an attempt to explain how | have arrived at my current
now-self, however, the fog-of-time makes this difficult, as | have reflected and
thought about my past-self and its influence on the here and now. | have
previously reflected that:

‘| was always conscious that | had thoughts; much of these occurred

without actually thinking about them, or their component parts, but that is

not to say that | did not develop any thinking skills’ (Fletcher, 2015: 3).
Thinking skills, including ‘reasoning, feeling, sensing, intuiting, remembering,
imagining and willing’ (Boud, Cohen and Walker (Eds.), 2010: 46), were not an
explicit element of my compulsory education; had | been more aware of these
skills then ‘my ability to engage efficiently and fruitfully in the learning process
would have been greatly enhanced’ (Mulligan in Boud et al. (Eds.), 2010: 57).
This type of self-awareness correlates to meta-cognition or ‘an awareness of
one’s own cognitive functioning (metacognitive knowledge) and [...] application
of one’s cognitive resources for learning or problem-solving’ (Moseley et al.,
2005: 13).
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As a developing police officer | created a repertoire of performances
(after Goffman, 1990 [1959]) commensurate with the role, for example, | would
employ a different performance when interacting with victims of crime,
witnesses or suspects, or my police colleagues and supervisors. These
performances would become part of my personal and social development
across all domains of my life.

My initial police training involved listening to didactic presentations on
theory and practice, occasionally complemented with activities to apply this
learning, and leading to on-the-job training alongside an experienced ‘tutor’

officer — as a form of guided participation (see Rogoff (1990) post).

The current training for police recruits incorporates a range of student-
centred teaching/ learning methods and has a framework to enable and support
reflective practices®, but guided participation with a more experienced officer
remains an essential component of this training. Similarly, working with more
experienced practitioners is an approach to the apprenticeship of US Navy
guartermasters to complement their ‘exposure to basic terminology and
concepts’ (Hutchins in Lave and Wenger, 1991: 73). Novice quartermasters in
applying their learning to the specific situation of their role, that is, when they
are at sea:

‘may be asked to perform all of the duties of the quartermaster of the

watch. While under instruction, his activities are closely monitored by the

more experienced watch stander who is always on hand and can help

out or take over [...] (ibid, 1991: 74).

| take the view that a police officer's key competency can be described
as a problem solver, that involves ‘interpersonal and practical goals, addressed
deliberately (not necessarily consciously or rationally) [...] [emphasising] the
active nature of thinking’ (Rogoff, 1990: 8-9). All police officers are trained in
and develop a range of investigative skills towards solving problems.

Investigations, as a type of problem, begin as soon as a report of crime is

& For more information see http://www.college.police.uk/What-we-do/Learning/Curriculum/Initial-

learning/Pages/Initial-learning.aspx [Accessed 28 December 2016]
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made, as the details of the offence are captured by a call-taker, leading to the
deployment of a uniform patrol officer and then, depending on the nature of the
crime, more specialist investigators. Some investigations are wicked problems,
where ‘for which each attempt to create a solution changes the understanding
of the problem’ (Alison and Crego, 2008: 19). A wicked problem requires both
reflective and reflexive thinking as the consequences of a solution are
monitored to identify or recognise any changes to the character of the problem,
as it may be that the solution changes the behaviour of the offender(s) thereby
increasing the risk or manifesting in unacceptable consequences (see Rittel and
Webber, 1973). This approach is an example of Donald Schon’s (1983)
reflection-in-action; or the ‘capacity to walk around the problem while you are in
the middle of it, to think about what you are doing as you are improvising it’
(Hargreaves and Fullan, 2012: 98). My emergent thinking concerning academic
research approaches (such as quantitative, qualitative or mixed methods) and
the use of an approach that is best suited to the research setting, subjects and
the question(s) to be answered is influenced by reflections on my investigative
experiences. These experiences have much in common with deductive theory,
as the ‘commonest view of the nature of the relationship between theory and
social research’ (Bryman, 2012: 24), in that investigators will often develop

hypotheses to inform their investigative strategy.

| should, at this point, describe my reflective and reflexive practice, and
how this influences the current study. There are two fundamental forms for
reflective practice proposed by Schon (1983): ‘Reflection-in-action is the hawk
in the mind constantly circling, watching and advising on practice. Reflection-
upon-action is considering events afterwards’ (Bolton, 2012: 33). These two
forms of reflection engage emotions, they activate thought about ongoing or
past events and may shape the presentation of self. Reflective practice
monitors the actions and emotions of others allowing for adjustments in the
ongoing performance in any social interaction. Marlowe describes these
attributes as social intelligence: ‘the ability to understand the feelings, thoughts,
and behaviours of persons, including oneself, in interpersonal situations and to
act appropriately upon that understanding’ (1986: 52; see also Leithwood,
Jantzi and Steinbach, 1999; Leithwood and Beatty, 2008). Reflexivity is ‘[a]
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characterization of the relationship between knowledge and society and/or
researcher and subject, focussing on the continuous reflection of social action
on themselves and their social context’ (Giddens and Sutton, 2014: 36). This
position statement is a response to my reflexivity; it provides my ‘reflexive
stance’ (see Reinharz, 2011: 2) and has informed some of the decisions made
in this study, for example, whilst conducting the fieldwork and in my ethical
approach (see Chapter 3). | rely upon Groundwater-Smith and Mockler’s
proposition that researchers require ‘not only an understanding of the
technicalities of research and reflective practice, but an unwavering
commitment to ethics’ (2007: 209).

When | became a police trainer, reflection took on a new meaning as |
was introduced to purposeful reflection. Throughout my police service | wrote
down, contemporaneously or as soon after the event as possible, any primary
evidence and exceptional items in a Pocket Note Book (PNB). These notes
were not intended for or used to support learning or reflective practice, they
were an evidential record for use in the course of an investigation or criminal

proceedings absent of interpretation or reflection.

| recognise that reflection-in-action is key to the role of a police officer but
that reflection-upon-action was often neglected. As | became a police trainer my
reflective practice evolved and | would come to use the reflective journal to
record my thinking and reflections on teaching sessions for the ‘development of
self as a professional’ (Moon, 2009: 72). As a learner, | wish that | had been
introduced to this practice sooner. New police recruits now use development
portfolios and reflective journals as tools to support learning, however, entries in
such portfolios may be influenced or inhibited due to the nature of their purpose,
in that the author knows that they are to be shared or used for assessment by

tutors or supervisors (Moon, 2009).

With the benefit of hindsight ‘I also became more aware of the emotional
influences upon my thinking; in policing, we do not often recognise or admit to
having emotions (and certainly do not record them in a PNB entry)’ (Fletcher,
2015: 8). At the time, we might not recognise or understand how our emotions

affect thinking, reflection and decision making (see, for example, Goleman,
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1996; Kahneman, 2012). Alison and Crego (2008: 188) argue that, in a policing
context, the negative emotions of regret or anticipated regret are potentially the
most powerful component in decision-making, leading to decision-inertia or
decision-avoidance, and is one aspect of the emotional response to reflective
practice. The relationship between fear in the context of negative images of
possible selves and the regret related to past-self is unclear, but could be
significant. This may be a consequence of negativity dominance, as:
‘[the] self is more motivated to avoid bad self-definitions than to pursue
good ones. [However], bad impressions and bad stereotypes are quicker
to form and more resistant to disconfirmation than good ones.’
(Kahneman, 2012: 302).

Equipped with these life experiences | became a sail training volunteer, |
recognised an observable effect on the behaviour of crew participants and how
my participation affected my own sense of well-being too. After the most
challenging of voyages, in the sense of experiencing crew behaviour, | found
myself reflecting on the drive home with a smile on my face and a sense of
accomplishment. | became intrigued about how sail training worked and began
my search for answers, initially through on-line, non-academic searches, such
as open-access reports on adventure and outdoor education, text books

covering general concepts and fictional accounts of seafaring exploits.

My early approach to searching for, reading and reviewing the literature
could only be described as haphazard, even naive, and my review of this
literature lacked criticality. As a newcomer to academic practices, | accepted
much of the academic writing as being relevant and credible, because it was
academic! | now realise that this unquestioned acceptance gifted some
manuscripts greater status or weight than, with hindsight, they merited. This
was especially true, where | could ‘make’ what | had read fit with my own
observations and feelings. For example, | initially relied upon the concept that
the ‘ship is a total institution’ (after Erving Goffman’s (1991 [1961]) Asylums);
further reading and the reconstruction of my understanding and application of
this concept (which still appears in many maritime studies), has led me to

question it as an explanation for the benefits arising from a sail training voyage.
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This new and evolving approach to reading has shaped my thinking, and
reflective and reflexive practice — this has been an empowering experience, not
just for what | now know but, also, | am better able to identify gaps in my
knowledge, motivating me to extend my search and to learn more; creating my
academic identity. The evolution of this academic identity has informed my
approach to researching and reading the literature, contributing to my personal
development as | participate in and move towards membership of an academic
or research community (see McAlpine, Jazvac-Martek and Hopwood, 2009; see
also McAlpine, 2012; Sheridan, 2013).

| am now better able to recognise that my life transitions from an
operational police officer to a training role, and my subsequent entry in to
retirement, salil training and academia have enabled detailed reflection on the
various past-selves and the now-self. These insights inspired me, in my training
role, to create and develop course materials to better equip police learners to
meet the challenges of wicked problems, and to contemplate the potential of
their possible-selves. | have developed this approach further in my volunteering,
entry into academic study and to the conduct of this sail training research.
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Chapter 2: Literature Review

2.1 Background

It is important to describe and explain my approach to reviewing the
literature that informs this chapter; this will provide any reader with some insight
in to my thinking, and how | perceive the matters that | will introduce and
discuss throughout this thesis. The review set out here has informed my
understanding of the context, issues, solutions and concepts that may be found

in the investigation of a sail training voyage.

As a foundation to my current approach and applying my emergent
academic identity, | rely upon the following considerations for a literature review:
e What is already known about this area?
e What concepts and theories are relevant to this area?
e What research methods and research strategies have been
employed in studying this area?
¢ Are there any significant controversies?
e Are there any inconsistencies in findings relating to this area?
(Bryman, 2012: 98)

These considerations provided the ‘purpose’ and rationale for the
inclusion of topics, and my propositions in the writing of this chapter, and
explaining how they inform the foundational concepts for this study. It has been
more than an expectation of a doctoral thesis or a mere ‘academic duty’
(Silverman, 2014: 48). In conducting this review, | have included many
investigations of outdoor adventure education, sail training and the outcomes
from participation, such as well-being and character, with a sociological
mindset. To give this review an authoritative stance | have drawn upon primary
sources, and some secondary referencing where the primary source is not
currently available or accessible, to develop this personal but critical narrative. |
am also conscious that some citations may be dated, in such cases | have
endeavoured to contextualise these to their time and present an argument for
their continued relevance; | have also challenged assertions made, for example,

see 2.5 (post) on the application of Goffman’s total institution to the sail training
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vessel. Primary sources included study reports, academic journal articles and
books; extending to researching the social, cultural and historic dimensions of
life-at-sea as an explanation for the efficacy of Sail Training. The literature cited
here provides a description of the field of study, and has been considered for its

relevance to the current study.

Sail training has been subject of only limited research, and only a small
number of studies have found their way in to formal publication (McCulloch in
Humberstone, Prince and Henderson, 2016: 240). In 2016, a rapid systematic
review, commissioned by the UK’s Association of Sail Training Organisations
(ASTO)’, was unable to find sufficient sail training studies to make the review of
any value, and found it necessary to extend its scope to all types of outdoor
adventure programmes (see, O’Mara-Eves, Fiennes and Oliver, 2016). The
research questions for this rapid review were:

e Which outcomes show maintenance of adventure programme effects or
increases in effects over time? and
e Are any short-term outcomes linked to different outcomes at later

measurement points? (ibid: 8).

However, the protocol and search criteria for this systematic review limited its
utility to inform the relationship between short-term outcomes (such as self-
esteem) and longer-term outcomes (such as employability). This review failed to
consider non-intervention variables that may have influenced or impacted upon
any relationship. This review (O’Mara-Eves et al., 2016), however, has been
superseded by the systematic review conducted by Schijf, Allison and Von Wald
who confirm the personal and social development outcomes and recommend
further ‘research into the processes involved in sail training could provide
valuable insights for the purposes of program design, practice, and policy’
(2017: 176).

The sail training studies that have been published have formed the
backbone of my searches for relevant literature, as these have then signposted

other, possibly, related studies or conceptual frameworks in their references; for

7 This is the umbrella organisation for UK Sail Training. | was a member of the ASTO Advisory
Group commissioning this systematic review.
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example, studies on outdoor adventure education (OAE) or self-concepts, such
as well-being and character.

Using these few published studies, | applied a methodical approach to
the planning for and recording of my literature searching u