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The purpose of the study was to investigate the effects of a

ropes course program on self-concept and affective behavior, based

on the belief that ropes course participants would rate significantly

higher than nonparticipants. A group of freshmen from a select

liberal arts college made up the population. Measuring instruments

used were the Tennessee Self-Concept Scale and the Platt Affective

Behavior Scale. The program was a pre-test, post-test control group

design. Data were analyzed by two sample ,-tests, correlations, and

logistic regressions.

Based on the findings of the study, the following

considerations were recommended. Similar studies should be

conducted using larger samples and random assignment. A longer

course should be considered for normal, educated adult populations,

and several forms of qualitative data should be used. Measuring

instruments should be created to measure complex variables so that

qualitative data can be collected to complement quantitative data.

Although the hypothesis was not supported there were trends

toward differences measured by the Platt Affective Behavior Scales.

Logistic regressions found that scales of perseverance and

expression of emotions and feelings were the most differentiating



scales. Positive change of participants is generally an accepted fact

associated with experiential education. The availability of

quantitative and qualitative data is not always statistically assured.

The Platt Affective Behavior Scales helps shift the focus of self-

concept from the self-rater to the way one is perceived by the

outside populations. Emphasis on affective behavior and skills may

prove to be a better measure of reality in which one lives, as

researchers and practitioners continue to measure self-concept.

... ®



Copyright by

Virginia Ann Sturdivant

1990

iii

I I I 4-4-r-



TABLE OF CONTENTS

Page

LIST OF TABLES........ ......................... vi

Chapter

I. INTRODUCTION . . . . . . . . . . . . . . . . . .

Theoretical Rationale
Statement of the Problem
Purpose of the Study
Hypothesis
Scope of the Study
Significance of the Study
Definition of Terms
Organization of the Study

II. SYNTHESIS OF RELATED LITERATURE . . . . . . . . 15

Introduction
A Call for Reform
Origins
Program Components
Commercial Programs
Higher Education Involvement
Directions Taken from Past Literature
Current Trends in Experiential Education
Summary

III. DESIGN AND METHODOLOGY . . . . . . . . . . . . 49

The Austin College Population
Description of the Population
Research Design
Outside Raters
Ropes Course Facilitators
Test Instruments
Preparation for Pre-Test, Post-Test

iv



Chapter

Treatment Day Overview
Observer Training and Data Analysis

IV. RESULTS OF THE STUDY . . . . . . . . . . . . . . . . 75

Purpose
Demographic Characteristics
The Sample Population
Tennessee Self-Concept Scale Baseline

Comparisons
Platt Affective Behavior Scale Baseline

Comparisons
Correlations: Tennessee Self-Concept Scale

Total Positive and Platt Affective Behavior
Scales Total

Adjusted Post-Test Scores
Logistic Regression
Summary of Statistical Findings

V. SUMMARY, DISCUSSION, CONCLUSIONS, . . . . 108
AND RECOMMENDATIONS

Summary
Discussion
Implications and Conclusions
Recommendations

APPENDIX A . . . . . . . . . . . . . . . . . . . . . . . . . . . 123

APPENDIX B . . . . . . . . . . . . . . . . . . . . . . . . . . . 127

APPENDIX C . . . . . . . . . . . . . . . . . . . . . . . . . . . 140

APPENDIX D . . . . . . . . . . . . . . . . . . . . . . . . . . 148

V

Page



Chapter Page

APPENDIXE . . . . . . . . . . . . . . . . . . . . . . . . . . . 178

BIBLIOGRAPHY . . . . . . . . . . . . . . . . . . . . . . . . . . 182

vi

.MR.Ml@JINie !!$L3 -. - - -J-- ' -....1]- .1- Ji- g i E U n i y 6 , . i



LIST OF TABLES

Table Page

1. Admissions Profile for Students at Austin College,
Fall, 1989 . . . . . . . . . . . . . . . . . . . . . . . . . 53

2. Means and Standard Deviation for the Normative Sample
of the Tennessee Self-Concept Scale . . . . . . . . . . . 63

3. Platt's Training Program Coefficients of Observer

Agreement (Hoyt's Interclass) . . . . . . . . . . . . . . . 66

4. Tennessee Self-Concept Scale Pre-Test Baseline
Com parison . . . . . . . . . . . . . . . . . . . . . . . . 80

5. Platt Affective Behavior Scale Pre-Test Baseline

Com parison . . . . . . . . . . . . . . . . . . . . . 82

6. Correlations of the Tennessee Self-Concept Scale
Total Positive to Platt Affective Behavior Scales . . . . 85

7. Correlations of the Platt Affective Behavior Scale
Total to Tennessee Self-Concept Scales . . . . . . . . . 87

8. Platt Affective Behavior Scale Total Score
Correlated to Platt Affective Behavior Scales
from Adjusted Post-Test Scores . . . . . . . . . . . . . . 90

9. Tennessee Self-Concept Scale Total Positive
Correlated to Tennessee Self-Concept Scales
from Adjusted Post-Test Scores . . . . . . . . . . . . . . 92

10. Tennessee Self-Concept Scale Adjusted
Post-Test Scores . . . . . . . . . . . . . . . . . . . . . . 95

11. Platt Affective Behavior Scale Adjusted
Post-Test Scores. . . . . . . . . . . . . . . . . . . . . . . 97

vii



Page

12. Logistic Regression of Platt Affective
Behavior Scale Total, Tennessee Self-Concept
Scale Total Positive, and Demographics . . . . . . . . .

13. Logistic Regression of Demographics and Select
Platt Affective Behavior Scales and Tennessee
Self-Concept Scales . . . . . . . . . . . . . . . .. . . . .

14. Logistic Regression of Demographics and Select
Platt Affective Behavior Scales and Tennessee
Self-Concept Scales . . . . . . . . . . . . . . . ... . . . .

15. Logistic Regression of Demographics and Select
Platt Affective Behavior Scales and Tennessee
Self-Concept Scales . . . . . . . . . . . . . . . . . . . . .

16. Logistic Regression of Platt Affective Behavior Scales,
Tennessee Self-Concept Scales and Demographics . .

101

102

104

105

viii

Table

99



CHAPTER 1

INTRODUCTION

A positive self-concept is seen as an important and forceful

motivation factor of behavior for students entering higher education.

A positive self-concept produces a positive relationship to school

adjustment and achievement, and a direct association with human

effectiveness (Gass, 1983 October; Meyer, 1975; Riggins, 1986;

Williams & Cole, 1986). College years provide opportunities and

experiences for the student to study self, the world, and society, and

to begin to understand these interrelationships. College experiences

are often viewed as an opportunity for personal growth and

enlightenment, for social enhancement, and a step toward economic

advancement.

As students move from high school to the college and

university level, there is a need for avenues to facilitate this

transition, assess students' potential skills, and develop established

profiles for predicting student success while preventing attrition.

Students of higher education should graduate with a good self-

concept or self-esteem, be able to belong to a group or unit, work

and socialize with people, and also possess the academic skills

necessary to be individual and analytical thinkers.

Institutions of higher learning often provide orientation

seminars, workshops, or classes to help students enhance or hone

I
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academic and personal skills as they launch their college careers

(Gass, 1983 October, 1987 Summer; Raiola, 1984). Perhaps the most

common goals students choose are for greater self-understanding

and greater awareness of their own identities (Hood, 1982; Mayhew

& Ford, 1971). Groups that are rather homogeneous in aptitude

begin to become heterogeneous during college years. Academic

preparation, study habits, living conditions, involvement in

extracurricular activities, financial and social situations, emotional

adjustments, and academic areas of study become factors in

students' differing achievements. A population which appears to be

homogeneous has the potential or tends to become heterogeneous

through orientations, seminars, or mandatory classes. Because of

this it was of interest to investigate the effects of a short

experiential program in a mandatory, core course. Experiential

education is a pedagogy of theory and curriculum which utilizes

direct experience as a basic tenent for learning and teaching.

Theoretical Rationale

The literature describes a variety of programs and research

projects which project positive effects from adventure and ropes

course programs. Experiential education programs relate to success

in education, acceptable social skills and behaviors, and positive

self-concept. Founded in educational theory, these programs have

been established in all levels of education. Many programs and

studies have been designed with specific goals; however, some
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programs focus on eliminating one characteristic or behavior while

other programs can be multidimensional in approach.

While some studies have addressed only the relationship of

self-concept or self-esteem to scholastic achievement (Parker, 1965;

Stogner, 1978), Chickering (1969) and Riggins (1986) analyzed a

variety of theories and formulated several recurring factors which

are important in personality development. These characteristics of

personality development include achieving competence, managing

emotions, becoming autonomous, establishing an identity, freeing

interpersonal relationships, clarifying purposes, and developing

integrity. Meyer (1975) cites the work of Maslow (1968) and

Chickering (1969) which provide reinforcement of his belief that

most college students are striving to meet the needs for love and

belonging, and for self-esteem. Although Hood (1982) found that

college experiences do not create a significant effect on the

establishment of identity, he also found that students freed

interpersonal relationships, therefore becoming more tolerant and

respecting of others' differences as they shifted the quality of their

friendships and relationships. Institutions of higher education

should provide opportunities for such positive personality

development. Programs and activities often need to be abundant in

order to provide students an adequate variety of experiences. When

colleges and universities provide community, extracurricular, and

intercollegiate activities they carry out their educational missions

and goals and increase retention rates.

- -
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Many colleges and universities are pioneers of today,

becoming members of the universities without walls where

students' degree programs are individualized (Branson, 1978;

Stehno, 1986; Watson, 1974). Through individual and small-group

study, students in these universities can design courses to satisfy

curiosity, and provide individual knowledge needs for specific

careers or education fields. These courses are graded through many

of the same measures used in this project. Qualitative and

quantitative measures are taken by the students and instructors or

outside persons (Cockrell, 1989; Gelber, 1974; Deb Jordan, personal

communication, December 5, 1989). Because individuals' needs and

backgrounds are diverse, new concepts and methods are needed for

effective evaluation. When education effectiveness can be

measured by the degree to which each student's program achieves

its particular purposes, student and institution goals can be satisfied

(Chickering, 1969).

Gass (1983 October) isolated five factors that contribute to

students' increased success in school. The variables are: sense of

being connected (to people and the institution), relationship with

faculty (positiveness of relationship), student body size (the larger

the size the harder to maintain connectedness), direction to potential

job market (the stronger the tie to the individual plan, the more

satisfied the student), out-of-class activities (the larger variety of

activities leads to more satisfied students). Gass feels that these five

variables contribute to retention or attrition. If students complete
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the first two years successfully, the chances of withdrawing are

minimal for the remaining school years.

The missions and goals of Austin College, like other institutions

of higher education, reflect concern for the development of each

student. The curriculum is designed to include cultural and civic

activities in order to provide experience in democratic living with

social interaction, cultural awareness, and cooperation. The

educational program emphasizes student participation in a wide

variety of events and experiences so that students become educated

through total impact, not just through separate courses or isolated

activities (Austin College,1988). Joplin (cited in Stehno, 1986)

continues this line of reasoning with learning theories, but adds

components that deal with educational programs related to student

needs. The elements for such programs are: (a) student, not

teacher, based; (b) personal, not impersonal; (c) process and product

oriented; (d) evaluated for internal and external reasons;

(e) holistic understanding and component analysis; (f) organized

around experience, perception based rather than theory based; and

(g) individual based rather than group based. These objectives are

also summarized by Smith (1984) as providing the experience for

the opportunity of physical, mental, social, and the spiritual growth

and well being of students.

Experiential education involves a process of questioning,

investigating, reflecting, and conceptualizing, based on direct

experience. The learner is actively engaged in the process of

w
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learning, has freedom to choose, and directly experiences the

consequences (Stehno, 1986). Because the programs deal with

students' personal- and knowledge-based skills, experiential

programs provide the components needed for students' personality

development, and for helping an institution carry out its missions

and goals. A number of colleges and universities across the United

States have instituted experiential education programs. Many are

used in conjunction with, or as, the orientation for freshmen. Kolb

(1984) states that the six components of an experiential education

program are (a) learning conceived as a process, not in terms of

outcomes; (b) learning as a continuous process grounded in

experiences; (c) processing which requires resolution of conflicts

between dialectically opposed modes of adaption of the world;

(d) holistic adaptations to the world; (e) learning transactions which

exist between the person and the environment; and (f) learning

processes of creating knowledge. Gass (1983 October) cites Kendall

and Duley's view that experience is an essential ingredient if

institutions of higher education are to fulfill their mission of

teaching, research, and service. Teaching should be complete

learning, student centered, and should develop multiple

competencies. Students present faculty a steady stream of relevant

research problems. Service is a crucial link in serving the needs of

industry, and also is an ethical component as the institution and its

students serve society.



7

Through an experiential education program, students,

institutions, society, and the business world are enhanced. If higher

education considered its benefits alone, it would find

(a) strengthened motivation of students; (b) a revitalized importance

of education through the liberal arts; (c) direct experience and

professional training; (d) sensitivity and understanding of human

conditions; (e) a vehicle for institutional reform; and (f) interaction

with the community (Sexton & Ungerer, 1975). Being theoretically

and educationally based, experiential education programs can

provide the process whereby college freshmen can make the

transition into higher education easier, and through these programs,

higher education accomplishes its missions.

Statement of the Problem

The problem of this study was to determine the effects of a

ropes course program on the self-concept and affective behavior of

college freshmen.

Purpose of the Study

The purpose of this study was to determine the effects of a

ropes course program on the self-concept and affective behavior of

a group of freshmen in a mandatory Communications Inquiry class

in a very select liberal arts college. The instruments used to

measure the variables were the Tennessee Self-Concept Scale and

the Platt Affective Behavior Scales.
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Hypotheses

This study examined the general hypothesis that participants

who complete the ropes course will have significantly higher scores

on self-concept and affective behaviors than will the control group

without the course.

The following sub-hypotheses were tested to meet this

condition.

Sub-hypothesis 1. Participants who complete the -ropes course

program will have significantly higher ratings on problem solving

tasks as measured by Platt Affective Behavior Scales.

Sub-hypothesis 2. Participants who complete the ropes course

program will have significantly higher ratings on self-concept as

measured by the Tennessee Self-Concept Scale and Platt Affective

Behavior Scale.

Sub-hyoothesis 3. Participants who complete the ropes course

program will have significantly higher ratings on self-satisfaction as

measured by the Tennessee Self-Concept Scale.

Sub-hypothesis 4. Participants who complete the ropes course

program will have significantly higher ratings on social self as

measured by the Tennessee Self-Concept Scale.

Sub-hvothesis 5. Participants who complete the ropes course

will have significantly higher ratings on group cooperation as

measured by the Platt Affective Behavior Scales.
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Scope of the Study

The main focus of this study was the investigation of the

impact of a one-day ropes course on college freshmen and the

determination of the overall effects of the experience on the

personal growth of participants. The content of the Communication

Inquiry class, students' majors or course selections, and the various

professors' methodologies were not investigated nor analyzed.

Several factors may have presented limitations to the study. These

are:

1. small size of sample population.

2. inability to randomly select groups within the sample

population.

3. inability to have full participation by all class members.

4. length of course may be entirely too short.

Delimiting factors focused upon in the study are as follows:

1. use of available population and pre-selected groups within

each class to separate friends and roommates.

2. handicapping, muting or blindfolding participants to help

eliminate confounding variables such as prior experience.

3. short time period between the pre-test and post-test was

used to eliminate outside influences.

4. possible interaction of pre-test and post-test initiatives

were controlled by using different but similar properties or

components.
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5. use of different initiatives in the treatment and pre-test,

post-test.

Significance of the Study

Over the past fifteen years, adventure programs have

developed into wilderness programs, leisure courses, therapeutic,

corporate, and educational programs. In many programs,

participants are allowed to sign up individually or as members of a

group. Age and physical ability are usually not limiting factors.

Much of the literature is based on Outward Bound experiences, and

early research often dealt with juvenile delinquents in wilderness

courses (Baer, Jacobs, & Carr, 1975; Neely & Kling, 1987). Recent

articles and literature, however, represent a wide range of ages and

groups that participate in adventure or ropes courses.

A current literature search reveals countless articles, speeches,

and abstracts which identify adventure education, experiential

programs, or corporate challenge courses, but few of these sources

present ropes course research data (Allen, 1989; Long, 1987;

Nicholson, 1986; Stremba, 1989). Most articles concern the personal

benefits, powerful feelings, and emotions experienced, but few

authors have invested the time and effort necessary for valid

research. A major theme of current articles and research is self-

esteem or self-confidence as a base for further research.

Some researchers feel that because special populations

(individuals who are chemically dependent, juvenile offenders, or

.
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disabled) often have a low self-concept, considerable changes can

be expected from outdoor adventure programs (Kolb, 1988). Those

who participate voluntarily may be more open to adventure

programs, personal change, or self-improvement, but voluntary

participants cannot be randomized. Mandatory participants can be

randomly assigned, and also show better representation of

resistance to change. This research project at Austin College

combined several of these key components but used different

characteristics of these factors. This study was unique in the

following ways:

1. An older, very select, normal population was used.

2. The population came from a liberal arts college with very

high entrance qualifications.

3. The population was from a mandated class.

4. Differing only in topic content, the class was otherwise

designed to aid students in survival skills needed throughout

college.

5. A matched or control group was used.

6. The treatment in the study consisted of a one-day

sequenced activities, ropes course, rather than the 5- to 30-day

programs.
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7. The design of the study used a subjective self-evaluation

test (Tennessee Self-Concept Scale), but also an objective outside

observer/rater test (Platt Affective Behavior Scales). If indeed,

experiential education programs have a positive effect on

participants, the implications of a sequenced short course on the

self-concept, and affective behavior of a very select population may

be meaningful to future plans and programs.

Definition of Terms

For the purpose of this study, the following definitions are

offered.

Adventure activities. These are active games that are non-

competitive in nature. Participants try something new, have fun,

and break down social barriers without having to worry about

athletic or physical ability and competition.

Belaying. To belay means to "tie down." If a person is "on

belay" in an adventure situation, it means he or she is tied safely to

someone else.

Hi h elements. These include aerial logs, ropes and cable

obstacles which require a belay system for safe operation. On the

high course, participants are protected by the rope safety system of

belay.

Initiative problems. These are situations and scenarios that

challenge participants with physical and mental problems that

require group communication and cooperation to succeed.
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Discussions concerning leadership roles, commitment, and personal

feelings often follow the activity.

Low elements. These present a series of low-lying obstacles

requiring balance, agility, and personal commitment in order to

negotiate. Many elements are designed for use by individuals as

well as groups.

Promcesing. This is a leader-led discussion group occurring

after each activity, where participants are given the opportunity to

reflect back on the activity and to discuss what happened, what

feelings were experienced, and how the activity relates to their own

lives. This may relate to a specific goal (group or individuals') for

the activity, or a goal being related throughout the course.

Ropes course Drogram. This is series of non-competitive,

activities designed to allow participants to build positive social

interactions, expand awareness, stretch personal limits, and build

group cohesiveness. The program goals also include development of

leadership, communication, trust, and cooperation through verbal

and non-verbal skills.

Seauencing of activities. The sequence consists of activities,

initiatives, and low and high elements which allow the participants

to practice both physical and mental skills. Activities increase with

intensity and complexity. Processing, which follows each activity,

further defines and enforces the thoughts, feelings, and behaviors

experienced.
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Trust activities. These activities are designed to allow group

members to be at ease with their reliance on others for their

physical and emotional well-being and with the responsibility of

providing for the safety of others.

Organization of the Study

The review of the literature is contained in Chapter 2.

Chapter 3 details the methods and procedures employed in the

study. The findings are reported and analyzed in Chapter 4.

Chapter 5 reports the discussion, conclusions and recommendations

of the study.



CHAPTER 2

SYNTHESIS OF RELATED LITERATURE

Introduction

Through the years, educational programs have been created,

curriculums modified, and appropriate concepts adopted by

different areas of study. The literature relating to experiential

education is an example of diverse programs, needs, and goals.

Experiential education is grounded in theory, and provides diverse

opportunities for experiences for educational reform. Experiential

education is found in all levels of education, in business, therapeutic

work, and leisure/adventure programs.

Because the literature is diverse, separate sections have been

created to highlight specific programs and areas of emphasis.

Origins and program components briefly outline the elements on

which experiential education programs are based. Several major

commercial programs are discussed as they are based on education,

and ropes and adventure courses. These programs also benefit

many sectors of society. A section on higher education explains how

colleges and universities are incorporating experiential education in

order to meet institutional goals and missions. A section concerning

past literature briefly explores the background from which the new

programs and research projects are based. As society and education

seek educational reform experiential education provides concepts

15
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that can be applied to many projects and programs. Elaborations of

these concepts are explained in the current trends in experiential

education section. Sub-sections are: (a) educational philosophies and

theories, (b) designing and instituting programs, (c) values through

application, and (d) evaluation and research. A summary concludes

Chapter 2.

A Call for Reform

Educators, politicians, and society in general are calling for a

reform in the educational system. Educators are questioning

whether the current conditions are the fault of educators

("Involvement in Learning," 1984; Robbins, 1988; Scully, 1984;

Shuttenberg & Poppenhagen, 1985; Vandament, 1988). Ongoing

demands for educational revision are beginning to be met through

innovative faculty who are returning to old experiential methods

(Gannon & Fairchild, 1986; Jernstedt, 1986; Kielsmeier, 1986;

Poppenhagen, Schuttenberg, & Gallagher, 1982; Zook, 1986). These

methods and techniques focus on learning by participation, and

stress the learning process rather than specific knowledge

outcomes. In many subject courses and all levels of education,

components of experiential education are found. Because

experiential learning has been known by many titles over the last 20

years, it is difficult to produce one concise name or philosophy.

Stehno (1986), presents a good basis with which to easily identify

experiential learning. He explains that experiential education
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involves a process of questioning, investigating, reflecting and

conceptualizing. All of this is based on direct experience. The

learner is actively engaged in the process of learning, has freedom

to choose, and directly experiences the consequences. In

experiential education and adventure programs (a) the process of

learning is applied, (b) results from the initiative or element are

experienced, and (c) methods, emotions, and behaviors are analyzed

as attempts are made to understand new concepts and solve new

problems.

Origins

Kraft (1985, 1986) traces the roots of experiential learning in

this country back to the 1930s. An analysis of the literature reflects

a wide variety of theories in the field of philosophy, psychology,

sociology, and anthropology from which to base experiential

education foundations. Kraft (1985) cites quotations from Aristotle,

John Locke, Mao Tse-Tung, and theories of Piaget and Maslow help

trace the grass roots programs. Hahn (James, 1986), Chickering

(1969, 1976), and Mayhew and Ford (1971, 1974) are among others

who, through their work, have attempted to make society aware of

the need for education. Benefits for everyone are illustrated by

authors who describe how these reform processes can be instituted.

Hahn (Druian, Owens, & Owen, 1986; James, 1986; Schoel,

Prouty, & Radcliffe, 1988) is credited with the current experiential

learning resurgence. As a teacher in Germany and Great Britain,
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Hahn felt that the traditional school curriculum was not adequate to

fully develop students. Physical activities and projects for

developing self-concept were added to the curriculum. During

World War II, Hahn's concepts of curriculum were applied to the

high intensity survival training for seamen. This resulted in the first

practical training and skills class where self-concept skills were

incorporated. From this beginning as sea training classes, Outward

Bound was established. Outward Bound now offers trips set in

mountains and deserts and is found in many countries around the

world (Outward Bound, 1989a, 1989b, 1989c). Programs continue

to be based on practical skills and opportunities for personal growth,

and also from this format other programs have developed.

Program Components

Theories, program components, and designs have to be

identified before program goals can be attained. Because

experiential education is difficult to define, it is easier to extrapolate

the theories and designs that are found effective in traditional

education, and apply them to experiential education. Objectives

may be condensed into four main areas: effective creation of groups,

facilitator training, program goals, and evaluation and

documentation.

Group creation, group dynamics, effective communication,

philosophies, goals, rationale, motivation, and relationships are

discussed in many books (Bertcher, 1979; Bertcher & Maple, 1977;
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Dye, Gardner, Underwood, & Clark, 1987; Fraus, 1979; Griffin &

Patton, 1971; Kamii & DeVries, 1981; Paulus, 1983; Reeves, 1970).

Creating groups is the beginning step, but group participation in

effective programs produces the group dynamics of trust and

cooperation through communication.

Facilitator training is necessary in order to develop the best

qualities in group members in experiential education. Leadership

training, methodology, and experience precede evaluation and

research. Methodology deals with the basic steps in learning,

recognizing, and meeting students' needs, creating motivation, and

putting principles into action as the participants accept ownership

and responsibility for their actions and learning (Association for

Experiential Education/The Council for the Advancement of

Experiential Learning/The National Society for Internships and

Experiential Education [AEE/CAEL/NSIEEJ, 1986; Dustin, 1981;

King, 1988; Phipps, 1987; Welds, 1986).

Program goals may be based, upon (a) individuals, groups, or

both; (b) normal or special-needs populations; or (c) education,

therapeutic, pleasure or business groups. Major commercial

companies providing experiential services usually accommodate any

group, and in many programs allow the enrollment of individuals.

Evaluation and documentation of programs are accomplished

by many means. Programs use self-reporting, peer, and counselor

evaluation, as well as outside reports. Outside reports may be by

employers or hired evaluators. Documentation follows the same

www--W-
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lines as evaluation. Documentation can be made by facilitators, self-

reporting, peer-evaluation, and outside-rater reports. The form and

style of evaluation depend on the purpose and goals of the program.

Evaluation for a commercial program, therapeutic program, college

orientation, or college credit course will have similar elements, but

will typically be different.

Commercial Programs

Outward Bound ventured into new frontiers as it expanded to

differing terrain and technical skills. New requirements in

counseling and group dynamics provided skills for participants'

personal growth. Paul Pelzoldt (National Outdoor Leadership School

[NOLSI, 1989) left his position as chief instructor with Outward

Bound in 1964 to create his dream of teaching wilderness skills. His

objective was to produce leaders who knew how to use and protect

the wilderness, and who could instill these values in other

participants. Today, like Outward Bound, his National Outdoor

Leadership School (NOLS) programs can be found across the United

States, in bordering cities, and in several other countries (Gass, 1983

March; NOLS, 1989).

Pelzoldt anticipated the need for quality leaders and founded

Wilderness Education Association (WEA) to concentrate specifically

on the education and training of these leaders. Today NOLS and

WEA are two of the largest and best established private

organizations offering training especially for outdoor leadership
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(McAvoy, 1987). Safety, technical or "hard" skills, and personal

growth with new emphasis on ecology are the strengths of these

internationally recognized programs.

Outdoor or adventure programs and activities were created

for adventure seekers as well as other members of society. Allen,

(1989) tells of a ropes course camp for a special population in the

Denton-Dallas, Texas area. Ewert (1983) stresses the need for

adventure programs for the adult population, while Hansen (1982)

uses a college program as career exploration and self-exploratory

workshop. Realizing the essential elements and program success,

other programs were developed to meet diverse needs. The broad

spectrum of programs highlighted here are only a fraction of those

available as part of the total adventure education concept.

Passport for Adventure, a division of St. Francis' homes for

boys, has a therapeutic design. Treetop Adventure also has an

adventure based counseling program for juvenile sex offenders

(Burdsal & Force, 1983; Kjol & Weber, 1989).

The Pecos River Ranch and Pecos River Learning Centers in

New Mexico use elements of trust and communication through

outdoor activities. Their learning center program is designed

predominantly for the corporate or business world so that new

viable skills are instituted back at the work cite (Galagan, 1987;

Pecos River Learning Centers, 1989).

Foxfire began with efforts from Eliot Wigginton who taught

English in Rabun Gap, Georgia (Druian et al., 1986). For student

-wppmpxm
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involvement, Wigginton engaged the students in developing and

publishing a journal. Using this nontraditional approach to

education, through cultural journalism, similar programs spread to

dozens of other school systems throughout the United States.

Foxfire began to modify school curriculum to draw from the

community resources. (Druian et al., 1986; Durst, 1986; Wigginton,

1986).

Project Adventure was founded in 1971 by high school

principal Jerry Pieh (Schoel et al., 1988). Pieh had the knowledge

and insight of the goals, structure, and outcomes of Outward Bound.

He and his staff developed a curriculum that could be incorporated

into a school setting by trained personnel. This adventure program

focused on English, history, mathematics, science, theater arts, and

counseling. In this program "using trees, open fields, empty lots,

buildings, or whatever else is available near the school, students

experience the challenges associated with the well-known

wilderness school" (Little, 1987, p. 367). Through grant monies,

research, and training, Pieh's programs are located across the

country. Project Adventure is recognized as one of the leading

educational, curriculum-based, adventure programs (Little, 1987;

Schoel et al., 1988; Tapply, 1977; Webster, 1978; Dick Prouty,

personal communication, March 3, 1990; Paul Radcliffe, personal

communication, November, 1988, March 12, 1990).

As a variety of programs were designed and instituted, word

spread of their existence, but correct names, locations, or program



23

objectives and directives were difficult to locate. Several articles,

and studies since the late 1970s have helped locate many of the

well-established programs. Hammerman (1987) traces the

development and impact of outdoor education on American

education in a time-table which he devised. Until the period of new

direction, 1970 to 1979, the index of impact was based upon

historical events which led to questionnaire survey studies. The

National Education Association research division conducted a pilot

study, and surveyed 90% of the public schools of the nation. From

the returned information it was learned that approximately 76% of

the states had schools which provided resident outdoor education

opportunities. Higher education programs parallel the historic

evolution of the programs developed in public schools (Hammerman,

1987). Another study, at the college level, found that over 154

colleges and universities offered 542 wilderness-related courses

serving more than 8,000 students each year (McAvoy, 1987).

As Outward Bound and school adventure curricula grew, so

did the popularity of adventure education and high risk activities.

Ocean kayaking, mountaineering, and caving skills were taught.

Outward Bound and NOLS classes and trips were organized for

these new adventurers. Components of these courses consist of

survival skills, group living experiences, success for groups, and

success for individuals, new environments, and solo trips. Situations

were orchestrated to produce excitement, stress, fear, and perceived

WNW"
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risk (Bunting, 1982; Ewert, 1986, 1988; Gaudiano, 1980; Mitchell,

1982; Nicholson, 1986).

Leisure activity programs cut back on high risk factors and

supplemented fun and perceived risk through camping, canoeing

and rappelling. New games, non-competitive games, and initiatives

were often seen in adventure, wilderness, or educational programs.

Recreation and educational-based programs adopted these tools to

gain new skills in trust, communication, problem-solving, and

decision making. Programs combined enjoyable activities and

simulated risks with scenarios and problem solving. Group work on

low wires, logs, or platforms began to be known as low elements,

while high elements were negotiated on belay systems in the tree

tops. Whole programs were designed around these initiatives--high

and low elements. These ropes courses were attended by a diverse

sector of society, such as individuals or groups from churches,

corporate personnel, athletic programs, therapeutic and treatment

facilities, adjudicated youth, counseling centers and all levels of

educational systems.

One program that has met the needs of all sectors of society is

Project Adventure. Using non-competitive games, initiatives, ropes

courses, trips, and counseling, Project Adventure has become a

leading institution for instruction, and research. Many schools use

Project Adventure's Adventure Based Counseling (ABC). This

curriculum is based on participation in adventure activities, group

craft, construction projects, and community service. Goals are set
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with individual contracts which emphasize learning, behavior, and

effort. Project Adventure's ABC model has been replicated so

frequently that more than 5,000 educational professionals and more

than 500 schools and other educational institutions were using some

portion of the original model by 1982 (Schoel et al., 1988). A 1980

study found that 90% of all ABC adoptions since 1974 were still in

place. Grant monies and high demand for this program in the

special needs and therapeutic area have led to extensive research.

Schoel's book, Islands of Healing, provides information on specific

research and applications of programs for court-referred youth,

hospitals and treatment facilities, and schools (Schoel et al., 1988;

Tapply, 1977; Paul Radcliffe, personal communication,

November,1988; March and April, 1989).

Project Adventure received grant resources to facilitate a

longitudinal study of a special-needs population. Participants' ages

ranged from elementary to high school. The respective sample sizes

for the two levels were 54 experimental and 58 comparison students

in the upper grades (6-10), and 51 experimental and 27 comparison

students in the lower grades (305). Formative evaluations were

conducted during the first year (Fersch, 1972, 1973) and summative

evaluations were completed during the second (Lieberman & De

Vos, 1982) and third years (Project Adventure, 1974). The

Adventure Based Counseling program's claims of effectiveness were

(a) significant increases in student self-concept, accomplished

through participating in activities that motivate participants beyond
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previously set limits and (b) learning to work, respect, and support

others by participating in culturally, racially, and economically

mixed groups as they problem-solve using combined skills from

group members. The Tennessee Self-Concept Scale was used as one

of the testing instruments, and significant results were found in

many areas, or subscales, of self-concept. The total positive score,

the most important single score, reflects the overall level of self-

esteem. Significant differences were found on this score, and in the

following subscales: positive identity, positive self-satisfaction,

positive, behavior, positive physical self, positive moral ethical self,

positive personal self, and positive family self. The ABC students

showed significantly better adjustment than those in the control

group on nine supplemental subscores. The subscales found

significant were the general maladjustment scale, the psychosis

scale, the personality disorder scale, the neurosis scale, the

personality integration scale, and the number of deviant signs score.

Schools that use ABC include Hamilton, Gloucester, Cambridge, and

Manchester, Massachusetts; and Sussex County Vocational Technical

School, Sparta, New Jersey. Through student, parent, and

community evaluation it has been reported that positive changes

were evidenced within as short a time period as six classroom hours

(Maxine Barry, personal communication, May 22, 1989; Paul

Radcliffe, personal communication, November, 1988, March 7, 22,

23, 31, 1989; Ryan Elliot, personal communication, September,

1988).
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Project Adventure has branched from creative game and

initiative books Cowstails and Cobras (Rohnke, 1977) and Silver

Bullets (Rohnke, 1985) to curriculum guides. English (Gloucester:

Doing and Discovering IProject Adventure, Inc., 1973c]), science

(Acadia: A Working Manual [Project Adventure, Inc., 1973a1), and

social studies (Colonial Life [Project Adventure, Inc., 1973b1, and

Urban Awareness [Project Adventure, Inc., 1973d1) are only a few

of the curriculum guides. Prouty, author of Islands of Healing,

states that more time is being spent in curriculum development as

schools get back-to-the-basics (Dick Prouty, personal

communication, March 3, 1990).

Higher Education Involvement

Several authors provide lists of colleges and universities which

have outdoor, experiential, or rope course programs within their

publications. A descriptive study by Branson (1978) ranks on a

continuum the outdoor and adventure programs established in

colleges and universities. This scale ranges from programs which

are participant originated, staff planned and initiated, to programs

which are academic in nature, and also includes commercial

programs. The University of Oregon began a Cooperative

Wilderness Adventure in 1967 and provides more avenues of

participation than do most institutions. The university provides new

students with orientation classes, courses for academic credit, a full-

time coordinator, and rental equipment. Higher education
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institutions further down the continuum have programs that are not

student organized, but are considered "canned," or staff planned.

Colleges may have greater control over activities and participants,

but opportunities for personal growth are also limited.

Stehno (1986) expands the list of higher education institutions,

and reflects that many of the institutions apply programs to theater,

internships, and social projects as well as college curricula. McAvoy

(1987) discusses leadership skills and lists several universities with

leadership programs. Stehno (1986), Gass (1983 October, 1987

Summer), and Raiola (1984) all highlight application, integration,

and the values associated with experiential or wilderness programs

on the college level. Kolb's (1984) six characteristics of experiential

education are coupled with his cyclical learning process to show

how experiential learning programs are a true benefit to higher

education. Stehno expounds on the fact that institutions of higher

education are meeting their missions and goals of educational

reform and quality graduates through experiential education.

Experiential programs can be evaluated using a number of

designs. On the higher education level, institutions can analyze

retention, student development, student self-esteem, student

attitudes toward the university, and records of delinquent behavior

at the university (Doyle, 1981; Risk, 1977; Stogner, 1978). Looking

at the variables that lead students to greater success in school, and

institutions to higher retention rates, it is found that students have a

sense of being connected to the institution, have positive
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relationships with faculty, have a potential job market, and

participate in various out-of-class activities. Student-body size is

also important--as numbers increase, it is harder to maintain

connectedness (Chickering, 1969). Through active participation in

their education, students with experiential education backgrounds

are seen to be more involved and to cause more faculty involvement

in teaching, research, and service.

Directions Taken from Past Literature

Much of the literature in the 1960s and earlier included

journal entries, discussions, interviews, and self-reports from

participants of outdoor, wilderness, and adventure programs.

Literature was written which pertained to organizational needs in

establishing programs, goals, and probable benefits (Gaudiano, 1980;

Hammerman, 1987; Peterson, 1978). Warner (1986) points out that

a review of the evaluative research literature in experiential

education over the past 25 years indicates a preoccupation with

attempts to show that programs develop positive personal attitudes

among participants. Results from observers and participant surveys

provide accounts of specific benefits gained through adventure

activities. Issues and personal qualities or traits that are developed

or enhanced include self-confidence, responsibility, communication

skills, ability to trust, willingness to give support, and orientation to

others (Bunting, Coleman, Roberts, & Thomas, 1987; Cambridge
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Public Schools, 1982; Gaudiano, 1980; Miles, 1978; Schoel et al.,

1988).

Warner (1986) studied the evaluation of experiential

programs, and found little empirical work addressing the

interpersonal, social, or intellectual goals of experiential programs.

He believes reform and research should shift from attitudes to

behaviors. This belief is also held by Cockrell (1989), Gass (1987

October), and Kolb (1988). Gass states, "The length of courses, type

and mix of program activities, and method of instructor

teaching/intervention styles all need to be evaluated for their

relationship in achieving the goals of programs" (Gass, 1987

October, p. 31).

Types of evaluative measures include numerous surveys and

self-rating scales (Burdsal & Force, 1983; Conrad & Hedin, 1986;

Phipps, 1987; Warner, 1986) which, in turn, lead to questions as to

whether or not these instruments and research findings are of

sufficient quality and are appropriate to the area of adventure

education (Kolb, 1988; Warner, 1986). One strategy (Cockrell, 1989;

Phipps, 1989; Wagstaff, 1986) which could improve evaluation

research is to shift the focus from subjective attitudes of general

characteristics of self-concept to examination of concrete behaviors

and accomplishments. Warner (1986) feels it is important that

creative evaluation measures be developed which mirror the

learning experience.
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Although these statements were made in the mid-1980s, many

good studies were completed in the 1970s which addressed survival

skills and self-concept (Ewert, 1977, 1982; George, 1979; Nye, 1976;

Winkie, 1977). Other studies addressed situational fear (Ewert,

1986, 1987, 1988) and community coping skills (Banaka & Young,

1985). Molding outdoor programs to specific needs, researchers

investigated leadership training during wilderness camping, studied

college students' grade-point averages, learning theories,

communication training, and personality aspects (Baer, Jacobs, &

Carr, 1975; Gass, 1985; Hudesman, 1983; Neely & Kling, 1987;

Poppenhagen et al., 1982; Priest, 1987; Smith, 1984). Studies with

statistical evidence provide data that add credibility to self-

reporting studies, strengthen theoretical foundations, and provide

evidence of goals met through experiential education programs.

Among the literature are numerous articles which call for

better planning of projects and which stress the need for new

evaluation measures. Studies are described which apparently were

adequately planned but that failed to produce the results expected.

Questions are then raised concerning the need for (a) project

modification and planning; (b) specific goals and objectives; and

(c) scrutiny of test selection. Several current researchers in

experiential education research and publication stress the

importance of new multidimensional test instruments in a

continuing effort to explore self-concept (Cockrell, 1989; Phipps,

1989). Emphasis is placed on the void found when examining
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literature researching behaviors. Because people are individualistic,

relating upbringing, past experiences and perceptions to the

immediate situation, it is recognized that overall self-concept is hard

to change. Some subscales or different aspects of the self-concept

whole are influenced immediately after the research treatment,

others are observed months later (Doyle, 1981; Marsh, Richards, &

Barnes, 1986 December; Meyer, 1975; Schoel et al., 1988). This

makes hypothesizing difficult for researchers.

Jones (1975) attempted to measure the effects of a particular

counseling technique on specific behaviors of college freshmen

attending sociology and English courses. Students were randomly

assigned to counseling, tutoring, and placebo groups. Using the

Tennessee Self-Concept Scale and select self-concept scales it was

felt that some of the scales might show a significant difference

without an evident change in the total self. It is possible to

demonstrate increased cooperation during the study, but not change

the response on a paper-and-pencil test. Results revealed that

counseling was effective for the total self-concept of male freshmen,

but not for females. Results of the study showed no significant

change in grade-point average, but the differences found were in

favor of the counseled group. Treatment gave evidences of

differences within the multidimensional self-concept, and with

differing treatments, but not at a statistically significant level.

Ewert (1982) studied the effects of an Outward Bound short

course on graduate students. Ewert had three groups--a control
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group that did not participate in the program; a group that attended

a short course (9 days); and a group that participated in a regular-

length (23 day) course. There was a pre-test, post-test, and follow-

up test using the Tennessee Self-Concept Scale. The total self-

concept score was used as the self-indicator. Ewert found that the

regular-length course displayed the most linear and positive

changes. The short course group mean rose in the post-test, but

dropped slightly in the follow-up test. The control group mean

remained fairly constant. Statistically, the length of the course had

no effect on the post-test scores. Because Ewert used the total self

score rather than subscale scores in the hypotheses, he was unable

to reject any of his five null hypotheses which predicted that there

were no statistically significant differences between the groups in

the pre-test, post-test, and follow-up self-concept scores. The fact

that only the Tennessee Self-Concept Scale was used prevents one

from knowing if differing aspects of the self-concept or behaviors

were changed. Ewert found that in other studies, where

participants were 18 years of age or older, self-concept was more

stable and significant change in self-concepts was not revealed by

the measuring instrument. The fact that Ewert's study was

conducted with graduate students rather than a younger or at-risk

population might lend importance to the nonsignificant statistical

findings. Ewert's study was significant because he used older

participants, a normal, well-educated population, and a short course.

..

OPINION I
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Ewert (1982) concluded that most courses concentrate on self-

concept. He pointed out the need for a variety of techniques to

study isolated characteristics or factors in future research. Peer

interaction, course length, and course content were also stressed as

areas of needed work.

Bean (1980) conducted a study to develop multiple regression

equations by integrating non-intellective variables into traditional

college freshman predictor admissions equations. From the

Tennessee Self-Concept Scale, the Rotter's Internal-External Locus

of Control Scale, the Strong-Campbell Interest Inventory, the

Scholastic Aptitude Test, and high school demographic data, two

sets of predictors were selected. Bean found that the integration of

non-intellective regression equations increased the predictive

accuracy. Predictive ability varied between males and females, also

indicating that separate equations were needed.

Hardwick (1971) also used the Tennessee Self-Concept Scale

in an effort to help student personnel programs become more aware

of the importance of sensitivity activities for personal student

growth. Results of Hardwick's study indicate that self-concept

variables were not affected by different types of treatment: leader-

led, instrumented, and self-directed. Hardwick contributed these

results partly due to the failure of the Tennessee Self-Concept Scale

to discriminate effectively between groups and concluded that the

hypotheses were not adequately tested.
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With such a diverse group of participants in the adventure

education or ropes course environment there is a great need for

training of facilitators, additional research, and new measuring

instruments. Researchers, educators, and facilitators must re-

examine the present operations and theories as they attempt to

develop a sound theoretical framework. Development of new

theories relevant to current problems should provide ongoing

empirical investigations of methodologies, processes, and outcomes.

Stelmach (1986) stresses that physical education and other fields

such as exercise science must continue to develop theories. Dorothy

Harris (cited in Safrit, 1986) points out that the needs come from

sports and physical education, not psychology. Sports psychologist,

researcher, and author, Dan Landers (cited in Safrit, 1986) states

that since 1977 theoretical research has generally been de-

emphasized. Gass (1985 February, 1987 October) and Kolb (1988)

are among other researchers who believe the best theories evolve

from the field.

Current Trends in Experiential Education

Many current practitioners in the fields of public and higher

education, therapeutic work, and recreation have contributed to

research and have produced outstanding publications dealing with

various aspects of experiential learning. Because of the diverse use

of experiential education principles among many fields of study and

all levels of education, there is difficulty in comparing and
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evaluating literature. Several areas in the literature (research

projects and programs) are prominent and show directional trends

of experiential education. When experiential education practices are

outlined, the following major categories are found.

1. Educational philosophies and theories: Methods for

increasing the transference of learning are recognized, and then

techniques and activities are used to establish viable ways to

incorporate methods and philosophies into the educational system

(Gass, 1985; Stehno, 1986). Smith (1984) provides a comprehensive

explanation and objectives (grounded in theory) of why and how to

develop a wilderness program for staff and students. Kolb (1984,

1988) is known for the development of learning processes,

characteristics of experiential learning and for some of the latest

quantitative research which supports experiential education and the

enhancement of self-concept.

2. Designing and instituting programs: Kimball and Ratliff

(1974) describe 10 adventures, or rope course programs, used in

high schools and higher education, which have specific populations,

goals, and objectives. One such program, Discovery Land, in Bryan,

Texas, is for referral and placement of students from ages 10 to 17.

Basic characteristics of the students who attend the program are:

(a) school dropouts, (b) drug abuse problems, (c) lack of success,

(d) peer difficulty, and (e) authority-related problems. Metcalfe

(1976) uses adventure programs, and discusses equipment,

planning, and food details. This is important for a weekend trip, but
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is especially so in a month-long program or for groups with special

needs.

Through educational research, Hudesman (1983) studied the

types and effects of counseling upon the grade-point averages of

students with academic difficulties. Anglin (1976) investigated the

effects of human communication training as it relates to open-

mindedness and self-concept in college freshmen. Karris (1975),

and Stogner (1978) researched self-concept in educational choices

and academic performance through adventure experience.

Stehno (1986) recognizes the specific programs of higher

education institutions. Basic programs give students opportunities

to create, plan, and experience the results of their designs. These

experiences may be camping trips, service projects for the

community, special needs programs, or programs/projects for

special populations. An adventure education class may plan and

carry out play-days for elementary schools, or camping trips for

disabled individuals. Experiential learning programs are not limited

to outdoor programs, but encompass English, political science,

history, psychology, mathematics, and theater (Crew, Brown, &

Lackie, 1986; Hedin & Conrad, 1986; Marty, 1987; Muessig, 1986;

Purdy, 1986; Schoel et al., 1988).

Universities without walls offer internships and baccalaureate

degrees. Other colleges and universities have incorporated

adventure education into freshman orientation and counseling.

Institutions have discovered that their programs help students both

-.----.
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academically and with personal growth (Poppenhagen et al., 1982;

Stehno, 1986).

3. Values through application: Numerous articles illustrate

how educational institutions achieve practical application of

adventure programs. Through challenging experiences, students

learn to set goals, plan, use problem-solving processes, and make

decisions. Participants work with others in groups, learn to respect

others' differences, and learn to cope under fear and stress. Group

members interact with faculty, explore career choices, increase self-

concept, assume responsibility for personal behavior, and build

positive relationships (Adelman, 1983; Fulton, 1975; Gass, 1983

October; King, 1988; Martin, 1983; Risk, 1977; Schoel et al., 1988;

Stogner, 1978; Williams & Cole, 1986).

4. Evaluation and research: Many of the values listed within

the programs are behaviors, thoughts, feelings, and processes that

are hard to measure by tests. Many education courses are

evaluated or graded using subjective or self-reporting processes.

College courses for which credit is received use journals and peer or

instructor ratings. Courses that contain outside projects, social

service, or internships are also graded by outside observers who

work with students (Cockrell, 1989; Phipps, 1987, 1989; Paul

Radcliffe, personal communication, November, 1988; March, and

April, 1989; Wagstaff, 1989; Wilderness Education Association

[WEA], 1989).
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Natural sciences have measurable differences, but social

sciences search for many intangible characteristics and frequently

depend upon self-reporting. Over the years it has been established

that results from these research methods can be valid, reliable

evidence. Review of research literature reveals studies of

structured and unstructured groups (Ware & Barr, 1977). Some

studies are concerned with the acceptance or rejection of group

members in task-oriented, problem-solving situations (Wilcox &

Mitchell, 1977). Other studies focus on healthy participants

becoming self-actualized through sensitivity training (Reddy &

Beers, 1977). Effects on academic grade-point averages from using

different programs, teaching, or counseling methods were the topic

of Hudesman's research (1983). Through critiques of these resource

programs that combine self-concept, student grade-point average,

and adventure or ropes course programs, researchers and adventure

course directors return to the proponents who create new programs

through which group members can enhance personal growth in an

outdoor adventure setting.

Risk (1977) ran a 10-week basic wilderness survival course,

followed by a 12-day trip experience and studied the effects of the

treatment on self-concept, personality, and values. Eleven

participants were required to acquire their own food, water, and

shelter from the environment. Two sets of pre-tests and post-tests

were administered and personal journals were kept. Journal entries,

discussions with students, and test data gave strong evidence of



40

significantly positive changes. Changes in the Tennessee Self-

Concept Scales were the total positive score, self-satisfaction,

physical self, moral-ethical self, defensive positive, and general

maladjustment. Risk (1977) reported that participants acquired a

better feeling of acceptance regarding the way they perceived

themselves in general.

In a similar study in 1979, George addressed the components

or factors of camping programs which are related to change in self-

concept. George found that these programs taught both survival

and technical skill activities, with psychological emphasis on

interpersonal characteristics or growth. A pre-test, post-test control

group project design was used. There were four groups: two

treatment groups, one with a solo trip, and one without a solo trip (7

members per group); one control group of 10 members; and one

special group of 4 members. The special group agreed to

participate in an experimental group, but did not. Differences in the

pre-tests and post-tests showed significant gains in seven areas, but

all of the groups had positive changes. Only one measure of the 29

scales showed a significant difference between the treatment group

and control group, and this was attributed to chance. George (1979)

concluded that a significant relationship between the survival skills

and/or solo trip and self-concept was not measured by the

instruments used. He concluded that, compared to previous

research, it was probably the component of social interaction and

development that was a factor. George's study shows that the
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outdoor components are beneficial, but that without the techniques

and skills to build group dynamics, personal growth is marginal.

The importance of many of the risk components and solo trips

has been questioned. If the program objective is self-growth in a

specific area, activities should be tailored so that the opportunity for

developmental change is provided. Outward Bound program

instructors spend extensive periods of time working with

participants and incorporate a wide range of techniques and skills

for a total learning process. Much of the research in wilderness

programs reverts back to Outward Bound components. Evidence of

interpersonal growth is found in studies by Ewert (1977, 1982) and

Mathias (1977).

In a 1984 psychology publication George states that programs

which include social interaction and social development with

wilderness skills result in significant changes in self-concept.

Kreiger and Porter (cited in George, 1984) did not emphasize

learning survival skills in their studies, and found significant

changes. George (1984) indicates that survival skills, solo camping,

and self-concept are not significantly related when these

experiences are removed from the total experience. He reiterates

the need for research dealing with interpersonal issues and self-

concept.

With evidence for the opportunity of self-change, questions

are raised as to durability and longevity of change. Nye (1976) used

many of the outdoor activities as he focused on their effects on
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participants' self-concepts. Activities included mountain climbing,

back packing, white water canoeing, and other risk activities

associated with Outward Bound programs. The experimental group

consisted of 84 high school students and the comparison group

consisted of 78 high school students, all in non-remedial summer

school courses. Self-reporting scores from the Tennessee Self-

Concept Scale showed significant results in 8 of 10 scales, but

instructors from the treatment groups were unable to identify

participants' with improved self-concepts. In a three-month follow-

up testing, Nye found what appeared to be durable effects.

Studies by Marsh, Richards, and Barnes (1986 January; 1986

December) not only used an Outward Bound program format, but

focused on the self-concept as multidimensional. They believed that

specific dimensions of self-concept most logically related to

intervention should be most affected. The specific design was with

a remedial education program for low achievers. The investigation

found support for the Outward Bound program as an effective

intervention for enhancing multiple dimensions of self-concept, and

an internal locus of control. Findings offered support for the use of

multidimensional measures of self-concept, rather than general

measures of the construct. They found that the general academic

facet of self-concept was less stable than more-specific facets of

academic self-concept. These findings are in opposition to

Shavelson's model (cited in Marsh et al., 1986 December) but

suggest that more facets are affected by short-term, time-specific
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influences. Data also suggest that general-self is substantially less

stable over longer intervals than more specific facets of self. This is

further evidence against Shavelson's concepts that general facets

should be more stable. The overall findings support

multidimensional measures of self-concept rather than general

measures of the construct. This request strengthens the quest for

new measuring instruments.

Although there are several studies by Marsh (Marsh et al.,

1986 January; Marsh & Shavelson, 1985), the results of his follow-

up or longitudinal study (1986 December) are especially significant.

The follow-up study shows evidence that self-concept changes

were maintained 18 months after completion of the program.

Because the longitudinal study of successful interventions designed

to enhance self-concept are rare, the findings are important because

they demonstrate that academic facets of self-concept can be

changed and that the events can be maintained.

Adventure programs can be used to aid students in the

academic facets of self-concept when experiential courses or

freshman orientations are used in colleges and universities. Stogner

(1978) studied the effects of a week of intensive physical and

mental exercises designed to expand self-concept. The results were

not significant in the change of total self-concept, but the treatment

group was more self-satisfied than the control group. There was

also a significant difference in the grade-point averages of the
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control and treatment groups, with the difference in favor of the

treatment group.

Williams and Cole (1986) investigated self-concept and school

adjustment. Using a sixth-grade population, correlations were made

between self-concept and the variables of (a) conception of school,

(b) social status in school, (c) emotional adjustment, (d) mental

ability, (e) reading achievement, and (f) mathematical achievement.

Results of their study lend support to contentions that

communication from significant others affects self-concept, and

suggest the possibility of changing the self-concept by altering the

conditions of social status. Studies by Walsh, Wattenberg and

Clifford (as cited by Williams, 1986) present evidence that when

intellectual ability is controlled, self-concept is a basic causal factor

in determining the achievement in school.

In a research study completed in 1988, Kolb used a normal,

high school population in a mandatory program. Kolb stresses that

the "effects of adventure-based education on 'normal' populations in

a mandatory program have not been explored enough to yield

statistically reliable results" (1988, p. 33). He used a Solomon four

design with 87 participants. Changes between the pre-test and

post-test were all positive. Kolb ran the treatment groups through a
10-week, 2-hours-per-week class and a 3-day expedition. Kolb's
test instrument was the Piers Harris Children's Self-Concept Scale

and clustered scores in 6 areas of self-concept. The treatment had a
positive effect on the self-esteem of the subjects. The analysis
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resulted in findings that were significantly different in all areas

except one. Categories of significant difference were behavior,

intellectual and school status, physical appearance and attributes,

popularity, and happiness and satisfaction. Anxiety was the only

category with no significant difference. Kolb states that it is

"perhaps time to move on with regard to evaluative research

regarding personal growth from experiential education" (1988, p.

37). He believes his study helps reinforce past research and stresses

the need for testing instruments that measure the intricacies of

psychological effects of outdoor experiential education.

Bunting has made giant strides in the direction of physiology

of adventure. Texas A. & M. University in Bryan, Texas, has a ropes

course which is used for education and research purposes. Bunting

(Bunting & Little, 1987; Bunting, Coleman, Roberts, & Thomas, 1987

February; Little, Bunting, & Gibbons, 1986) studied the effects of

sequenced initiatives and challenge course activities on specific

character traits and self-concept, and heart rate response as

students participated in rope course high elements.

In other studies Bunting carried adventure aspects into stress

management (1982, 1987, 1987 October). Bunting studied both

physiological and psychological directions in stress and ropes course

activities. Physiological measurements were compared to

personality traits, social characteristics, and emotional behaviors.

Bunting states that initial studies seem to "support the results of

.,.,a.
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many climbers that the challenge of climbing is often more

emotional than physical" (1987 October, p. 47). Bunting also found

tendencies for aerobic fitness and Type A, Type B behavior
patterns to have a bearing on the sympathetic responses.
These results indicate greater reactivity . . . by the aerobically
low fit and the Type A subjects. Self-report measures ...
correspond only moderately to the physiological
measurements. (Bunting, 1987 October, p. 47)

This seems to indicate that personality variables possibly

influence the sympathetic response to eustress (good stress) to a

greater degree than do physical fitness variables. This also brings

up new questions and areas of interest as participants correlate

physical, educational and mental perceptions to physiological

results.

Bunting continued programs and research at Texas A. & M.

University throughout the 1980s. Grant writing and new research

programs are in progress, dealing with physiological work and

others with select groups within the student body (Personal

communication with Camille Bunting, December 2, 1989).

Poppenhagen, Schuttenberg, and Gallagher (1982)
reemphasize the value of research concerning achievement in school

by focusing on learning designs in higher education. They state that
college students are characterized as consumers rather than

co-producers of knowledge. Most practitioners in higher education
focus on instructional methodology rather than on learning

processes. They stress the need to refocus and reemphasize the

importance of students as active learners, rather than passive
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receivers. Experiential learning, Kolb's learning theories, Kolb's

research, and work in adult education are mentioned by

Poppenhagen, Schuttenberg, and Gallagher and several other

research studies. These researchers feel that the approach to the

education reform is through allowing students to develop self-

directed learning skills: planning, implementing, and then

evaluating experiences. Experiential learning can be the path to

life-long learning.

Summary

Many programs and studies have focused on experiential

learning--outdoor adventure or wilderness programs; however, the

design and objectives of many programs are not clearly explained or

understood. Programs are created, transformed to meet new needs,

and then quietly disappear. Dozens of programs exist without

having valid evaluation measures, but are able to continue to

operate through related research and self-evaluation from clients or

students. There is a broad range of testing instruments and

research designs. Through training from reputable companies such

as Project Adventure, National Outdoor Leadership School,

Wilderness Education Association, and the Outward Bound process,

programs can become successful, adapt to society's needs, and

remain effective.

There is strong evidence that experiential education can

provide positive learning experiences for all ages. Experiential

--
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education is theory-based and is used in all levels of education. It

can be used in leisure activities with therapeutic and adjudicated

populations as well as in the business world.

Much of the research found in this survey of literature focused

on at-risk populations or younger populations. Other apparent

deficiencies in the literature relate to research designs. Self-

reporting, and instructor ratings are the norm. Data, if collected, are

often only from a treatment group. Treatment groups are rarely

matched with comparison groups. Small sample size, lack of

replication with new populations, and difficulty and doubts about

generalization also pose questions for consideration. Nevertheless,

research literature indicates that experiential learning programs can
change aspects of the self-concept, enhance interpersonal

characteristics, and that these changes can be maintained over a
period of time. Practitioners are busy working in the programs, but

it is through field use that new theories and test instruments can be

established. Using the four basic processes (experience, reflection,
forming generalizations, and conceptual models), and then testing

the implications of these concepts through new experiences, future

studies can employ experiential learning to further the education

process.
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CHAPTER 3

DESIGN AND METHODOLOGY

The Austin College Population

This research was conducted at Austin College in Sherman,

Texas. Austin College is affiliated with the Presbyterian Church. In

the college bulletin, Austin College characterizes itself as follows:

Over the years Austin College has earned a strong reputation
nationally as a liberal arts college of high quality. It is open to
changes which will improve the caliber of the academic
experience for students.

The College ... goes beyond the traditional task of
merely providing the student with factual knowledge,
important as this is. Mentors work with the student on an
individual basis regarding the student's personal interests,
needs, and goals. In preparation for a life of constant change
and diversity, students are encouraged to be involved actively
in a wide variety of educational programs. (Austin College,
1988-1990, p 35)

Austin College's goals are concerned with all aspects of
each student's individual development. This emphasizes
student participation in a wide variety of events and
experiences so that the student becomes educated through
total impact, not just through separate courses or isolated
activities. (Austin College, 1988-1990, p 4)

Austin College, in its curriculum design, has core courses.

Communication Inquiry at the freshman level is such a course. This

course is designed to give incoming freshmen a choice of topics

which they find of interest. Through this course professors become

the students' mentors. Because a professor may be in the

49
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language department and his or her student may be majoring in

pre-law, this course gives breadth to friendships between professors

and students of other majors rather than limiting friendship to those

between students and professors within the same field.

The Communication Inquiry course is designed both for

comprehension and the development of educational and personal

skills. The course content varies by professor and department. The

educational skills provide a survival kit that the college feels is

needed for effectiveness on the higher education level. Help with

library services, computers, and the learning resources center are

covered in the course. The learning resources center is available to

students who need help with a reading assignment, term papers, or

in preparation for tests. Study skills can be enhanced to help ensure

students' success.

The Communication Inquiry course also helps to unify the

group so that new students have a new support system. Class

members often attend athletic and community activities, meals, and

parties together. There are frequent gatherings at professors'

homes, and professors often continue the home atmosphere by

counseling or teaching topics of time and money management,

eating habits and weight maintenance, as well as providing a

foundation for friendships. Both the professors and programs,

through Student Services, provide information on alcohol, drugs, and

relationships. The professors and institutional administration try to
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provide adult freedom, and to make many resources readily

available to students if help is needed.

Austin College has a student body of 1,000 to 1,100 students.

Students' abilities and interests vary, but many demographic

characteristics are similar. Some of the common characteristics

among students are that they are Texans, white, Protestant, and in

the top quintile of their high school graduating class. The average

entrance SAT score of students is 1,060 (Personal communication

with Bob Bradshaw, and Sig Lawson, October and November, 1989).

A variety of majors are offered at Austin College, and many

graduates make immediate entry into their career fields. A

substantial number of students also study in areas designed to

prepare them for medical or law school. The teacher education

degree offers a five-year program which provides students with

courses and experience in the teaching field and results in

graduation with a master's degree.

Austin College has a 140 year long history of excellence.
Positive ratings and an exceptional reputation affect the image
of Austin College and are used by the alumni, admissions
representatives, current students and faculty to validate and to
corroborate to the outside world the exceptional experience
received. (Omission from Annual Survey, 1989 Winter, p. 10)

With high academic standards, liberal arts curriculum, the

Communication Inquiry mandated class, and a small population,

Austin College provided a favorable institution in which to conduct

research.
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Description of the Population

All students in this study were registered in the fall semester,

1989. The population was made up of 14 classes of freshmen

enrolled in Communication Inquiry. Demographic data for the

studied class are similar to classes of the past. There were 284

freshmen with high ACT and SAT scores. Sixty-eight percent of the

freshmen were in the first quintile and 44% were in the top 10% of

their high school class. Demographic data of state distribution,

religious preference, scores from the Scholastic Aptitude and ACT

tests, and high school rank are presented in Table 1. From the

Scholastic Aptitude data it is seen that 75% of the verbal scores

ranged from 400-599, with the top 15% having a score above 600.

The mathematics scores were more evenly distributed, or represent

a wider range, although more students scored higher in

mathematics than in the top verbal score ranges. More than 80% of

the scores in the ACT composite test score range were 21 or better.

Coming from Texas high school systems, with high entrance scores,

the freshman class appeared homogeneous and, thus, a suitable

population for the study.

The population sample consisted of two classes, one in the

department of education and one in the athletic department.

Eighteen students in the education group were registered for a class

in censorship where they read "books they tell you not to read"

(class syllabus). Nineteen students in the group from the athletic

department studied diet and exercise. They participated in various
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Table 1

Admission Profile for Students at Austin College. Fall 1989
Freshman

Enrolled Number Percent

Men 131 46
Women 153 54
Total 284 100

Geographic Distribution Number Percent

Texas 259 91
Bordering States 10 4
Other States 11 4
Other Countries 4 1

Religious Preference Number Percent

Presbyterian 46 16
Methodist 31 10
Catholic 31 10
Baptist 50 10
Episcopal 19 17
Christian 17 7
Lutheran 11 6
Disciples of Christ 1 4
Protestant 4 1
Church of Christ 5 1
Assembly of God 2 2
Jewish 2 1
Greek Orthodox 1 1
Other 6 1
None 13 2
Not Indicated 45 16

_ _ .. r
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Table (Continued)

SAT Scores

750-800
700-749
650-699
600-649
550-599
500-549
450-499
400-449
350-399
300-349
250-299
200-249

Mean

Verbal
Men Women

0
1
7

10
23
25
22
18

5
4
2
1

505

0
2
8

13
21
42
30
16
10

2
0
0

512

Math
Percent Men Women

0
1
6
9

17
25
20
13

6
2
1
0

509

3
10
23
12
20
21,
20

7
2
0
0
0

574

1
1

10
21
36
26
22
18

8
1
0
0

532

ACT Composite Men

33-36
31-32
29-30
27-28
25-26
23-24
2 1-22
19-20
17-18
15-16
13-14
31058

0
3
7

10
9

12
12

3
3
5
0
0

Women

0
1
3

14
17
18
10
10

2
4
0
1

Total Percent

0
4

10
24
26
30
22
13

5
9
0
1

0
3
7

17
18
21
15

9
3
6
0
1

I 1 \ III
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Table I (Continued)

High School Rank Men Women Percent

Top 10% 45 74 44
1st Quintile 70 113 68
2nd Quintile 35 24 22

High School Rank Men Women Percent

3rd Quintile 15 8 8
4th Quintile 3 2 2
5th Quintile 1 0 0
Total Ranked 124 147
Not Ranked 7 6

Total 131 153

No.. From Institutional Research Report, Austin College, October 3,
1989, Sherman, Texas.

activity programs and learned how to design a personal exercise

program. Although teaching methods and class content were not

analyzed, there were similar characteristics in the study-related

classes. Each professor explained his or her expectations of the class

members in a course syllabus. This included attendance, written

and oral reports, in-and-out-of-class work and study, various types

of tests, and group projects.

The professors volunteered their classes; therefore, the

students were not volunteers. The professor from the athletic

department volunteered his class to go through the ropes course

treatment and the education class was used as the control group.

The subjects in this study were from a total available population of
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284 freshman. There were 37 students in the combined two classes,

but not all participated. The treatment group initially had 18

participants and the control group had 16 participants. The post-

test initiatives were completed with 12 in the control group and 14

in the treatment group. Those who did not participate in the Platt

Affective Behavior testing were either restricted for medical reasons

or were participating in another mandatory campus activity.

Random assignment within the separate treatment and control

groups was not possible due to small numbers, time schedules and

commitments, and familiarity among group members. Participants

were divided into 2 groups within each class (treatment and

control). This was for ease of facilitation and rating.

This study used a mandatory program, comprised of a normal,

college-age population and differs from much of the research which

focuses on high-risk populations, long programs, and younger

populations. There was great potential for change. However, the

fact that it was a mandatory class and participation in the study was

mandatory may have caused an attitude of obligatory participation

with a resistance to change (Kolb, 1988). Age and entrance scores

were difficult to categorize because they were homogeneous. For

this reason they were used only for demographic data. As in other

studies such as Bean (1980), Doyle (1981), Jones (1975), and Platt

(1978) gender was the only variable in which contrast could be

made. Because the sample population was an available population

wilillill, go INN lira"
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from a very select, highly academic institution, generalization about

results may be limited.

Research Design

This study was designed to determine changes of self-concept

and affective behavior by test scores. A pre-test, post-test and

control group were used. The design of this study was the

following:

o X 0

o 0

This model controls most threats to internal validity. This is

especially important concerning interaction between the pre-test

and the treatment if there is a sensitization to the treatment

(Campbell & Stanley, 1972; Hunter, 1989). This sensitization then

relates to the ability to generalize the results (Huck, Cormier, &

Bounds, 1974). The design also controls for interaction of history

and treatment effect, as it was not known whether outside learning,

sequencing and processing would have an effect.

The design of the study controls most variables. The possible

sources of major impact on validity of the study were population

(the generalization of results to other populations) and ecological

sources (the extent to which the results of an experiment can be

generalized from the set of environmental conditions to other

environmental conditions [Borg & Gall, 1983]). Because the

professors volunteered their classes, the groups participated as

a.
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classes, not as randomly selected groups. Both treatment and

control groups were described and methods of measurement were

determined. The possible interaction of history and treatment effect

were controlled with each initiative or game using techniques such

as muting, blindfolding, or handicapping the person or group. The

possible interaction of testing and treatment was controlled by using

initiatives for the testing that were different than those used in the

treatment. To prevent any sensitizing in pre-test and post-test,

different initiatives but similar properties or components were used.

Any possible Hawthorne effect of expected emotions and

behaviors was controlled or counteracted by the tests and by the

intensity of the treatment. The treatment or ropes course was

initially considered somewhat novel and disruptive as most adults

are not asked to use the imagination of a child, or play games.

Games soon turned into hard, stressful problem-solving initiatives.

Within an hour or two the novelty had worn off and hours of

problem-solving and processing were left in the treatment.

The facilitators of the two treatment groups had been trained

as rope course leaders and had worked at the facility for

approximately two years. One facilitator was the Outdoor Program

Director for a private school in Dallas. The researcher was the

facilitator of the other group. The new director of the course

worked the platform in order to assure participant safety in the high

elements.
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Two differing tests controlled for the possible Rosenthal or

experimenter effect. One test was self-evaluation (Tennessee Self-

Concept Scale) and the Platt Affective Behavior Scale was observer

rated. Outside-trained raters determined scores on the Platt

Affective Behavior Scales. The raters were not the ropes course

facilitators, nor did they meet or have any interaction with the

sample population.

Outside Raters

The four outside observers attended training sessions before

rating the pre-test and post-test initiatives. The observers studied

the test scale, viewed and discussed a training videotape, and then

pre-tested from the tape. An interrater reliability of 65%,

established by Platt (1978), was met by raters before and after

rating the study participants. Each of ten scales were studied and

reliability was established before progressing to the next scale.

Ropes Course Facilitators

The ropes course facilitators allowed the treatment group to
work cooperatively with very few interjections or words of advice.

Only upon completion of a task did the facilitator probe the group

for information. With personal goals or contracts and the group

pledge not to discount anyone, there was honesty and confrontation

on behaviors, verbal and non-verbal communication, and emotions.

The whole possible problem of experimenter bias was turned back
to the group as they discussed or processed the activity. Processing

Ilion
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was done in the treatment of the ropes course, but not for either

treatment or control group in the pre-test or post-test initiatives.

Test Instruments

A test instrument should be simple for the respondent,

proficient and adaptable for the researcher, and widely applicable.

The instruments chosen for the use in measuring the effect of the

rope course experience were the Counseling Form (form C and R) of

the Tennessee Self-Concept Scale, and the Platt Affective Behavior

Scales.

The Tennessee Self-Concept Scale is an older, widely-used

test which is multidimensional in describing self-concept.

According to Fitts (1964), self-concept is an important means of

studying and understanding human behavior. Through this

instrument and other research (Roid & Fitts, 1988) the individual's

self-concept has been demonstrated to be highly influential in much

of his or her behavior and to be directly related to general

personality and mental health. The Tennessee Self-Concept Scale

not only reflects an overall self-concept level (the single most

important score of the test) but provides 28 other scores.

A high total score indicates that a person tends to like himself

or herself, feels of value and worth, has self-confidence, and acts

accordingly. Statements are classified by primary messages such as:

this is who I am; this is how satisfied I am with myself; and this is

what I do. There are 14 profiled scores and nine self-esteem scores
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which are: identity, self-satisfaction, behavior, physical self, moral-

ethical self, personal self, family self, social self, and total self-

perception. The remaining profiles are supplemental scores derived

from further research based on the Tennessee Self-Concept Scale.

The Tennessee Self-Concept Scale can be used with students

who are 12 years of age or older, or anyone who can read on a

fourth-grade level or higher. There are 100 self-descriptive

statements which can be answered by the respondent, usually in

less than 20 minutes. Answers are from a five-point scale, with one-

completely false and five-completely true.

Normative data have been collected since 1955. Thompson

(cited in Roid & Fitts, 1988) summarized a number of empirical

studies of college and adult samples and concluded that the diverse

samples closely resemble the original Tennessee Self-Concept Scale

norms. The differences found were in the direction of higher self-

concept and may be due to higher education or occupational status

of many of the sample populations. Data have been collected since

1969 by Fitts and other researchers using college student samples

(Mitchell, 1985; Roid & Fitts, 1988). A quantitative index of

similarity between the original Tennessee Self-Concept Scale norms
and the composite adult samples described a difference of .17 (mean
differences divided by normative standard deviation) representing a
small effect size. The differences were in the direction of higher

self-concept, which may be due to higher educational or

occupational status of the adult sample in comparison to the original
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norm sample, which was established on 19 through 64 year olds.

The Tennessee Self-Concept Scale means and standard deviations

for the normative sample are provided in Table 2. The four main

scores and their statistical data are Total Self- Concept (X = 35.54 z
6.70), T/F (X = 1.03 .29), Net Conflict (X = -4.91 13.01), and

Total Conflict (X = 30.10 8.21).

Information for construct validity, discriminant validity, and

content validity are found in the test manual. The reliability for

scales used in the present study ranged from .80 to .92 with a

median reliability of .89. Researchers who made contributions for

the supplemental scores and new normative data are referenced

with discussions in the revised test manual (Roid & Fitts, 1988).

The Platt Affective Behavior Scale is relatively new to the

research field. This test instrument was designed and has been

used in the northeastern United States with other research and

adventure programs (Platt, personal communication, 1989). Platt's

concern was the development of a valid and reliable observer

system. Scales were created with reference to affective (self-

esteem) objectives. According to Platt, many educational and

adventure programs which emphasized affective goals were

evaluated through self-reporting (Platt, 1979).

Platt developed scales from observations, interviews and

review of related research. Four of the ten scales are relevant to
individual risk-taking activities, four are relevant to group problem-

solving activities and the remaining two are relevant to both types

a _
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Table 2

Means and Standard Deviation for the Normative Sample of the

Tennessee Self-Concept Scale

Mean Standard
Deviation

Tennessee Self-Concept Scale Score 35.54 6.70
T/F 1.03 0.29
NET C -4.91 13.01
TOT C 30.01 8.21
Total Score 345.57 30.70
Identity 127.10 9.96
Satisfaction 103.67 13.79
Behavior 115.01 11.22
Physical 71.78 7.67
Moral-Ethical 70.33 8.70
Personal 70.83 8.43
Family 64.55 7.41
Social 68.14 7.86
V TOT 48.53 12.42
V COL 29.03 9.12
V ROW 19.60 5.76
Dist 120.44 24.19
5s 18.11 9.24
4s 24.36 7.55
3s 18.03 8.89
2s 18.85 7.99
Is 20.63 9.01
DP 54.40 12.38
GM 98.80 9.15
PSY 46.10 6.49
PD 76.39 11.72
N 84.31 11.10
PI 10.42 3.88
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Table 2 (continued)

Mean

NDSa (median)
TIME
Net Conflict Subscores
Identity
Satisfaction
Behavior
Physical
Moral-Ethical
Personal
Family
Social
Total Conflict Subscore
Identity
Satisfaction
Behavior
Physical
Moral-Ethical
Personal
Family
Social

4.37
13

-6.59
-1.26
3.19
0.64

-1.24
-5.74

1.90
-0.24

8.63
11.16
9.76
5.58
5.33
7.19
6.00
5.39

Standard
Deviation

5.54

4.65
7.31
5.65
3.95
4.30
4.25
4.35
3.75

3.58
4.24
4.25
2.79
2.77
2.99
3.10
2.96

Notg.. From the Tennessee Self-Conceot Scale: Revised Manual
(p. 57) by G. Raid and W. F. Fitts, 1988, Los Angeles: Western
Psychological Services.

of activities. The scales are rated from a five-point behavior

description. Scale descriptions are found in the appendix. Outside

observers rate participant responses to activities that are intended

to foster personal and interpersonal growth (Platt, 1978, 1979).
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Validity of scales was established in several ways. Scale-Total

correlations averaged .45. Content validity was established by the

agreement of three of the four judges. Criterion validity

(concurrent validity) was established by relationship with

Coopersmith's Self-Esteem Inventory (The SEI short form was

used). A low correlation (.z= .17) was obtained; a slightly higher

correlation (. = .25) was obtained between an SEI subscale, which

was modified to logically correlate with the Platt Affective Behavior

Scale (Platt, 1979). As a test developer, Platt had to consider these

issues in order to design an appropriate statistical treatment

relevant to the instrument. Platt reasoned that the ultimate judge of

test quality is the level of reliability and validity.

Reliability was established through Hoyt's Interclass ANOVA.

Pooled ratings of the four trained raters established an interrater

reliability of rtt = .78. Coefficients of agreement were also

determined at each scale level. Results from scales ranged from

rtt = .62 for physical self-awareness to rtt = .90 for trying new

things. All coefficients of interrater reliability were significant at

. < .01 level. The coefficients of observer agreements are reported

in Table 3. Total test interrater coefficients of rtt =.81 represented

an acceptable level of agreement. The standard error of

measurement was established at 2.55 (Platt, 1979).
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Table 3

Platt's Training Program Coefficients of Observer Agreement

(Hoyt's Interclass)

Scale Hoyt's Interclass

1. Trying New Things .983 (1)
2. Physical Self-Awareness 1.00b
3. Other Orientation .886 (2)
4. Leadership .891 (3).
5. Self-Reliance .771 (3)c
6. Expression of Opinion .926 (3)
7. Group Cooperation .917 (3)
8. Reaction to Risk Situation .873 (1)
9. Expression of Emotion and Feelings .824 (2)

10. Reaction to Difficult Task .960 (2)

Average Total Inter-Rater Agreement .893d

at&. All figures are based on four observers.
a Numbers in parentheses indicated the number of videotape trails
used to compute figures.
b Figure based on specific examples of observed behavior rather
than on an activity rating situation. This figure should be
interpreted with caution as it was difficult to capture this scale on
videotape.
c Lower rater agreement was due to the presence of a leniency
error by some observers. The assessment situation was poorly
instructed and raters were reluctant to grade participants "low."
d Scale 2 figure not included.

Preparation for Pre-Test, Post-Test

Pre-test and post-test data were collected at Austin College in

the fall semester, 1989. The Tennessee Self-Concept Scale was

administered during class meetings and the initiatives during time

free from class, labs, athletics, and work. Each class met for three

hours per week for the length of the semester. Each professor was

visited before the first meeting with the students. Release forms



67

(appendix) were obtained and other details concerning the pre-test

were discussed. The initial meeting with each class was the last

class-meeting of the week before the ropes course. An introduction

and explanation of the research were given before the pre-test, the

Tennessee Self-Concept Scale. Standardized instructions were

printed on the test. A starting time was announced and students

were allowed to begin. Following the test, students were given

meeting times for the pre-test initiatives. Both control and

treatment groups were divided within their own class for

administrative purposes during the initiatives.

The course professors were consulted concerning the division

of the class into two groups in an attempt to achieve an equal sex

ratio and for the purpose of separating former high school friends,

roommates, and couples who were dating. To a large extent this

was possible, but small group size, and students' activities (civic,

work, athletics, and class schedule) prevented full use of this design.

Two and one-half hour blocks of time were set aside for each

group to do the pre-test initiatives. The participants wore

numbered tops so that in the later ratings by outside observers

participants could be easily identified. Neither professor attended

the pre-testing or post-testing in order to help prevent any biases in

the behaviors and solutions of the activities. All initiative activities

were videotaped. Instructions were written so the same

instructions and limitations/restrictions were given to each of the

four groups. The scenario, instructions, limitations and safety
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guidelines were given. The group was then free to attempt solving
the problem. No processing or debriefing followed the initiatives.

The initiatives in the pre-test were Human Ladder, Order Out of

Chaos, and Magic Shoes, administered in this order. Descriptions of

these initiatives are found in the appendix.

On the Monday following the ropes course, the post-tests were

administered. The Tennessee Self-Concept Scale was given during

regular class time, and the initiatives began on Monday'evening.

The same procedures were followed as for the pre-test. The

initiatives in the post-test contained the same elements, were similar

in design, but were different scenarios and problems than those in
the pre-test. They were paired and sequenced as was the pre-test.

The Trust Fall, T. P. Shuffle, and Marshmallows initiatives are

described in the appendix.

Treatment Day
Overview

The treatment group began with warm-up exercises leading

into active games. For ease of facilitation, the group was divided

into two pre-selected smaller groups. The two small groups worked

on non-competitive initiatives and low elements during the morning

and then were reunited for a short lunch. Groups did not share
initiative solutions, but were allowed to relate feelings and emotions.

The afternoon activities re-focused the group by completing one

low element or initiative and then proceeded to high elements. Each
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group did a separate closure. Initiatives, low and high elements, and

sample processing questions are described in the appendix.

Treatment

The ropes course began at 9 a.m. with group warm-up

exercises. These consisted of stretching, bending, and twisting

before raising the heart rate level through a physically active game.

As a warm-up game, the group played Monster Tag several times.

Processing questions followed each variation of the game, and each

successive game had new restrictions. The group then worked on

push-ups. They were randomly separated into groups of three and

given the task to solve. When the initiative was solved, each group

combined with another and six participants worked on the same

task. After accomplishing this, the groups again doubled their

number of members until the entire treatment group was combined

to do a group push-up. Processing again followed the initiative.

The treatment group was split into two groups of nine each

for ease in facilitation. These groups were not the same as in the

pre-test. Random assignment within the treatment group was not

possible due to small numbers, and familiarity among group

members. This pre-selection was completed by the professor. Also,

to prevent aiding or biasing participants the professor was not

present the day of treatment at the ropes course.

The two treatment groups tent in separate directions to

complete the morning initiatives and low elements. The morning

- ------ --- --
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activities for the two groups are explained in the appendix, and are

listed as follows:

Group 1 Group 2

Sherpa Walk Willow in the Wind

Trolleys Mountain Tops

Triangle Traverse Trolleys

Mohawk Traverse Tires

Hickory Leap All Aboard

Tires Triangle Traverse

One initiative or low element (group 1, All Aboard; group 2

Mohawk Traverse) was used after lunch in order to refocus and

motivate the group. From this low element, both groups went to

high elements (appendix). One group went to the quad while the

other went to the Pamper Pole. The quad consists of four high

elements which were completed one element after the other, by one

participant at a time. The participant climbed a caving ladder to

begin the quad. The elements were (a) the postman's walk (b) the

catwalk, (c) the two line bridge, and (d) the zip line. When all

members of the groups had completed the high elements, the groups

exchanged areas to complete the remaining elements.

At the close of the treatment, a Magic Circle was used. This

allowed the participants an opportunity for providing feedback to

members of the group and also to the facilitator. Processing after

each initiative or element pertained to emotions, behaviors and goals

associated with that activity and also applied to personal life. The

MWMWNWO
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magic circle provided time for sharing as participants refocused,

assessed goals, reconstructed thoughts and behaviors, and evaluated

the experiences of the entire day. Following the last participants'

comments, the group was dismissed by completing a giant hug.

The treatment was on Saturday following the pre-tests on

Thursday and Friday. The post-tests were given the following

Monday and Tuesday. This completed the data collection. The data

were then rated by trained outside raters from the video tapes.

After the tapes were rated, the Tennessee Self-Concept Scales were

graded and statistical analyses were run.

Observer Training and Data Analysis

The videotapes of the pre-test and post-test were rated by

four trained outside observers using the Platt Affective Behavior

Scales (appendix). The raters were qualified in several respects. All

raters were ropes course facilitators, had training in counseling,

were educators, and had experience in therapeutic settings.

Training sessions were attended before the tape rating.

One scale was analyzed at a time. As the observers read,

reviewed, and discussed the characteristics associated with the

designated scale, the characteristics were then applied to specific

initiatives. Training for each scale contained an explanation of the

scale, scale categories, and verbal and non-verbal behavior

indicators. Characteristics and fine-line decisions were discussed

verbally as the group watched a training tape. A training tape was

d 2=yaa a 4 qdw . Mfi t ;nn* i t ti s:e9 :a -
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prepared which consisted of identical, similar and non-related

activities for the observers to rate. Participants in the training tape

were not related to the study group. Each of the 10 scales is a five-

point Likert-type scale, but also allows for observer interpretation.

Borg and Gall (1983) discuss observational variables as descriptive,

inferential and evaluative. These ratings can fall under all three

categories as there are actions and phrases used that would

distinguish the rating as descriptive. Because inferences and

evaluation are left to the observers, these decisions become high

inference variables. These quality ratings are not of behavior, but

are rather inferences from behavior. Category ratings range from

one-negative self-concept building behavior to five-positive self-

concept building behavior. According to Borg and Gall (1983), most

human behavior studied in educational research cannot be reliably

rated on more than five levels. The training tape provided examples

of the behaviors to be observed. Tape replay of participants also

provided opportunity for close observation and discussions that

would have been lost if the situation had not been recorded.

Practice ratings were scored and discussed as part of the training.

The tape was used to identify the specific characteristic or behavior

as the group continued the discussion (Borg & Gall, 1983). Platt's

training sessions ranged from 30 minutes to one and one-half hours

for the study of one to three scales. This project's training sessions

fell within these ranges. A pre-rating test was then completed,

observations were discussed, and agreements were reached.

9 ?.I+ di'e ks--;:.rr:: 1 .v ,. a !ra '. 1 z, r.;iMWwn .
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Following this, a true individual test rating was completed to

measure interrater reliability, before the group rated the true

study/project tape.

When a reliability of 65% was reached the pre-test and post-

test tapes were viewed. Reliability was determined by dividing the

answers in agreement by the total number of judgments and then

taking a square root. The participants were listed by the number on

their shirt. Groups were not distinguished as to control or treatment

or pre-test or post-test. Although each initiative required group

work, only one participant was rated at a time. All participants of

the group were rated on one or two scales at a time, and all

participants were rated for pre-test and post-test or the two similar

activities before new scales were studied, discussed and tested.

As participants were observed one at a time on the selected

scales, observers became familiar with the characteristics and were

then able to rate quickly and with more confidence. Raters were

allowed five minutes per participant for their reporting. To prevent

contamination of ratings, antidotes and personality traits and habits

of the participants were not discussed with the observer/raters.

The Tennessee Self-Concept Scale was administered and select

portions were computed, but scores of the profiles were not

completed. This eliminated implied expectations of the participants

as they were being rated. The halo effect was prevented by

requiring all raters to rate all participants on an activity before they

., _. 
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again rated a specific participant. Shirts were also limited,

therefore, numbers were re-issued with the different groups.

After the videotape of the initiatives was completed by the

four raters, the Tennessee Self-Concept Scales of the two groups

were graded. The Tennessee Self-Concept Scale manual provided

the information and templates needed for hand grading. Each test

took approximately 30 minutes to grade.

Scores of the Tennessee Self-Concept Scale and Platt Affective

Behavior Scale were entered as computer data. Correlations, two

sample univariate 1-tests, and multivariate logistic regressions were

used to compare the tests used and the groups. Means of the

dependent variable (post-test scores) were adjusted for differences

between the groups on the basis of the two covariates (pre-test

scores). Chapter 4 contains data analysis and procedures.
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CHAPTER 4

RESULTS OF THE STUDY

Purpose

The purpose of this study was to investigate the effects of a

short ropes course program on self-concept and affective behavior.

The sample population was a group of freshmen in a mandatory

communications inquiry class in a select, highly academic liberal

arts college. The effect of the treatment was measured by the

Tennessee Self-Concept Scale and the Platt Affective Behavior

Scales.

Although the Platt Affective Behavior Scales is a sampling of

behaviors in specific situations, the behaviors are visible or public

behavior patterns., The Tennessee Self-Concept Scale, a pencil and

paper test, is self-reported and is based on self-belief. The

Tennessee Self-Concept Scale is a well known, established and

proven self-concept test. The Platt Affective Behavior Scales is a

newly-developed instrument, designed to measure the self-concept

through behaviors, which are rated by outside observers. Much of

the research on self-concept is based on self-evaluation, but the

Platt Affective Behavior Scales is strictly outside rated. The Platt

Affective Behavior Scales is rated on a Likert-type scale with one--
the less positive behaviors or verbalization and five--the most

75
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positive. Outside observers can be persons who are associated with

the activities and program, or qualified others. Trained outside

raters were used for this study. The treatment was a short one-day

ropes course, with a pre-test, post-test design. The pre-test and

post-test initiatives were video taped for the Platt Affective

Behavior Scales ratings. The use of trained outside raters for this

study eliminated any researcher bias. The raters never met the

members of either group, who were identified by numbered shirts.

Many researchers stress the need for new testing measures and

instruments that detail the multifaceted self-concept/personality

and associated behaviors. Comparison of the Tennessee Self-

Concept Scale and the Platt Affective Behavior Scales on like-scales

and over-all trends of these tests indicate that the Platt Affective

Behavior Scales is a useful new instrument.

Demographic Characteristics

Preliminary investigation of the demographic characteristics

of age, race, economic status, and educational ranking indicate that

Austin College freshmen are homogeneous. Chickering (1969), Gass

(1983 October), and Meyer (1975) believe that students become

more heterogeneous during their college years. If this is true, the

first semester in college may set the stage for new personal growth.

All Austin College freshmen are active in required Communication

Inquiry class, and from class-related social gatherings. Students

may also enhance their social growth through new activities and

. .T c. .,,. ire. .st C ' itili : : d: c :a:;. + .:;a: ., u,. . s r .
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organizations which are available. Austin College is one of few

higher education institutions in the United States that tracks student

involvement in on-campus activities. Activities range from political,

cultural and religious, to intercollegiate representation. The

availability of this data was not known at the proposal stage of

study and, therefore, does not relate to.the hypotheses. However,

because the availability of the data may follow trends found in the

gathered data, the area concerning activity involvement was

compared between the two groups. It was found that 21 activities

were listed for the control group, and 34 were listed for the

treatment group. This was an average of 1.4 campus involved

activities per person in the control group and 2.2 for the treatment

group. The pooled a-value = .13. For the first semester data, the

a-value was nonsignificant at the .05 level. If this were studied

through the semesters, these tendencies toward differences might

become significant. Looking at these data another way, there is an

87% chance that the two groups are different in the first semester,

based on the number of activities in which they participate.

Because it is beyond the hypotheses of this study, these data have no

follow-up. Although there was a slight difference in groups, this

was not expected to influence the study of the groups.

In comparing the first semester grade-point averages it was

found that the control group had a 2.74 grade-point average and

the treatment group had a 3.00. Grade-point averages range on a

scale from 0 to 4, with 4 being the highest. Grade-point averages

limp
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had a p. = .24. This is not significant at the .05 level, and shows no

difference between the two groups. These demographic data were

not related to a hypothesis, but were used as supportive data,

comparing differences of the groups. Thus, there is a 76% chance

that the two groups were different using the grade-point average

variable.

These two factors indicate small differences between the

treatment and control groups, but the Tennessee Self-Concept Scale

and Platt Affective Behavior Scales were used as measuring

instruments. Using the two tests in a pre-test post-test design, it

was necessary to use each pre-test as a comparison between the

groups. These baseline comparisons had to be made before final

analysis and hypotheses could be considered. Homogeneity of

groups was expected to be found in pre-testing, but comparison of

test scores was necessary.

The Sample Population

The available population included 284 freshmen (14 classes)

in the mandatory core course, Communication Inquiry. Two classes,

one in education and one in the athletic department, made up the

sample population. The professors volunteered their classes--

education for control, and athletic for treatment; therefore students

did not volunteer individually, and random sampling was not used.

The control group had 18 students enrolled in class and 12

completed the testing. The treatment group had 19 enrolled and 14

.
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completed the treatment and testing. Random assignment within

the separate treatment and control groups was not possible due to

small numbers, time schedules and commitments, and familiarity

among group members. Participants were divided into two groups

within each class. This pre-selection was completed by the

professor, for ease of facilitation of the initiatives.

Tennessee Self-Concept Scale
Baseline Comparisons

Univariate analyses using two samples were run on the

Tennessee Self-Concept Scale and Platt Affective Behavior Scales.

Each scale was compared between the control and treatment

groups. The first comparison between the two groups was to

identify any baseline differences that might confound post-test

comparisons. Both tests have one score that is recognized as the

single most important score, Tennessee Self-Concept Scale total

positive, and Platt Affective Behavior Scale total. In the pre-test the

mean scores for the Tennessee Self-Concept Scale total positive

scale were almost identical, 334 and 336, respective to control and

treatment groups. At the j a < .05 significant level there was a

a-value of .82. The pre-test scores on the Tennessee Self-Concept

Scale are reported in Table 4. At the a < .05 level there were no

scales of significant difference. Several of the scales have the same

mean with only a slight difference in standard deviation. The

a-value needed to be < .05 in order to be significant or show that the

groups were different in the pre-test. All the Tennessee

musm
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Table 4

Pr- at B Ai C rv-rvr

Scales -value Group
Both Control Treatment

Total Positive
Self Criticism
Identity
Self-Satisfaction

Behavior
Physical Self
Moral-Ethical Self
Personal Self

Family Self
Social Self
Total Variability
Column Variability

Row Variability
Distribution
5s
4s

3s
2s
is
True/False

Total Conflict
Net Conflict
Defensive Positive
General Maladjustment

.82

.53

.36

.67

.95

.29

.23

.68

.32

.98

.82

.96

.11

.40

.52

.63

.88

.46

.33
.97

.08

.85

.97
.69

335 +27
37 + 4

121 11
105 + 12

109
65
68
64

70
68
49
28

21
108

11
24

21
20
15

1

30
-2
52
93

+ 10
+ 7
+ 6
+ 7

10
+ 8

+ 11
+ 6

+ 7
+20

+ 7
+ 6

+

+
+o

+

8
6
6
2

+ 8
+10
+ 9
2 7

+ 24
+ 4
+10

+ 12

334
38

120
106

109
64
70
64

69
68
50
28

'+
+
+

+

8
8
6
7

+.30

+ 5
12

+12

12
7

+ 7
+ 7

13
- 18

9

6

23 + 8
111 20

12 + 7
23 + 7

336
37
23

104

109
66
67
63

72
68
49,
28

20
105

11
24

21
20
14

1

28
-2
52
93

+ 6
7

+ 13
+ 7

+ 6
+ 20
+ 7
+ 6

+ 10
+ 6

5
f 2

+6
11

+ 9
7

20
19
16

1

33
-2
52
94

+ 6
WAM 7

+ 7
f 2

+10

10
+10

I 8

p sr c s as neL omoa1 tVll r stcn

-

r

Tennessee Self-Con Col
i



81

Table 4 (continued)

Scales a-value Group
Both Control Treatment

Psychosis .49 48 + 7 49+ 8 47+ 6
Personality Disorder .86 72 + 9 72 9 72 1 8
Neurosis .31 79 + 12 77+ 13 81l+l10
Personality Integration .60 11 + 4 11 z 4 11+ 4

amean + standard deviation. *p < .05

Self-Concept Scales were so high (close to 1) that none were

statistically significant. This shows that the groups were identical

or homogeneous in self-concept through the self-reported

Tennessee Self-Concept Scales.

Platt Affective Behavior Scales
Baseline Comparisons

In contrast to the Tennessee Self-Concept Scale high i-value

(.82), the Platt Affective Behavior Scales t-test total score a-value

was quite different. The mean and standard deviation of the control

group was 128 + 27, the treatment group 150 + 14, and .. = .009.

The treatment group was higher in the Platt Affective Behavior

Scales total score than the control group. This indicates that at

baseline the two groups were different. Table 5 contains all Platt

Affective Behavior Scales and the comparison t-tests.

Some significant differences were found on individual scale

levels. The scales with significant differences were other

Wmwxoft- mo R!
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Table 5

Platt Affective Behavior Scales
_Prrs..Ty .c flecn.inn Cnmnnr sonsn.

Scales Q-value Group
Both Control Treatment

Trying New Things .94 4 +.4 4 ,.5 4 + .4
Physical Self-

Awareness .53 4+..8 4 .9 4 .8
Other Orientation .01* 3 + .9 3 + .9 4+ .6
Initiative .15 3 .7 3 t .7 4+ .6
Self-Reliance .02* 3 +.8 3 + .9 4 + .6

Expression of Opinion .98 4 + .6 4 + .7 4 + .6
Group Cooperation .12 31.6 3+.6 4+.5
Fear Response .27 4 + .6 4 + .5 5 + .6
Expression of Emotion

and Feelings .85 3 + .8 3 + 1 3 + .6
Perseverance .22 4 .5 4 .6 4 .4
Total Pre-test .009* 140 + 24 128 + 27 151 + 14

amean + standard deviation.
*Q <.05

orientation and self-reliance. The treatment group rated higher

than the control group on both scales. By scale description this was

shown as giving more physical and moral support to all group

members. Group clarification of ideas and assumed leadership roles
were characteristics of these scales. The means (M) and standard

deviations (SD) of the two groups seem very similar, but it must be

remembered that these are based on the five-point behavior

description system; therefore, differences may be hard to find. The

ORM
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overall total score shows a statistical difference with a score Total

and SD of a = .009. The two test instruments assessed self-concept

and affective behavior from two viewpoints, and the initial pre-test

showed very differing p.-values; therefore, it was decided to

examine or determine correlations of the two tests before the

adjusted post-test scores were studied.

Correlations: Tennessee Self-Concept Scale: Total Positive and
Platt Affective Behavior Scales Total

The two tests were first correlated on the one most important

score of each test. A correlation between the Tennessee Self-

Concept Scale total positive and Platt Affective Behavior Scales total

was run and a r = -.15 was found. Both tests are reliable and valid

as they measure self-concept, or self-esteem and affective behavior,

but from the low correlation it appears that different characteristics

of self-esteem are measured. This low correlation prompted interest

as to whether or not the Tennessee Self-Concept Scale total positive

score correlated with any of the Platt Affective Behavior Scales

scores. The variables of activities, grade-point average, and gender

were also added to the existing scales (Tennessee Self-Concept

Scale and Platt Affective Behavior Scales tests) and correlation

matrices run to determine similarities of the scales as they measure

self-concept. Matrices were first run using the adjusted scores of

both groups, then run separately for the control and treatment

groups. Each matrix consisted of 881 pairs of correlation

coefficients.
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Correlations of the single most important Tennessee Self-

Concept Scale score and all the Platt Affective Behavior Scales and

demographic data are reported in Table 6.

There were weak correlations and several negative

correlations. Weak correlations show different characteristics that

are measured between the two tests. Small sample population

correlations might have had different results if the sample size had

been larger.

Applying the correlation coefficient to a projected larger

population, none of the 14 correlations were found to be even

moderately high ( = .45 or better). One scale showed significance

at the r = .05 level. Gender, r = .66, was significant but had a

negative correlation. Gender and the Tennessee Self-Concept Scale

total positive had commonly-shared factors, but not a positive

relationship.

Other orientation (1 = -.34), although negative, showed the

strongest relationship, but could not be classified as a moderate

correlation. This confirms that, even with projections to a larger

population, the Platt Affective Behavior Scales showed very little

relationship to the Tennessee Self-Concept Scale total.

The fact that correlations are moderate or low proves that the

Tennessee Self-Concept Scale total positive and Platt Affective

Behavior Scales are different and that they measure different

aspects of personality. Likewise correlations between the Platt

Affective Behavior Scales total score and the Tennessee
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Table 6

Correlations of the Tennessee Self-Concept Scale Total Positive to

Platt Affective Behavior Scales

Groups

Both Control Treatment

Components of Correlations n = 26 n = 12 n = 14

Trying New Things -.11 .01 -.27
Physical Self-Awareness .09 -.09 .33
Other Orientation -.34 -.32 -.46
Initiative -.20 -.13 -.38
Self-Reliance .01 -.08 .19

Expression of Opinion .13 .31 -.08
Group Cooperation -.06 .24 -.46
Fear Response .09 .20 -.04
Expression of Emotion

and Feelings -.16 .31 -.50
Perseverance .07 .31 -.27

Activity -.02 .30 -.25
Grade-Point Average -.06 -.01 -.13
Gender -.23 .26 -.66*
Platt Affective Behavior

Scales Total -.15 -.07 -.38

*r= .05

Self-Concept Scale subscales were completed. Because the two

tests approach self-concept or self-esteem and behavior from

different directions, it was of interest to find the various levels of
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correlation. Findings of these correlations are reported in Table 7.

The correlations were low and many were negative, indicating a

measurement of different aspects of self-concept characteristics.

Again, most correlations were very low and most had negative

relationships. Two scales were significant at the r = .05 level. The

scales associated with the distribution.of 4s and 3s were

significant. The Tennessee Self-Concept Scale also was scored on a

5-choice Likert-type scale. Using an answer of 3 showed

indecision in describing personal characteristics, relationships,

behaviors, thoughts and feelings. The test was also designed to

show (a) consistency in the answers, (b) personal defensiveness, as

well as (c) general maladjustment, and (d) specific psychological

problems. It is also interesting to note how the treatment and

control groups varied from the correlation of both groups. Some of

the scales showing this wide variability were identity, total

variability, column variability, the distribution scale of answers, and

scales of 4s and 3s. One of the supplemental scales (psychosis) was

significant for the control group (L = -.69). The demographic scales

were not significant except for gender at = -0.48 and the control

group c = -.66. Although many scales had seemingly large

differences between the treatment and control groups, only the

scales mentioned were significant for relationships or correlations

with the Platt Affective Behavior Scales total. Most of the scales

showed little or no relationship to the Platt Affective Behavior
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Table 7

Correlations of the Platt Affective Behavigr Scale Total to Tennessee

Self-Conceot Scales

Groups

Both Control Treatment

Components of Correlations n = 27 ~t= 13 rn= 14

Self-Criticism .09 .17 -.10
Total Positive -.15 -.07 -.38
Identity -.31 -.50 -.05
Self Satisfaction -.01 .11 -.33
Behavior .09 .29 -.39

Physical Self -.27 -.35 -.18
Moral-Ethical Self .05 .16 -.24
Personal Self -.11 -.11 -.24
Family Self .08 .20 -.29
Social Self -.04 .04 -.16

Total Variability -.19 -. 67* .51
Column Variability -.13 -. 59* .68
Row Variability -.16 -.41 .16
Distribution -.21 -.25 -.55*
5s Distribution .18 .23 -.19

4s Distribution -.54* -. 74* -.01
3s Distribution .52* .62* .40
2s Distribution -.03 .05 -.07
Is Distribution -.08 -.10 -.38
True/False -.29 -.41 .04
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Table 7 (continued)

Groups

Both Control Treatment

Components of Correlations j,= 27 n= 13 a.= 14

Total Conflict -.06 -.11 -. 15
Net Conflict -.07 -.10 .15
Defensive Positive -. 18 -.27 -.06
General Maladjustment -. 18 -.33 .02
Psychosis -.35 -.6* .10

Personality Disorder -.26 -.23 -.43
Neurosis -. 19 -. 22 .10
Personality Integration -. 14 -.08 -.18
Activity .13 .02 .29
Grade-Point Average -.11 -.22 .11

Gender -.48* -.66* -. 15

Scales total score. This showed the difference in characteristics

measured between the Platt Affective Behavior Scales total and the

individual Tennessee Self-Concept Scale scales. The correlation

matrix established that very few of the scales of the Tennessee Self-

Concept Scale and Platt Affective Behavior Scales total were

significantly correlated by the measurement of the sample

population. This was not a measurement of the differences of the

two groups, but rather a measurement of the relationship of the
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tests. As shown in the Tennessee Self-Concept Scale pre-test, Table

4, the groups at baseline were homogeneous, but differed according

to the Platt Affective Behavior Scales baseline comparison, as shown

in Table 5. This was the basis for the correlations.

The low correlations between the most important scores (Platt

Affective Behavior Scales total and Tennessee Self-Concept Scale

total positive) (r = -.15) showed a difference between the two tests.

How well the total score for each test correlated with its own scales

was then questioned. A correlation was run of the Platt Affective

Behavior Scales total with its individual scales. As reported in Table

8, there were many high correlations.

As seen from these findings, 7 of the 10 scales had high

correlations. Gender remained constant at an = -.48, as found also

in the Tennessee Self-Concept Scale. The highest correlations of the

Platt Affective Behavior Scales total were to the scales: trying new

things (r = .77), fear response, (r = .75), and perseverance (r = .65).

Two scales, expression of opinion and physical self-awareness, were

also significant with = .63 and r = .62, respectively. Group

cooperation and expression of emotion and feelings, = .52 and

r = .50, respectively, also showed a moderate degree of correlation

with the test total. The high correlations of the Platt Affective

Behavior Scales total to the individual scales affirms the construct

validity of the test. These correlations show that the test does

measure what it represents. Grade-point average was the only
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Table 8

Platt Affective Behavior Scale Total Score Correlated to Platt

Affective Behavior Scales from Adiusted Post-Test Scores

Groups

Both Control Treatment

Components of Correlations n = 26 n = 12 a= 14

Trying New Things .77* .84* .41
Physical Self-Awareness .62* .70* .41
Other Orientation -0.12 -0.18 .31
Initiative -0.20 -0.30 .25
Self-Reliance -0.16 -0.20 .11

Expression of Opinion .63* .56 .72*
Group Cooperation .52* .51 .51
Fear Response .75* .80* .33
Expression of Emotion

and Feelings .50* .47 .57
Perseverance .65* .64* .52*

Activity .13 .02 .29
Grade-Point Average 0.1 1 -0.22 .11
Gender -0.48* -0.66* -.15

*r = .05

weak relationship to the Platt Affective Behavior Scales total. This

scale was not included in the test construction, but several past

research studies have related grade-point average to self-concept.

From this correlation it was found that the Platt Affective Behavior
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Scales total and grade-point average measure different

characteristics which may be observable behavior and

communication versus grade-point average or scholastic

accomplishments.

Seven of the 10 Platt Affective Behavior Scales had high

correlations to the Platt Affective Behavior Scales total, but from a

correlation matrix of the Tennessee Self-Concept Scale total and the

Tennessee Self-Concept Scale scales, many scales were only

moderately related to the Tennessee Self-Concept Scale total

positive scale. The 28 Tennessee Self-Concept Scale scales and the

demographic data were correlated to the Tennessee Self-Concept

Scale total positive scale. Many were significant at = .05. The

findings from this correlation matrix are reported in Table 9.

Fifteen of the 28 scales correlated were significant for the

population. The family self and social self scales had high

correlations to the Tennessee Self-Concept Scale total (z = .83).

Personal self and self-satisfaction also had strong correlations of .71

and .70, respectively. These correlations reflect the close

relationship of the individual scale or score to the Tennessee Self-

Concept Scale total positive score. Like the Platt Affective Behavior

Scales, these correlations show internal validity of the test.

Scales of identity, self-satisfaction, behavior, personal self,

family self, social self, personality disorder, and neurosis were all

slightly correlated back to the Tennessee Self-Concept Scale total
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Table 9

Seif-Conceot Scale Total Positive Correlated to Tennessee Self-

Conceot Scale from Adjusted Post-Test Scores

Groups

Both Control Treatment

Components of Correlations n = 33 n = 16 n = 17

Self-Criticism .22 .11 .33
Identity .64* .83* .51*
Self Satisfaction .70* .75* .66*
Behavior .59* .58* .61*
Physical Self .52* .61* .44

Moral-Ethical Self .40* .18 .58*
Personal Self .71* .65* .79*
Family Self .83* .87* .83*
Social Self .83* .84* .83*
Total Variability -.20 .18 -.50*

Column Variability -.21 -.04 -.36
Row Variability .06 .31 -.24
Distribution .37* .52* .33
5s Distribution .42* .56* .33
4s Distribution .13 -.24 .54

3s Distribution -. 57* -.28 -.91*
2s Distribution -.26 -.41 -.15
1s Distribution .26 .44 .15
True/False, .34 .06 .54
Total Conflict -.20 -.21 -.18
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Table 9 (Continued

Groups

Both Control Treatment

Components of Correlations f= 33 n= 16 f= 17

Net Conflict .20 -.01 .39
Defensive Positive .59* .46 .72
General Maladjustment .51* .66* .43
Psychosis -.17 -.17 -.19
Personality Disorder .50* .54* .50*

Neurosis .66* .83* .49*
Personality Integration .04 -.36 .33
Activity -.02 .30 -.25
Grade-Point Average -.06 -.01 -.13
Gender -.23 .26 -.66*

*r= .05

for both groups and for each group separately. These correlations

also showed the similarities of the groups. From running

correlations relating to the two tests and their scales it was found

that the Tennessee Self-Concept Scale total did not correlate to the

Platt Affective Behavior Scales total, nor to its individual scales.

The Platt Affective Behavior Scales total, likewise, did not correlate

to the Tennessee Self-Concept Scale scales. The single representa-

tive score of each test (Tennessee Self-Concept Scale and Platt

Affective Behavior Scales) correlated to many of its own scales,
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which it should. This shows that the two tests are constructed with

internal validity. From the correlation matrices it was found that

the two tests measure different aspects of the self-concept and

affective behavior.

Adjusted Post-Test Scores

The two tests produced group differences at baseline

comparisons. The differences in the Tennessee Self-Concept Scale

and Platt Affective Behavior Scales may be the effect of self-

evaluation versus outside rating of the individuals. Persons often

believe they respond and are perceived a specific way, but in their

actions, intonation, and emotions are received and perceived to be

totally different by others. The significant difference observed

between the two groups at baseline necessitated an adjustment of

post-test scores before statistical analysis could be performed. This

was accomplished by calculating a difference score (post-test minus

pre-test score) for each scale. Table 10 contains the adjusted post-

test scores of the Tennessee Self-Concept Scale. From findings of

the adjusted post-test scores, the hypotheses could then be applied

and tested.

The Tennessee Self-Concept Scale total positive (_ = .82)

proved to be non-significant. Upon comparison to the pre-test,

there was no difference (see Table 4). In the adjusted post-test total

positive score, the control group increased the total score by 8

points, and the treatment group increased the total score by 7
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Table 10

Self-Concept Scale Adjusted Post-Test Scores

Groups
Scales ..- value

Both Control Treatment

Self-Criticism .64 -2.0 4 -2.0 i 4 -3.0 + 4t
Total Positive .82 8.0 +15 8.0 .15 -7.0 +16
Identity .79 2.0 + 8 3.0 + 7 2.0 + 9
Self-Satisfaction .63 2.0 + 9 3.0 + 8 2.0 +10
Behavior .59 3.0 + 6 2.0 + 6 3.0 7

Physical Self .70 3.0 4 3.0 4 2.0 + 4
Moral-Ethical Self .45 -0.2 + 6 -1.0 + 6 0.6 + 7t
Personal Self .64 3.0 t 4 3.0 + 4 2.0 4
Family Self .63 1.0 + 5 1.0 + 6 0.5 4
Social Self .39 1.0 + 4 1.0 + 4 0.0 + 5

Total Variability .34 -4.0 + 8 -5.0 8 -2.0 8 8
Column Variability .63 0.5 + 5 -2.0 + 5 0.8 + 6t
Row Variability .14 -3.0 + 6 -5.0 7 -2.0 + 5t
Distribution .07 0.7 +14 -4.0 +12 5.0 +14
5s Distribution .10 -0.2 + 5 -2.0 + 6 1.0 2 4

4s Distribution .07 3.0 + 7 5.0 + 8 1.0 6
3s Distribution .82 -3.0 + 6 -3.0 + 7 -3.0 + 5
2s Distribution .43 -0.4 5 0.3 + 5 -1.0 + 5
1s Distribution .04* 0.3 + 5 -2.0 6 2.0 + 4t
True/False .16 0.1 0.3 0.2 0.2 0.1 + 0.3'

Total Conflict .16 -2.0 7 -4.0 7 -0.7 + 8t
Net Conflict .43 3.0 +11 4.0 +11 1.0 +11
Defensive Positive .80 4.0 + 6 3.0 6 4.0 6
General Maladjustment .20 2.0 + 5 1.0 + 5 3.0 4
Psychosis .54 2.0 6 3.0 + 4 1.0 8
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Table 10 (Continued)

Groups
Scales a-value

Both Control Treatment

Personality Disorder .34 1.0 + 6 0.0 + 6 2.0 + 6
Neurosis .56 6.0 2 8 7.0 +11 5.0 5
Personality
Integration .22 0.9 + 3 2.0 + 3 0.2 + 3

amean + standard deviation
better score
* = .05

(Table 10). Most control and treatment group means were within

one point difference from each other. Only the scale of distribution

of is is significant (t = .04) with the higher mean (215), and (-2 +

6) in favor of the treatment group. With the Tennessee Concept

Scale showing no difference in the adjusted scores, the Platt

Affective Behavior Scales adjusted scores were examined for any

significant differences and are reported in Table 11.

The individual Platt Affective Behavior Scales showed how

the two groups differed. Although the test total was non-significant,

two scales were significant at the < .05 level. The perseverance

scale was significant at p = .006, expression of emotion and feelings

was ,_ = .03, and expression of opinion (Q = .06) was just over the

P<.05 limit. Again the higher mean and positive difference was in

favor of the treatment group. These scales may indicate why there
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Table 11

Platt Affective Behavior Scales Adjusted Post-Test

Groups
Scales a-value

Both Control Treatment

Trying New Things .09 -.20 + 1.00 -.50 O1.00 .10 + .60
Physical Self-Awareness .50 .03 + 1.00 -.20 + 2.00 .20 + 1.00
Other Orientation .74 .20 + .80 .30 + 1.00 .20 .50
Initiative .67 .20 + .80 .20 + 1.00 .30 + .50
Self-Reliance .63 .50 + .80 .60 1.00 .50 .50

Expression of Opinion .06 -.20 + .90 -.50 + 1.00 .10 + .60
Group Cooperation .32 .20 + .90 -.04 + 1.00 .30 + .70
Fear Response .15 -.30 + 1.00 -.60 + 2.00 .10 + .60
Expression of Emotion

and Feelings .03* -.04 + .70 -.4 0 + .60 .20 + .70
Perseverance .01* .20 + .80 -.20 + .90 .60 + .40

Total .42 7.00 + 22.00 3.00 + 30.00 10.00 + 10.0
Problem-Solving .08 -. 05 2.00 2.00 1.0

amean + standard deviation

*p = .05

was a difference between the total test scores of the treatment and

control group.

The Platt Affective Behavior Scales total score mean showed a

considerable difference in favor of the treatment group. The

standard deviation for the control group was more than twice as

large as the treatment group. The Platt Affective Behavior Scales
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total score (control a1= 3 30, treatment M= 10 + 10) illustrates the

variation between scores. Individual scales showed higher ratings

and smaller standard deviations for the treatment groups. With

adjusted post-test scores, the control group decreased in 4 of the 10

scales. Despite these trends in differences, the g-value did not

prove statistically different in the Platt Affective Behavior Scales

total.

As most of the trends toward differences were found in the

Platt Affective Behavior Scales, certain scales were combined to

represent problem-solving, and a separate .- test was run between

the groups. The treatment group showed some improvement

(1.61 + 1.21) while the control group decreased slightly

(-0.05 , 3.06), a = 0.077. This a-value was closer to a significant

level than other select scales (Tennessee Self-Concept Scale total

positive [a = .821, Tennessee Self-Concept Scale identity [a = .791, the

Platt Affective Behavior Scales total [a= .421, grade-point average

[2 = .241, or activity [a,= .131).

Logistic Regression

Because most of the scales were not significant in the

univariate analysis and the only changes found were possible trends

toward differences, it was necessary to run a multivariate logistic

regression. From the regressions, select scales or characteristics

were studied to determine if discriminating scales could be used to
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denote change between the groups or if fewer scales could be used

in the measurement.

Several important scales from the two tests and demographics

were chosen for logistic regressions. A regression was run using

only four variables: Tennessee Self-Concept Scale total positive,

Platt Affective Behavior Scales total, activity, and grade-point

average. The Platt Affective Behavior Scales total was the most

significant, (g, = .08 and activity, , = 10). These variables are

reported in Table 12.

Table 12

Logistic Regression of Platt Affective Behavior Scales Total.

Tennessee Self-Concept Scale Total Positive, and Demographics

Components of Approx F DFa F to a-value
Regression to Enter 23 remove

Platt Affective
Behavior Scales Total 3.31 .08

Activity 2.95 .10
Gender 1.02 .32
Grade-Point Average 0.25 .62
Tennessee Self-Concept

Scale Total 0.21 .65

adegrees of freedom

*Q < .05

The Tennessee Self-Concept Scale total positive was of no

value (.p, = .65) in distinguishing differences in groups. The Platt
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Affective Behavior Scales total was held constant and in

continuation of the regression of these four variables. Activity still

held the lowest a-value. When activity was eliminated from the

equation, no other variables entered the equation for significance.

Of the four variables, Platt Affective Behavior Scales total and

activity were the two variables that most distinguished differences

between groups.

A second multivariate logistic regression was run using

problem-solving, the remaining separate Platt Affective Behavior

Scales, Tennessee Self-Concept Scale total positive, Tennessee Self-

Concept Scale physical self, activities, grade-point average, and

gender. The initial step produced the data found in Table 13. The

scale indicating the lowest a-value was expression of emotion and

feelings with a,= .05 and was the only variable of significance. The

Tennessee Self-Concept Scale total positive was of no value with a

non-significant ,_ = .65. The Platt Affective Behavior Scales

problem-solving group of scales (a = .07) was marginal and was

followed by activities at a = .10. This regression is found in Table

13. When activity was eliminated from the equation of factors, no

other variable entered the equation for significance. Therefore,

using these variables, the top three showed the most discrimination

between groups.

Expression of emotion and feelings was then held constant in

the equation (Table 14). All other variables proved far from
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Table 13

Logistic Regression of Demograohics and Select Platt Affective

Behavior Scales and Tennessee Self-Concept Scale Scores

Components of Approx F DFa Q-value
Regression to Enter 23

Expression of Emotion
and Feelings 4.21 .05*

Problem-Solving 3.43 .07
Activity 2.95 .10
Fear Response 2.83 .11
Other Orientation 2.04 .17

Gender 1.02 .32
Self-Awareness 1.02 .32
Self-Reliance .86 .36
Grade-Point Average .25 .62
Tennessee Self-Concept

Scale Physical Self .24 .63

Tennessee Self-Concept
Scale Total Positive .21 .65

adegrees of freedom

*<.05

significant. Expression of emotion and feeling (a = .08) was

marginally higher than the .05 level for the two groups. The

remaining variables were not significant for a regression equation.

The values for this regression are reported in Table 14.



102

Table 14

Logistic Regression of Demographics and Select Platt Affective

Behavior Scales and Tennessee Self-Conceot Scale Scores

Components of App rox F DFa F to a value
Regression to Enter 22 remove

Expression of Emotion
and Feelings 3.26 .08

Other Orientation 2.63 .12
Fear Response 1.49 .24
Platt Affective Behavior

Scales Physical
Self-Awareness 1.11 .30

Problem-Solving 1.06 .32

Activity 1.01 .33
Tennessee Self-Concept

Scale Physical Self .39 .54
Gender .36 .55
Self-Reliance .08 .78
Grade-Point Average .01 .93

Tennessee Self-Concept
Scale Total Positive 0.00 .95

adegrees of freedom
*Q < .05

A third logistic regression was run using variables of the

individual Platt Affective Behavior Scales, Platt Affective Behavior

Scales total, Tennessee Self-Concept Scale total positive, the

Tennessee Self-Concept Scale physical self, the number of campus

activities, the first semester grade-point average, and gender. In the
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initial step of the stepwise process, the Platt Affective Behavior

Scales of perseverance (g = .0 1) was the single best scale for

discriminating between the treatment and control groups.

Expression of emotion and feelings (g.= .05) was also significant.

Other scales that tended toward statistical significance are reported

in Table 15.

Four of the Platt Affective Behavior Scales--emotion and

feelings, trying new things, self-reliance, and expression of opinion--

were statistically closer to perseverance in the effort to find selected

scales to demonstrate group differences. Again activity entered the

equation before the Tennessee Self-Concept Scale positive. In the

next step, when perseverance was again entered into the regression

equation, all other scales became non-significant.

A fourth stepwise logistic regression was run using all 28

Tennessee Self-Concept Scale scales, 10 Platt Affective Behavior

Scales, activities, and grade-point average. Because of the number

of scales, many became non-significant very quickly. Only the most

significant variables of this initial step are reported in Table 16.

Several scales for the Tennessee Self-Concept Scale appeared

significant, along with several Platt Affective Behavior Scales. In

the next step, perseverance was held constant and all other

variables became non-significant. Once again, when perseverance

was entered into this regression model, all other variables became

non-significant. Perseverance became the single best indicator of

all scales.
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Table 15

Logistic Regression or Demo raghics. Platt Affective Behavior

Scales and Select Tennessee Self-Conceot Scale Scores

Components of Approx F DFa F to Q-value
Regression to Enter 23 remove

Perseverance 7.91 .01*
Expression of Emotion

and Feelings 4.21 .05*
Trying New Things 3.91 .06
Self-Reliance .08 .07
Expression of Opinion 3.67 .07

Activity 2.95 .10
Fear Response 2.83 .11
Other Orientation 2.04 .17
Gender 1.02 .32
Platt Affective Behavior

Physical Self-Awareness 1.02 .32

Group Cooperation .86 .36
Grade-Point Average .25 .62
Tennessee Self-Concept

Scale Physical Self .24 .63
Tennessee Self-Concept

Scale Total Positive .21 .65
Initiative .17 .69

adegrees of freedom

*n.< .0 5
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Summary of Statistical Findings

This study used a pre-test, post-test control group design.

The pre-test or baseline comparisons were compared for sample

population homogeneity. By natural selection, the groups differed in

the Platt Affective Behavior Scale pre-testing (a= .009) ( Table 5),

Table 16

Logistic Regression of Platt Affective Behavior Scales, Tennessee

Self-Concept Scale. and Demographics

Components of Approx F DFa F to _-value
Regression to Enter 23 remove

Perseverance 7.91 .01*
Column Variability 4.76 .04*
Expression of Emotion

and Feelings 4.21 .05*
Trying New Things 3.91 .06
The Distribution Score 3.85 .06

Distribution of 1s 3.80 .06
Expression of Opinion 3.74 .07
Self-Reliance 3.67 .07
Distribution of 5s 3.66 .07
Distribution of 4s 3.41 .08

Personality Integration 3.08 .09
Activities 2.95 .10

adegrees of freedom

* < .05
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although according to the Tennessee Self-Concept Scale the groups

were homogeneous. The Tennessee Self-Concept Scale (Table 4)

showed no scales with significant difference. The mean was only

two points different on the total positive score (control 334, and

treatment 336), and g = .82 showed no difference between the

groups.

With differing results from baseline comparisons, correlations

were run on the Tennessee Self-Concept Scale and Platt Affective

Behavior Scales tests. The Tennessee Self-Concept Scale total had

little correlation with the Platt Affective Behavior Scales, as did the

Tennessee Self-Concept Scale total with Platt Affective Behavior

Scales (Table 6 and 7). Each test had strong correlations between

its single most important scale and its individual scales (Table 8 and

9).

These findings verified that each of the two tests measured

different characteristics of self-concept and affective behaviors.

The differing baseline comparisons made post-test adjustments

necessary (Table 10 and 11). Univariate two-sample .t-tests were

run on the adjusted post-tests. Within the Tennessee Self-Concept

Scale only the distribution of 1s was significant, and in the Platt

Affective Behavior Scales, perseverance and expression of emotion

and feelings were statistically significant. From logistic regressions,

Platt Affective Behavior Scales showed more differences between

groups than did the Tennessee Self-Concept Scale (Tables 12-16).

Except for these few scales and tendencies toward differences, there
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was no statistically significant difference between the two groups as

measured by these two tests.

Hypotheses testing from select individual scales and the two

tests total scales showed no significant differences between groups;

however, there were non-significant differences, or tendencies

showing improvement in the treatment group. Perseverance and

expression of emotion and feelings were the two most significant

scales from the two tests. Summarized findings and

recommendations are made in Chapter 5.



CHAPTER 5

SUMMARY, DISCUSSION, CONCLUSIONS,

AND RECOMMENDATIONS

Summary

The purpose of this study was to investigate the effects of a

ropes course program on self-concept and affective behavior of a

group of college freshmen. The students were from a mandatory

Communications Inquiry class in a very select, liberal arts college.

The instruments used to measure the variables were the Tennessee

Self-Concept Scale and the Platt Affective Behavior Scale.

The population was made up of 14 classes of freshmen

enrolled in Communication Inquiry. The population sample

consisted of two classes, one in the department of education and one

in the athletic department. The professors teaching the classes

volunteered their classes, therefore students were not volunteers,

and random sampling was not used. The control group had 18

enrolled in class and 12 completed the testing. The treatment group

had 19 enrolled and 14 completed the treatment and testing.

Pre-test and post-test data were collected at Austin College in

the fall semester of 1989. The Tennessee Self-Concept Scale was

administered during the last class meeting of the week. The

initiatives were video taped and administered during time free from

class, labs, athletics and work. The treatment was the following

108
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Saturday and the post-tests were administered the first day of class

beginning the next week.

The ropes course, or treatment, was seven hours in length.

The treatment group was divided into two groups for ease in

facilitation. These groups at the ropes course were not the same as

in the pre-test. The professor pre-selected the groups, separating

friends and roommates whenever possible. The professor was not

present for the ropes course. The groups worked on sequenced

initiatives and low elements with processing. High elements were

included in the afternoon.

Video tapes of the pre-test, post-test problem-solving

initiatives were rated by trained outside observers. Participants

were identified by numbered shirts, and rated on a Likert-type scale

according to the Platt Affective Behavior Scales guidelines. The

written Tennessee Self-Concept Scale tests were graded after the

Platt Affective Behavior Scales ratings. The data were organized,

tabulated, and entered as computer data. Correlations, two sample

j-tests, and multivariate logistic regressions were used to compare

tests and groups. Means of the dependent variable (post-test score)

were adjusted for differences between the groups on the basis of

the two covariates (pre-test scores). These statistical procedures

were used to determine that the two tests measured different

characteristics of self-esteem or self-concept and affective behavior.

A univariate .- test showed group differences at baseline

comparisons; therefore, adjusted post-test scores were used for
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hypotheses testing. Multivariate logistic regressions were run

following the adjusted post-test comparisons to try to isolate fewer

scales that might determine statistical significance.

The study was a pre-test, post-test design; therefore, pre-test

scores were compared for sample population homogeneity. The

Tennessee Self-Concept Scale revealed, no sub-scales with

significant difference and (g = .82) showed no difference between

the groups. The Platt Affective Behavior Scales baseline

comparisons showed several differences. Two scales, other

orientation (g = .01) and self-reliance (p = .02) were significant. The

treatment group had a higher mean value on both scales. Although

directional but non-significant, the treatment group was higher on

four other scales. The Platt Affective Behavior Scale total (2 = .0 1)

showed significant differences at the pre-test or baseline level,

revealing that the two groups were different in affective behavior.

Because of differing results from baseline comparisons,

correlations were run on the Tennessee Self-Concept Scale and Platt

Affective Behavior Scales tests. The Tennessee Self-Concept Scale

total had little correlation with the Platt Affective Behavior Scales,

as did the Tennessee Self-Concept Scale total with Platt Affective

Behavior Scales. Each test had strong correlations between its

single most important scale and its individual scales. These findings

verified that each test measured different characteristics of the self-

concept, and affective behaviors. The differing baseline
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comparisons made post-test adjustments necessary. These results

were then used to answer the sub-hypotheses of the study.

The study examined the general hypothesis that participants

who completed the ropes course would have significantly higher

scores on self-concept and affective behaviors than would

participants in the control group without the course. The following

sub-hypotheses were tested by using the statistical findings.

Sub-hycothesis 1. Participants who complete the' ropes course

program will have significantly higher ratings on problem-solving

tasks as measured by the Platt Affective Behavior Scales.

Platt Affective Behavior Scales measure several aspects of an

individual's personality. Combined scales of trying new things,

inititative, self-reliance, expression of opinion, and perseverance

produced a problem-solving scale. In the pre-test and on the

individual scale level these statistics ranged from highly

homogeneous to showing statistical significance on self-reliance.

These a-values are found in Table 5. When these scales were

combined into a single scale, problem-solving (Table 11), the

treatment group showed improvement (1.61 1.21), while the

control group decreased slightly (-.05 3.06), a = .08. With a = .08

this sub-hypothesis was rejected.

Sub-hypothesis 2. Participants who complete the ropes course

program will have significantly higher ratings on self-concept.

This sub-hypothesis was clearly rejected by the total positive

scale of the Tennessee Self-Concept Scale (a = .82) found in
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Table 10. Consistent results were found when the Platt Affective

Behavior Scales total score was used (a.= .41 from Table 11). The

mean scores show large differences between groups, but due to the

five-point rating system, significant difference is statistically hard to

prove. Many of the means are consistently higher for the treatment

group and the clustering is tighter however, the differences are not

significant.

Sub-hyoothesis 3. Participants who complete the' ropes course

program will have significantly higher ratings on self-satisfaction as

measured by the Tennessee Self-Concept Scale.

Because there was no difference between groups at the

D < .05 level, this sub-hypothesis was rejected (a = .63). This scale

displayed a slightly tighter group for control scores than for the

treatment group. On a large scale this difference is very minimal.

The Tennessee Self-Concept Scale pre-test mean score was 105.

With the adjusted post scores, there is the M = 2 + 9, for the

combined and ], = 3 8 and 2 + 10 for control and treatment groups.

This was not a significant difference between the groups (Table 10).

Sub-hyoothesis 4. Participants who complete the ropes course

program will have significantly higher ratings on social self as

measured by the Tennessee Self-Concept Scale.

Because there was no difference between groups at the

a < .05 level, this sub-hypothesis was rejected (a = .39). This scale

also displayed a tighter grouping for control scores and a slightly

higher mean score (a = .39, both 1 z+.5, control .4 .4, and treatment

- IHilllfilMI-'IMII lirlF"allilWME"WEMIt[llMIil M'int1%Irmi sil@IIMIIIEVE"[M"IIP In I I I ilgIlmings.ill al- p m'I --p...p 7 e-me g--r.,.--r-r om------ I I - |-' f - -e- - - - r -- - - - .
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0 + 5 [Table 101). This is a reversal in patterning as compared to

many Tennessee Self-Concept Scale scales and most Platt Affective

Behavior Scales (Table 11).

Sub-hyothesis 5. Participants who complete the ropes course

program will have significantly higher ratings on group cooperation

as measured by the Platt Affective Behavior Scales.

Because there was no difference between groups at the . < .05

level (Table 11), the hypothesis was rejected (pa_= .32).' Although

the findings were not significant (j = .32, both .2 .9, control .04

1, and treatment .3 t.7), the treatment group made some progress in

group cooperation while the control group showed little change in

ratings.

Discussion

Comparison of the two groups by statistical procedures failed

to generate significant differences. The changes of statistical

significance may have been due to chance. The differences

observed, although non-significant, are tendencies that might be

found significant if a longitudinal approach to the study were taken.

At baseline, the Tennessee Self-Concept Scale self-reported

test showed no difference between the two groups. The Platt

Affective Behavior Scales, which was outsider-rated on affective

behavior, showed sample population difference. Although the Platt

Affective Behavior Scales was rated on a five-point behavior

description scale, the mean scores were significantly different
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(p n .01, control 128 z 27 and treatment 151 14). This led to

adjusted post-test scores in the final analysis.

Two sample univariate 1-tests were run. Of the Tennessee

Self-Concept Scale, only the is distribution scale was significant at

the .05 level. Due to the number of scales analyzed, this could be

due to chance. The treatment group showed the most progress

(both groups .3 5, control -2 6, and treatment 2 + 4). Most scales

had a very high i-value which showed no change as measured by

the Tennessee Self-Concept Scale.

Cone (1980) stated that self-concept is a more complex

variable than can be defined by a discrete number of variables.

Burton (198 1) found that the impact was less among studies

selected as methodologically adequate. Burton also discovered that

actual behavior such as grade-point average and observed behavior

did not undergo much significant change due to the program. He

concluded that global programs of broad concepts are not necessary.

Creation of new studies using systematic examining of program

components should be used. Studies by Gass (1987, October), Kolb

(1988), Karris (1975), and Warner (1986) state the need for new

measurement instruments and stress the shift from attitudes to

behaviors. This concept could explain the homogeneity of the select,

highly intelligent sample population. A self-reporting test provides

only the information that the participant perceives and is willing to

divulge about himself or herself.
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It is possible that the sample population was so highly

selective that the participants were different from other populations.

Past research has dealt with subjects who were considered low self-

esteem populations, and Kolb (1988) feels that the "effects of

adventure-based education on normal populations in a mandatory

program have not been explored enough to yield statistically reliable

results" (p. 33). Many populations, as in Kolb's study, were high

school age. If students are academically outstanding and are in

mandatory classes such as Communication Inquiry, results might

well be expected to follow the lines of results found in this study.

Also if students reach a peak in identity during late adolescence and

early adulthood (Chickering, 1969), then this sample population may

already have established their identity. Hood (1982) found

interpersonal growth in college students, but reflected that identity

presumably changes again after college. Gass (1983 October), Kolb

(1984), and Stogner (1978) identified factors that should concern

higher education institutions in the area of student identity, success

and, retention. If all of these factors, identity, and institutional

responsibilities have been met, significant research findings may be

difficult to demonstrate. Austin College has apparently provided all

of these factors and may, therefore, lend itself to development of

the students by its institutional design. If the institution and its

select population are indeed established in personal identity,

characteristics, and behaviors, then the tendencies for differences

found in this study may be reflected at a later time in students' lives.
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The adjusted post-test scores of the Platt Affective Behavior

Scale found two scales to show positive change at the significant

level. Perseverance (a= .01) was evident for the treatment group as

they continued projects through successful completion. The control

group also worked for extended lengths of time, but did not always

successfully complete the task. Expression of emotion and feelings

(D= .03) was more positive from the treatment group. Even in pre-

test, the treatment group bonded better, were more positive, and

processed themselves without a facilitator. At times some members

of the control group walked away from the activity once their

responsibility was completed, without seeing the final result. These

behaviors were witnessed more often than they were captured on

video tape. If the raters had been able to see more of the interaction

between members rather than just the work on the initiatives, the

ratings might have shown more differences.

Other Platt Affective Behavior Scales that showed strong

directional tendencies toward significance were expression of

opinion (a = .06), problem-solving (a = .08) and trying new things

(a = .09). Again, as in the significant scales, the treatment group

showed positive gain while the control group decreased. These

scales, by title, illustrate the cooperation, communication, and trust

that developed among the treatment group members. Throughout

the study, pre-test, treatment, and post-test, the treatment group

was not always with the same sub-group members, which may have



117

also influenced some of the results. These three scales could be the

stimulus for further study.

Finding baseline differences between the groups, through a

limited five-point behavior description scale, also may have limited

the results. In pre-test, the total scale score for the control group

was M = 128 + 27 and treatment K = 151 14. In the post-test the

control group had a larger margin for improvement than did the

treatment group. Although non-significant, the Platt Affective

Behavior Scales total scale showed the control M. = 3 30 and the

treatment fl = 10 10. Of the 12 areas compared (the 10 Platt

Affective Behavior Scales, total, and problem-solving), two scales

were significantly different, three were marginally non-significant,

three showed equality, and five means showed that the control

group actually decreased in ratings. Although most scales were not

significant, this affective behavior test demonstrated more

directions or trends toward differences than were found in the

Tennessee Self-Concept Scale.

Differences were evident to the outside raters, but they

commented that it was difficult to find categories on the rating scale

which would distinguish between behaviors. If peer evaluation or

researcher evaluation had been included, it is believed that the

treatment scores might have shown further statistical difference.

Specific reasons for this belief are: (a) even in pre-test the treatment

group processed themselves; (b) the treatment group gave more

effort and were more enthusiastic; (c) the treatment group tried
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ideas rather than just conceptualizing; and (d) the treatment group

did not quit without successfully completing the assigned task.

These observations, as well as demographic data, are post-statistical,

researcher evaluations; however, they define marginal differences

that have been either unmeasured or inappropriately measured.

Following testing of the sub-hypotheses, multivariate logistic

regressions were run on selected scales. The first regression used

the most important scale from each test, two variables from

demographics, the number of campus activities in which students

participated, and the first semester grade-point average. The Platt

Affective Behavior Scales total was the most significant scale to

discriminate differences between groups. Activity ranked second,

and the Tennessee Self-Concept Scale total positive was the least

significant (p = .65). The Platt Affective Behavior Scales may be the

more effective in measuring specific variables.

The second regression involved the grouped Platt Affective

Behavior Scales labeled problem-solving, the remaining individual

Platt Affective Behavior Scales, the Tennessee Self-Concept Scale

total positive, the Tennessee Self-Concept Scale physical self (which

was thought to be similar to the Platt Affective Behavior Scales

physical self-awareness), and demographic variables. The stepwise

regression indicated that the one best discriminating scale,

expression of emotion and feelings (g = .05), was the only

statistically significant scale. Of the grouped scales, problem-

solving was marginally higher at g = .07, and activity was higher at

...
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g = .10. The next step held expression of emotion and feelings

constant in the equation, but from the remaining variables none

were found to be significant.

A third regression was run using the 10 individual Platt

Affective Behavior Scales, Platt Affective Behavior Scales total, the

Tennessee Self-Concept Scale total, Tennessee Self-Concept Scale

physical self, and the three demographic variables. Perseverance

was statistically significant at . = .01 and expression of emotion and

feelings was significant at .05. These two were the most

discriminating scales, but many of the Platt Affective Behavior

Scales were marginal at .. = .06 or .07. The activity variable entered

the equation before the Tennessee Self-Concept Scale total positive.

The last regression was run using all scales from both tests,

and demographic variables. Perseverance again was the most

statistically significant, . = .01. A Tennessee Self-Concept Scale of

column variability was significant at . = .04 and the Platt Affective

Behavior Scales expression of emotion and feelings remained

significant at g = .05. Two of the three significant scales found were

from the Platt Affective Behavior Scales. These regressions

provided further information for consideration as conclusions and

recommendations were formed.

Implications and Conclusions

The findings of this study appear to warrant speculation about

statistical directions. Based on the analysis of data, the hypothesis
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that students who participated in a ropes course would have

significantly higher scores on self-concept and affective behaviors

than the control group was not supported. This may be due to the

following reasons:

1. using a "short" course, where most other research studies

and established programs tend to have. longer treatment periods;

2. working with an educated, adult population who possibly

had already established their identities and self-concepts;

3. inappropriately identifying and/or defining variables to

investigate;

4. trying to measure intangible/unmeasurable characteristics

and qualities of the multifaceted personality; and

5. working against unidentified confounding variables.

The Platt Affective Behavior Scales, however, provides a good

foundation upon which to base future studies. The results of the

logistic regression equations demonstrate that two Platt Affective

Behavior Scales--perseverance and expression of emotion and

feelings--would be time and cost efficient to use. Using the two

scales would allow a quick reference to possible group differences,

especially as one quickly evaluates groups in the work or field

setting. Self-evaluation can be used as a cross reference to data

collected from such tests as the Platt Affective Behavior Scales.

Although this project found no statistically significant differences

between groups, the trend toward differences allows for that

possibility in future studies.
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Positive change of participants is an accepted fact associated

with experiential education. The availability of quantitative and

qualitative data is not always statistically assured. Field

practitioners and researchers incorporate self-evaluation, peer-

evaluation, and outside raters for just measures of participants in

adventure and educationally based experiential courses. The Platt

Affective Behavior Scale helps shift the focus of self-esteem and/or

self-concept from the self-rater to the outside populous. Emphasis

on affective behavior and skills may prove to be a better measure of

the reality in which one lives as researchers and practitioners

continue to measure self-concept.

Recommendations

As a result of this study, the following considerations are

recommended:

1. Similar studies should be conducted using a larger sample

size and random assignment in order to increase the power of the

design.

2. Other studies should increase the number of groups from

the pre-test, post-test control to a Solomon Four design.

3. Another variable for consideration is the length of the ropes

course. This study used a short seven-hour course which might be

applicable for specific populations, but for normal adult populations

a longer course should be considered.
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4. As many previous projects and normative data are based on

at-risk or young populations, future studies should involve highly

intelligent, well-educated adult populations.

5. Various measurements of qualitative data should be

collected to compliment quantitative data in order to help produce

more comprehensive conclusions.

6. General and specific characteristics of self-concept need to

be studied as future projects are being created. Many previous

researchers feel the measuring instruments do not adequately

measure specific constructs of the complex personality.

7. New measuring instruments should be created and used to

aid researchers in measuring complex variables which they desire to

investigate.

As a final comment, it appears many research studies

encourage the creation and testing of new test instruments, but it is

equally important that researchers and practitioners carefully

evaluate program design, content, and length. Outdoor adventure

and education programs have unlimited resources which provide

experiences and opportunities for positive change. Through design

and content, new investigations can be made of behaviors and their

relationship and integration into a person's life. These relationships

should also redirect programs for desired outcomes.

.
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Tennessee Self-Concept Scale
Subscale and Description

1. Self-Criticism--Defensiveness.
2. True-False Ratio--A measure of response bias,

indicating whether the subject's approach to the task involves
any strong tendencies to agree or disagree regardless of item
content.

3. Net Conflict--Indicate conflicting responses to
positive and negative items within the same area of self-
perception.

4. Total Conflict--indicates the total amount of conflict
irregardless of direction.

5. Totaltositive--Acomposite score indicating overall
self-esteem.

6. Idenity--How the individual sees himself.
7. Self-Satisfaction--How the individual feels about the

self he perceives.
8. Behavior--How the individual perceives his own

behavior.
9. Physical Self--The individual's view of his body, state

of health, physical appearance, skills, and sexuality.
10. Moral-Ethical Self--The individual's perception of

his moral worth, relationship to God, his feelings of being a
"good" or "bad" person, and his degree of satisfaction with his
religion.

11. Personal Self--The individual's sense of personal
worth, his feelings of adequacy as a person, and his evaluation
of his personality.

12. Family Self--One's feelings of adequacy, worth, and
value as a family member.
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13. Social Self--The person's sense of adequacy and
worth in his social interactions with other people in general.

14. Total Variability--Represents the total amount of
variability for the entire record.

15. Column Variability--Measures and summarizes the
variations within the columns.

16. Row Variability--Measures and summarizes the
variations across the rows.

17. Distribution Score--A summary score of the way a
person distributes his responses across the five available
choices of each item on the scale.

18. Distribution of 5s--Summary of the response
frequencies of 5s.

19. Distribution of 4s--Summary of the response
frequencies of 4s.

20. Distribution of 3s--Summary of the response
frequencies of 3s.

21. Distribution of 2s--Summary of the response
frequencies of 2s.

22. Distribution of 1s--Summary of the response
frequencies of is.

23. Defensive Positive--A subtle measure of
defensiveness.

24. General Maladjustment--Differentiates psychiatric
patients from non-patients regardless of the nature of the
pathology.

25. Psychosis--Differentiates psychotic patients from
other groups.

26. Personality Disorder--Differentiates persons with
basic personality defects, in contrast to psychotic states, from
all other groups.

27. Neurss--Discriminates between diagnosed
psychoneurotics and other patient groups.
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28. Personality Integration--Differentiates those judged
as average or better in terms of degree of adjustment.

Fitts, 1964.
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Dear C. I. Group,

I will be conducting a research project designed to study the
effects of a ropes course program on self-concept and affective
behavior. It has been proven that experiential or adventure
education can enhance different skills such as problem solving,
communication, decision making, and group cohesion (trust) as well
as build self-confidence in your abilities such as cooperation, trying
new things and perseverance.

I am combining self evaluation with activity based observer
ratings from objective scales. These two tests will be used by both
groups as pre- and post-tests to the treatment of the ropes course.
Your involvement will be in the taking of the written and activity
tests.

The written Tennessee Self-Concept Scale will take about 20
minutes as you answer 100 questions on your thoughts and
feelings. That same afternoon/evening the initiative activities will
be worked on. The initiatives will be video taped for outside raters.
These will be fun problem solving activities of the physical nature,
so dress in shorts or sweats for comfort.

I will divide the class for the Platt Affective Behavior Scales
test, and then randomly assign each of you a numbered penny
which you will wear during the initiatives. This will aid the raters
as they mainly identify you by penny number. Although the video
will record the sound to be used as part of the rating, only first
names will be used. I will be the only one to fully correlate names
and penny numbers with any test data. If you have any questions or
desire further information, please call me at XXX-XXX-XXXX.

Just as all Austin College sponsored trips or projects, the
researcher and the University of North Texas also need a signature
of consent. The following consent form is provided.

The findings of this study are important in documenting and
developing the base for further theoretical research in adventure
education. I hope to provide statistical data to bridge the gap
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between sports and physical education, education and psychology.
The data will be analyzed and a summary report of the findings will
be available to you by completing the needed information on the
consent form.

I am looking forward to being back on campus this fall and
working with you. Thank you in advance for you cooperation and
support.

Sincerely,

Ann Sturdivant
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Dear C. I. Group,
I will be conducting a research project designed to study the

effects of a ropes course program on self-concept and affective
behavior. It has been proven that experiential or adventure
education can enhance different skills such as problem solving,
communication, decision making, and group cohesion (trust) as well
as build self-confidence in your abilities such as cooperation, trying
new things and perseverance.

I am combining self evaluation with activity based observer
ratings from objective scales. These two tests will be used by both
groups as pre- and post-tests to the treatment of the ropes course.
Your involvement will be in the taking of the written and activity
tests and attending a ropes program.

The written Tennessee Self-Concept Scale will take about 20
minutes as you answer 100 questions on your thoughts and
feelings. That same afternoon/evening the initiative activities will
be worked on. The initiatives will be video taped for outside raters.
These will be fun problem solving activities of the physical nature,
so dress in shorts or sweats for comfort. For the ropes course again,
dress in tennis shoes and baggy jeans, sweats or shorts. You can
become hot, sweaty and dirty, so don't wear your new, best clothes.

The ropes course is a series of non-competitive games,
problem solving initiatives, and then low and high elements. The
whole day will be a progression to harder initiatives, ending with
individual high elements.

Get ready to combine fun with some situational anxiety and
fear as you have the opportunity to test yourself. The course is
very safe as I will teach you how to spot and make you aware of
safety measures, so the fear you may experience will be situational
or socially induced.

I will divide the class for the Platt Affective Behavior Scales
test and the rope course, and then randomly assign each of you a
numbered penny which you will wear during the initiatives. This
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will aid the raters as they mainly identify you by penny number.

Although the video will record the sound to be used as part of the

rating, only first names will be used. I will be the only one to fully

correlate names and penny numbers with any test data. If you have

any questions or desire further information, please call me at XXX-

XXX-XXXX.
Just as all Austin College sponsored trips or projects, the

researcher and the University of North Texas also need a signature

of consent. The following consent form is provided.

The findings of this study are important in documenting and

developing the base for further theoretical research in adventure

education. I hope to provide statistical data to bridge the gap

between sports and physical education, education and psychology.

The data will be analyzed and a summary report of the findings will
be available to you by completing the needed information on the
consent form.

I am looking forward to being back on campus this fall and
working with you. Thank you in advance for you cooperation and
support.

Sincerely,

Ann Sturdivant
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I wish to receive a copy of the summary of your research findings.
(Please Print Clearly) NAME:

CAMPUS ADDRESS:

MENTORS NAME:
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Austin College and
University of North Texas Release

For and in consideration of the participation by
in one of the Communication Inquiry Programs of Austin College, in
conjunction with research through the University of North Texas,
the undersigned (participant) (parent of participant) hereby
recognizes that the College and University provides such a program
for the sole benefit of participant, that participation therein is
voluntary, and that participant and parents or legal guardians
expressly assume all risk of personal injury, loss of property, or any
other loss of every nature. For the same consideration and without
conflict with the express assumption of risks, the participant and
parent of participant hereby release and discharge Austin College,
and the University of North Texas, its Trustees, Officials and the
Directors of such programs and research, the drivers and owners of
cars and the heirs, successors and assigns of the aforesaid parties,
jointly and severally from any and all actions, causes of action,
claims, demands, damages, costs, loss of services, and expenses on
account of, or in any way growing out of any and all personal
injuries and property damage of any kind or degree by reason of
any accident or occurrence while the undersigned participant is a
member of the program.

The undersigned (participant) (parent of participant) further
promises to bind himself/herself, heirs, administrators and executors
to indemnify and forever hold harmless the said Austin College,
University of North Texas, its Trustees, Officials, Research and
Program Directors in the same manner, and the said Directors of
courses against loss, damage or expense from any and all claims,
demands, actions or causes of action that may at any time be made
or brought against any or all of said parties by or on behalf of said
participant because of any accident or occurrence while said
participant is a member of the program.
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Term_ 1989 Dated this day of 1989.

Program Title

Parent's Signature

(If the participant is under 18, both parent or guardian and

participant must sign this release.)

Participant's Signature
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Human Ladder

Objective: For the participant to trust the group as he or she climbs
sturdy sticks or branches that are hand held and form rungs of a
ladder.

Design: Sturdy dowel rods, broom handles, or tree branches are
used as ladder rungs. Pairs of group members hold the rungs at
various heights for the participant to climb or crawl over. A safety
precaution is that the rungs should not become too high nor too far
apart.

Rohnke, 1985.
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Order Out of Chaos

Objective: For group members to line up in numerical order.

Design: The group is blindfolded. Each member is assigned a
number. Members are safely placed in a large area. Without talking
they then attempt to line up in proper numerical order.

Variations:
*1. If a member talks, change their number and allow them to

begin again.
2. If a member talks, change their number and have the entire

group begin again.
3. Instead of numbers assign names of animals. Let the

participants make the animal sound and line up by animal size.
4. The group can also line up by month and day of their birth

dates.

* Used in testing.

Simpson.
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Magic Shoes

Scenario and Obiective: There is an acid river that must be crossed
by the group. Everything will be eaten by acid except for one pair
of magic shoes. Wearing these wonderful shoes is the only way to
cross the river. The entire group must cross this acid river.

Specifics:
1. Everyone starts on the same side of the river.
2. The shoes can only be worn once.
3. The shoes can only be worn crossing the river in one

direction.
4. If someone steps in the river they lose a foot and therefore

cannot wear the shoes.
5. If someone falls in the river they die and everyone must

start again, back on one side of the river.
6. Only one person can wear the shoes at a time.
7. Members cannot throw the shoes across the river.
8. To be successful, the entire group has to be together on the

opposite shore.

Design; Set boundaries (ropes, or a line on the ground) about 10-20
paces apart on level safe terrain.

Safety Specifics:
Spotting may be necessary by facilitator and other

participants. Facilitator will have to listen to group strategy and
decide whether it is safe or not. Restrictions and rule changes can
be made to keep the participants safe.

R. Elliot, personal communication, August 1988.
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Trust Fall

Objective: The participant must stand on a platform and fall
backward into the waiting arms of the group.

De sign: The stable platform needed is large enough that the
participant can turn around comfortably. Platform height can vary
from about shoulder to head height.

Safety Specifics:
Catchers:
1. Remove all rings, watches, bracelets, etc.
2. The group of catchers should be in a double line facing

each other with their arms outstretched and palms up.
3. Arms should be arranged in an alternating pattern like

teeth of a zipper, catchers standing shoulder to shoulder.
4. Catchers should each stand with one foot slightly in front of

the other. This allows the legs to absorb more of the impact than
the back.

5. Catchers should be careful about keeping heads out of the
way of the falling participant.

6. After the catch, catchers of the feet lower the participant so
he or she is able to stand.

Participants:
1. Arch the back slightly, keep chin and eyes pointed toward

the sky. This helps in keeping the hips from bending.
2. Hold onto the sides of pants or legs.
3. Fall straight back without bending the hips and without

throwing arms out.

Verbal Commands:
1. Participant straightens the lines of catchers.
2. Catchers at the far end, line up the participant after his

back has been turned to catchers.
3. When participant is ready he or she asks, "spotters ready?".

If catchers or spotters are ready, he or she replies "ready!", if not,
corrections are made and then the "ready!" reply is given.
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Variations: After the trust fall, participant lies on the ground
between the two rows of catchers.

Bunting, 1985; Rhonke, 1977; R. Elliot, personal communication,
August 1988.
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T. P. Shuffle

ScenjriJ: There are two peaceful Indian tribes attempting to cross a
deep canyon. The problem is that they come from opposite
directions to cross the canyon on the only log bridge. Each tribe
must get all its braves across the log before it may continue to its
intended pow-wow.

Variations:

1. Have the tribes muted. Allow pow-wows (talk session of
about thirty seconds to one minute thirty seconds) when the
facilitator feels frustration may begin to hinder any positive
progress.

2. Have one tribe muted so communication can be only within
one tribe. Facilitator can alternate muted tribes so both tribes have
input, but at separate times.

3. Everyone starts over when someone falls or touches the
ground.

4. Both groups must have their entire group together before
anyone can step down from the log.

5. If limited by time, or frustration, only the person that falls
will return to the end of their tribe.

*6. Instead of using tribes have participants line up by birth
dates. Give one pow-wow as they begin and then mute the group.
Allow planning sessions as needed.

sijgn: A low balance beam, telephone pole or other stable, large
pole can be used. It should be secure to prevent rolling.

*Used in testing.

Rhonke, 1985.

I
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Marshmallows

ceaada: There is a hot chocolate river the group must cross. The
river is too hot and deep to wade or swim across. There is also too
much chocolate to drink. Members must cross this river without
getting burned, and by keeping the group together. (Ask the group
questions about how this can be accomplished until they find the
answer "Marshmallows!").

Objective: As a group have members cross a hot chocolate river.

Specifics:
1. Start with slightly fewer marshmallows than the number of

people.
2. Have the entire group start over when someone steps in the

river.
3. Take marshmallows (they melt and/or float down river)

away one by one until you have approximately two or three people
per marshmallow, plus one marshmallow for moving.

Design: A 2" X 8" board will be cut into lengths from 12" to 16" for
the marshmallows. Have boundaries (ropes, rocks, or a line drawn
on the ground) for the river banks.

R. Elliot, personal communication, August 1988.
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Monster Tag

Scenario: An ameba type monster is loose and engulfing people.
The only was is to outrun the monster.

Objective: For the monster to catch the entire group.

Design: One person volunteers or is designated the monster. They
begin to catch all the other group members. When a person is
tagged, they become part of the monster by holding hands with the
monster. As the monster (line) grows longer it automatically
becomes more difficult for the monster to move. The monster
moves as needed to finish capturing all group members.

Restrictions:

1. Only the ends of the monster can tag someone.
2. If the monster fragments in an attempt to catch someone,

the person is still safe and alive, and the monster must reconstruct
its shape before capturing someone else.

3. If a person runs outside the set boundary they then join the
monster.

Variations:
*1. The people or monster must move backwards.
*2. The facilitator changes the boundaries of the playing field

to help (or hinder) the monster and participants.

*Used in treatment.

R. Elliot, 1989.
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Mohawk Traverse

Scenario andObjective: The group must escape from the land of
the giants by traversing the foot bridge that crosses a deep canyon.
This is to be done without falling from the cable bridge.

1. When one falls from the cable, everyone starts over.
2. The whole group must be together at the end before

anyone can step down from the cable.

Variations:
1. When one falls, only the individual starts over.
2. When one falls, they go back to the last tree safely reached.
3. When one falls, the whole group goes back to the closest

tree previously reached by the falling member.
4. The whole group must move together.
5. One must touch the end tree, and then may step down. If

they get down they cannot go back to help others. If after touching
the tree they stay to help, they are safe from falling.

Design: Lengths of cable stretched from tree to tree are varying
distances apart. The cable should be approximately two feet above
the ground. The cable is taunt and will support at least 15 adults.
At least one or two sections are 20 or more feet across.

Bunting, 1985.
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Standard Procedures on High Elements

Most high elements will use the following Clip-in, Belay Set-up, and
Spotting procedures.

1. Clip the locking-D carabiner into the swiss seat by hooking
the biner down through the swiss seat (between your body and the
9 mm rope)

2. Flip the carabiner up so the screw gate locks downhill.
3. Insert the loops of the bowline on the bight knot into the

carabiner and screw down the gate into a locking position.
4. Squeeze the gate to make sure it is locked (squeeze test).

BelaLSfet-u: The Rosa Gold pulley rides on the belay cable
with a 2 rapid link system connecting the Rosa Gold to a Spin Static
pulley. The belay rope will run through the Spin Static pulley. A
dynamic belay is used with a figure 8 descender.

Belaying:
1. Belay commands must be used with each climb.
2. The belayer should keep slack out of the rope. If the

climber is moving too fast, the belayer should instruct the climber to
slow down or stop until the belayer has caught up with the climber.

3. If the climber is not moving, the belayer must have the
brake on.

4. Once the climb is completed the belayer instructs the
climber to move to a safe position to begin the descent.

5. The climber follows the instructions of the belayer for the
descent and gives the verbal commands before descending.

6. The climber should place his hands on the rope just above

the carabiner for the descent.



159

7. As the climber begins his descent, he should keep his feet
on the element for as long as possible to prevent a swing back into
the element.

Soottin:
1. Group members not involved in belaying should spot the

climber (minimum of 2).
2. Spotters should follow standard spotting techniques.
3. Spotters and climbers should use the verbal spotting

commands.
4. Spotters should position themselves appropriately to assist

the climber if needed and to protect the climber from swinging into
an element or a ladder if a fall occurs.

5. Spotters should tend the ladder when in use.
6. When the climb is completed, spotters should position

themselves under the climber and be ready to assist him to the
ground.

Processing, High Elements: The nature of high elements is
individual as compared to initiatives and low elements. Although
the entire group is involved in a climb, the processing issues focus
more on the individual climbing than on the group. The group
processing issues may include support, problem-solving, trust
(especially the belayers), and taking care of the climber. The
climbers have a variety of processing issues which may be trust,
risk-taking, self-confidence, physical ability and limitations. Goal
setting by the climber is very important and should be done prior to
any attempted climb.

Off the Ground Belay Transfer: Off the ground belay transfer
is necessary when the high elements are run in a circuit or series
without returning to the ground. If a static belay system is used, a
group member should be designated on the ground to respond to
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verbal commands. The most important fact to remember in this

situation is that the climber must always be on belay.

Procedure for off the ground belay transfer:

1. The climber must always clip into the 2nd belay system,

prior to going off the 1st belay system.
2. The climber must say "On 2nd belay" to the 2nd belayer.

The 2nd belayer must respond "2nd belay on" prior to unclipping
from the 1st belay.

3. The climber then unclips from the 1st belay and says "Off

1st belay". The 1st belayer responds "1st belay off." At this time,

the belay rope from the 1st element should be lowered to the

ground in preparation for the next climber.
4. At this point the climber says "Climbing" and the belayer or

designated group member responds "Climb on" and the climber can
proceed with the 2nd element.

The off ground belay transfer must be practiced on the ground prior
to attempting it off the ground.

Elliot, 1989
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Group Push-up

Qb jective: The group must problem-solve and find a way for the
entire group to do one push-up with no knees or feet touching the
ground.

Safety Soecifics: Someone may have physical limitations and not be
able to do the push-up. These people can still be involved in the
problem solving and motivation for the group. If individuals are
weak in their upper body and are having problems achieving the
push-up the facilitator can encourage more problem-solving until
the group finds an easier body position for these individuals.

Elliot, 1989.
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Trolleys

Problem: To move the group over a poisoned yogurt area as
effectively as possible, utilizing the given props, without anyone
touching the ground. Members must first discover how to use the
props.

Location: An open, flat area where the group has freedom to move.

Variations: Trees serve as obstacles to maneuver around. The
group might travel up a narrow path, turn around and come back.
The trolley may get stuck in the turn, and have to travel backward.
Members may be instructed to change places. Members may be
muted.

Equipment: Two sets of 4" X 4" X 14' beams tied together in pairs
by rope pieces. Another trolley construction is two 3' lengths of
rope for each person to hold a they stand on the trolley.

Construction for One Trolley: Two 2' X 4" X 14' beams. Holes are
drilled through the 4" side of the beam every 18". A three foot
length of rope is tied through each of the holes. The loose end of the
rope is tied into 1-hooks that are screwed into the 2" side of the
second long beam. These hooks correspond to the holes in the first
beam. Participants are able to hold the beam and stand on a beam.
Two trolleys are needed for the entire group. If the one beam
trolley is used, the members stand on the beam and hold the rope
ends.

Bunting, 1985; Elliot, 1989; Simpson.

I
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Triangle Traverse

Problem: The design is a low level element of cable stretched from
tree to tree in the shape of a triangle. Two ropes are attached to a
tree and are used by two participants who stand on the cable and
traverse around the cable. Participants go in opposite directions and
meet at a point opposite the tree with the rope attachment.

Eauiom ent: A cable stretched tightly between three trees in the
shape of a triangle. The cable should not be more than two feet
above the ground. Two ropes are attached high in one of the
support trees.

Safety Soecifics:
1. There must be one spotter on each side of the wire for each

participant, more are desirable.
2. Spotters' duties vary with the strength and determination

of the participant on the wire. Some spotters help stabilize the
walker, while others help them walk, and others help prevent injury
as the walker steps down from the wire. Spotters should have
hands up, eyes on the walker and ready to protect the participant
when his balance is lost.

3. Participants on the wire should step down from the cable if
balance is lost.

4. When the first walker reaches the first tree he waits for his
partner. The partners traverse the second angle together. They
meet in the middle, do not change ropes, and do not change spotters.
They cross and continue to the second tree, and then traverse to the
destination.

Bunting, 1985; Elliot, 1989.
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All Aboard

Qjecive: The group must problem-solve a way to get every
member of the group on the platform. Both feet must be off the
ground. The group members must hold their positions at least 10
seconds.

Eauioment: Wooded platforms ranging in size from 2' X 2' and/or
larger.

Safety Soecifics: The facilitator must decide whether or not to let
the group pile on top of one another or on each others shoulders. It
is usually unnecessary for a group to use either of the above
methods and much consideration should be given before letting a
group attempt this activity using these methods. The facilitator
may give a clue in the instructions by directing everyone to have at
least one foot touching the platform.

Elliot, 1989; Rohnke, 1985; Simpson.
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Hickory Leap

Ob jective: The participant stands on a 'stump" and dives for a
trapeze or bar suspended out in front. Spotters are lined up as for a
trust dive or trust fall in case the bar is missed. The objective is to
find the fartherest stump from which each participant can jump and
catch the bar.

auioment:
1. A 2 1/2 to 3 foot solid PVC trapeze or bar is suspended

from two trees or poles at a height of approximately 7 1/2 to 8 feet.
2. A series of "stumps" from which participants are to jump.

It is best that the "stumps" be treated telephone poles or doubled
landscape timbers that vary in height and distance from the trapeze.

Safety Specifics:
1. Two spotters should be directly under the bar, and the

other members lined up in a double line facing each other, with each
person having arms extended, standing shoulder to shoulder. This
double line should be between the participant and the bar.

2. Spotters must be alert and anticipate that the bar may be
missed, or that the participant's grip may slip after catching the bar.

3. Spotters will always catch the legs and let the participant's
feet down first.

4. Remove all rings, watches, bracelets, belt buckles, etc.

Tips for Particioants who Jump:
1. Jump for height as well as distance.
2. Aim approximately six inches above the bar.
3. When jumper is ready he or she asks: "Spotters ready?"

Proceed with jump if spotters are ready. If spotters are not ready,
help organize them.

Bunting, 1985; Rohnke, 1977, 1985.
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Trust Circle or
Willow in the Wind

Objective: For an individual to stand in the middle of a circle
formed by the rest of the group and trust them as the individual is
"passed" around safely by the group members.

Desian:

1. Group members form a circle shoulder to shoulder.
2. Feet are in a forward stride position for stability.
3. Hands and fingers are up in spotting position to "finger

pass" or "finger push" the individual around or across the circle.
4. As the individual or "willow" is finishing it is important that

the group members stand the "willow" back up.

Specifics for the "Willow":
1. The individual is in the middle of the circle with his arms

folded securely to his chest, his feet together, and his body straight
and stiff. Eyes should be closed if possible.

2. The participant asks: "Spotters ready?" If the spotters are
ready the individual says, "Falling!".

3. The willow stays stiff and is tilted off balance but
supported and passed around the trusted circle.

Elliot, 1989.
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. Trust Walk or
Sherpa Walk

Objective: For a sighted person to lead a blindfolded group on a
walk, or for the group to be in pairs and one in each pair to be
blindfolded. The sherpa, or sighted person, safely leads the group
over, around, and under obstacles.

Design and Safety S"ecifics:
1. If there is only one sighted person they must go slowly.

Allow the blindfolded group to hold to the shoulders or waist of the
person in front. If the walk is fairly easy or slow, no communication
is allowed within the group.

2. If the walk covers irregular terrain or obstacles, the group
may be allowed to talk.

3. If members are in pairs the instructor can eliminate verbal
communication between the pairs, or allow harder obstacles to be
negotiated with communication.

Bunting, 1985; Elliot, 1989; Rohnke, 1985.
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Magic Circle

Ojfctive: A circle formed by the group as a closing process time.
This gives group members time to reflect over the day, and then
express thoughts, feelings and emotions.

Qesjg: Members stand with arms around the persons standing
beside them. After explanation of the purpose of the Magic Circle
the group "trains" right. These are tiny side steps to the right.
When a group member wants to speak, he or she says "Stop!", the
train stops and the participant speaks. The speaker, when finished,
says "Train Left," and the circle starts again. The train continues
until everyone has had a turn (or two) if they so desire. If there is a
ten second period of silence, the facilitator stops the train.

In closing, the group members each put the right foot into the
circle. On the count of three they step in with the left foot. This is
the last "Group Hug!".

Weinstein & Goodman,1980.
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Mountain Tops

Objective: The group is on a platform called a mountain top, and
must get the group members from one mountain top to another.

Prblem: If the group cannot get everyone across to the new
mountain top, and retrieve the bridge, the group must start over. If
the bridge falls down the mountain (touches the ground, or if
someone falls from the bridge or mountain, the group must start
over.

Equipment: There are three mountain tops, which are square
platforms and are approximately 4' X 4' in size. The platforms are
built off the ground, 12" to 18". They have to be sturdy in order to
hold 13 to 14 people. The group has differing lengths of 2" X 4"
boards. These are used to get the group members from one
mountain top to another. The boards do not reach the next
mountain top so they must be used in combinations. The mountain
tops differ in distances also.

Safety Specifics: Group members are in a small area, and have long
boards that can easily fall or slip, and injure participants. Group
members must protect the person making the traverse.

Ryan Elliot, personal communication, August 1988.
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Tire Traverse

Qbiectixe.: To swing from tire to tire in order to traverse the full
distance without touching the ground.

Design:
1. Used by an individual as a low element to be accomplished

alone with only verbal support from the group.
*2. Used as a problem-solving element by the entire group to

get everyone across the tires without anyone touching the ground.
3. Used with partners, as only two participants should be on

the tires at the same time.

Eu uipmen t:
1. A series of tires suspended by rope or cable approximately

5 feet apart.
2. Tires hang from a cable stretched high overhead.
3. Cable drops and strand vices are best for hanging the tires.
4. Cable is best attached to tires by way of strand vices and

nut eye bolts with large fish plate washers.
5. Tires should hang at varying heights.

Safety Specifics:
1. No spotters are used for this element.
2. The area under the tires must be free of hazards.
3. A rope is used to reach the first tire.
4. It is appropriate to use helmets on this element if the group

ability or size of participants necessitates this.
5. Group members must stay focused and communicate to

prevent an injury from a swinging tire, someone coming down from
a tire, and as members finish the tires whether they land on a
platform or the ground.

*Used in testing.

Bunting, 1985; Elliot, 1989.
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Pamper Pole

CQb jective: To climb a pole and attempt to stand on top facing the
trapeze, and jump from the top in an effort to catch a trapeze
suspended in front of the climber.

Clio-in:

1. A swiss seat is reversed for the pamper pole.
2. A chest harness is worn using one carabiner to clip it

together.
3. Two locking carabiners are used to clip the belay rope to

the back of the seat harness and the chest harness.
4. The belay rope is passed under the chest harness.

Belay Set-ug:

1. A shear reduction block may take the place of a spin static
pulley on the pamper pole.

2. The belayer's end of the rope is passed through the just
right descender.

Belavtin

1. The just right descender takes the place of the figure 8
descender.

2. The belayer stands behind the just right descender and
uses a butt belay method with two carabiners to keep the rope in
place.

3. When the climber jumps, the belayer takes three quick
steps backward to take the slack out of the rope. The climber
should say, "1, 2, 3, jump" when he/she is ready to jump in order to
let the belayer know he/she will be jumping.

4. After the jump, the belayer lowers the climber from the
element. If the climber catches the trapeze, the climber should
release the trapeze on a backward swing.

Safety: Standard spotting procedure:
1. Climbers should not jump to the trapeze without

communicating to the belayer.
2. Climbers should never grab the belay rope during the

jump. This can result in a serious rope burn.

rn
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3. Climbers must wear chest harnesses.
4. Climbers are not allowed to sit on the top of the pole and

jump.

Bunting, 1985; Elliot, 1989.
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Two Line (Parallel Line) Bridge

Ob jective: To come from the Postman's Walk to the 2-line bridge
and attempt to cross the foot cable without using the hands on the
belay rope.

Clip-in: Front of seat harness.

Belay Set-up:
1. ROSA with two reversed licking Ds on belay cable.
2. Belayer can be positioned on either side of the beam.
3. Can also be set up as a static belay.

Belay Procedures:
1. Dynamic belay through a figure 8 or stitch plate connected

to belayer's harness.
2. Belayer will move along with the climber.
3. If a static belay, participant must clip in to the static belay

before coming off the dynamic belay. After being clipped into the
static belay, participant unclips the dynamic belay. Participant then
crosses the two line bridge.

Safety: Standard spotting procedure:
1. The climber should not grab for the belay rope if they lose

their balance.
2. The climber should not try to grab the beam if they fall.

They should use their feet and legs to keep them from swinging into
the beam if they fall.

Elliot, 1989.



174

Catwalk

Ob active: To walk across the "Catwalk" to the other end. The
catwalk is a horizontal telephone pole secured high above the
ground.

lia-a: Front of seat harness.

Belay Set-up,:

1. ROSA with two reversed licking Ds on belay cable.
2. Belayer can be positioned on either side of the beam.

Belay Procedure:
1. Dynamic belay through a figure 8 or stitch plate connected

to belayer's harness.
2. Belayer will move along with the climber.

Safety: Standard spotting procedure:
1. The climber should not grab for the belay rope if he/she

looses his/her balance.
2. The climber should not try to grab the beam if he/she

should fall. He or she should use his or her feet and legs to keep
him/her from swinging into the beam if he/she falls.

A.Iternatives:

1. Use a blindfold.
2. Walk backward.

Bunting, 1985; Elliot, 1989.
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Postman's Walk

Objective: To climb a pole or caving ladder to get to the 2-line
bridge and attempt to cross the foot cable using the single hand
cable.

CiD-in: Front of seat harness.

Be lay Set-up,:

1. ROSA with two reversed licking Ds on belay cable.
2. Belayer can be positioned on either side of the beam.

Belau Protedujres:

1. Dynamic belay through a figure 8 or stitch plate connected
to belayer's harness.

2. Belayer moves along with the climber.

Tins for Participants: Push out on the hand cable.

Alternatives: Use a blindfold.

Bunting, 1985, Elliot, 1989.
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Zip Line

Objective: Climb to a high platform, clip seat harness to a zip pulley
and belay pulley, sit on edge of platform, and jump off.

Clip-in: Front of seat harness.

Belay Set-up:
1. Two opposing biners and belay rope on a cable support on

the side of the tree. (Serves as a belay for climbing the tree [or rope
ladder].)

2. Zip pulley with 18" to 20" sling. Clipped to pulley with a
locking D, and to participant's seat harness with locking D.

3. Also clipped to pulley is a 30' retrieval sling. (Tucked
partially into participant's harness to prevent dragging the ground.)

4. On the cable behind the zip line pulley (closer to the tree),
is a ROSA with two reversed locking Ds. Clipped to the ROSA is a
webbing belay line with locking D to also clip to the participant's
harness.

5. A step ladder and two spotters should be positioned at the
take-off point (about midway down the cable).

Belay Procedures:
1. Dynamic belay through a figure 8 or stitch plate for the

participant to climb the tree to the platform.
2. On the platform, the participant is clipped in to a static

belay on the tree before unclipping from the dynamic belay.
3. The zip pulley is clipped to the front of the seat harness,

and the retrieval line is tucked in.
4. The webbing belay is then also clipped to the front of the

harness.
5. Two spotters with a step ladder help the participant unclip

after the ride, and one pulls the pulleys back up to the platform.

Tips for Particioants:
1. Hold on the zip line pulley sling clipped to your seat

harness.
2. Be ready for a slight jolt as you approach the end of the

cable.
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3. Look around and enjoy the ride.
4. At the take-off point, unclip from the zip pulley before the

belay pulley.
5. Make sure that all of the carabiners and slings stay with the

pulleys and not on your harness.

Bunting, 1985.

---------- I"
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PROCESSING QUESTIONS

Communicating Effectively

1. Can anyone give an example of when you thought you
communicated effectively with someone else in the
group?
2. How did you know that what you communicated was
understood?
3. Who didn't understand someone's attempt to
communicate?
4. What could the communicator do differently next
time to give a clearer message?
5. What did you learn about communication that will be
helpful later?

Expressing Appropriate Feelings

1. Can you name a feeling you had at any point in
completing the activity?
2. Is that feeling a common one in your life?
3. Did you express that feeling to others?
4. Would you like to feel differently in a similar
situation? How would you like to feel?
5. How do you imagine others felt toward you at various
times during the activity? How were these expressed?
6. What types of feelings are easiest/hardest to express?
7. How do you feel about the conflict that may result
from expressing certain feelings?
8. Are some feelings not appropriate to express to the
group at times? Which ones?
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9. What feelings were expressed non-verbally in the
group?
10. Does expressing appropriate feelings help or hinder
completing the initiative?

Leading Others

1. Who assumed leadership roles during the activity?
2. What are leadership behaviors?
3. How did the group respond to these behaviors?
4. Did the leadership role shift to other people?
5. Did you ever follow the leader even if you weren't
sure that the idea would work? Why?
6. Did anyone try to lead the group, but felt they were
unsuccessful? What were some possible reasons for
this? How did it feel to be disregarded?

Making

Trusting

Group Decisions
1. How were group decisions made in completing the
activity?
2. Did anyone not get their first choice?
3. Did everyone in the group express an opinion when a
choice was available? If not, why?
4. What is the best way for this group to make
decisions?
5. Do you respond in similar ways in other groups?
6. What did you like about how the group made
decisions? What didn't you like?

the Group

1. Can you give me examples when you trusted someone
in the group?

2. Is it easier to trust some and not others? Explain.
3. How do you increase your level of trust for someone?
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4. What did you do today that deserves the trust of
others?
5. How does the amount of fear you feel affect your

trust of others?

Closure Questions
1. What did you learn about yourself?
2. What did you learn about others?
3. How do you feel about yourself and others?
4. What did you do today of which you are particularly
proud?
5. Was your behavior today typical of the way you
usually act in groups? Explain.
6. How can you use what you learned in other life
situations?

7. What beliefs about yourself and others were
reinforced today?
8. What would you like to say to the group members?

Other areas for questions:

Deferring Judgment of Others

Listening

Cooperating

Respecting Human Differences

Respecting Human Commonalities

Knapp, 1984
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