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Abstract 

That which does not kill us makes us stronger - Friedrich Nietzche. 

Friedrich Nietzsche’s philosophy infers that one must be fearless, take risks, and face 

adversities to obtain the full benefits of life. By extension, risk-taking opportunities that 

enhance the capacity to effectively face uncertainty or change (adaptability) and which are 

provided in a managed environment can encourage boys to approach risk intentionally.  

Martin’s (2013) tripartite contextualization of adaptability into cognitive, behavioral, and 

emotional, gave me the impetus to research whether these mindful understandings would 

help boys with risk-taking. Adaptability–the willingness to risk-take effectively–often 

necessitates failure. Rolfe (2010) contends that risk-taking as a 21st century skill requires the 

understanding of, and the coping with, failure. Furthermore, Brown (2015) suggests that 

opportunities to fail should be given and that support and guidance by important others 

(mentors) allows for connectivity.  

My intention in this action research project was to question whether involvement in an 

agricultural program would encourage risk-taking in teenage boys. Both qualitative and 

quantitative data were collected from a range of sources. Initial immersion in the language of 

emotive, cognitive, and behavioral descriptors allowed for richer reflections from the study’s 

participants. Subsequently, two agricultural actions were completed, and reflection data 

were collected prior, during, and after the actions. The first theme to emerge was that risk-

taking was encouraged when boys felt secure and trusted their mentors and the process. 

Secondly, enthusiasm for the task and shared experiences ensured task engagement. Finally, 

the provision of an experiential challenge that boys could overcome was paramount in their 

perception of successfully approaching future risk-taking actions. In conclusion, when boys 

were offered challenging, confidence-building experiences in a mentored environment, they 
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felt that they were better equipped to face future risk; ultimately, demonstrating 

adaptability. 

Glossary 

Crush: cattle restraining device. 

Blind: without knowing. 

Vaccinating: needling an animal with medicinal fluids to protect it from disease. 

Acclimation: repeated exposure to similar situations leading to familiarity. 

Hyper-masculine behavior: exaggerated masculinity 

Articulation: the joining of data into related ideas or themes 

Illumination of data: throwing light upon the data 

Socio cognitive mindfulness: cognitive categorization, context and situational awareness. 

Introduction 

Risk-taking is becoming a core skill. Employers now need people who can communicate, work in 

teams, make decisions, be adaptable and take risks (Rolfe, 2010, p. 3). 

The ability to take risks is a skill that allows a student to be adaptable: “to have the capacity 

to respond to uncertainty or change” (Martin, 2013, para. 1). According to Dictionary.com 

(2018, p.1): 

To take a risk is to expose oneself to the chance of injury or loss; to put oneself 

in danger; or venture. To venture means to make or embark upon an 

undertaking; to dare to enter or go. 

 If we want our students to venture into the future successfully, they need to take risks, 

respond to uncertainty, accommodate change, and “dare to enter or go.” A student more 

versed in risk-taking will have an adaptability skill-set that will allow personal growth in the 

new and ever-changing world. 

According to Martin (2013), adaptability can be categorized into three parts: behavioral, 

cognitive, and emotional. Behavioral adaptability involves adjusting one’s behavior in 

response to uncertainty; cognitive adaptability involves adjusting one’s thinking; and 

emotional adaptability involves adjusting one’s positive and negative emotions. Martin 

(2013) also states that students who are more adaptable are more likely to participate in class, 

enjoy school, be more satisfied with life, and have higher self-esteem. In order for boys to 
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adapt to change, therefore, risk-taking needs to be addressed, for change necessarily involves 

risk. 

When reflecting on the IBSC action research topic, Adaptability, I questioned whether a 

student’s approach to risk-taking would impact his adaptability, specifically his behavior, 

thoughts, and feelings before, during, and after a risk-taking activity. Would the promotion 

of socio-cognitive mindfulness amongst the students see a growth in, or enhancement of, the 

desire to risk-take, and hence encourage them to become more adaptable? To this end, I 

developed the research question: How might involvement in an agricultural learning program 

encourage risk-taking in Year 9 boys? 

I offered Year 9 students the chance to take risks in an agricultural program and investigated 

if this type of program did indeed impact their adaptability as they safely experienced both 

success and/or failure. As Rolfe (2010) suggests, “the experience or perception of failure 

and/or successful completion of an activity, as a result of risk taking, in a safe environment, 

can help to build resilience to setbacks and help young people to manage risk better in the 

future” (p. 3). A love of the outdoors and working with animals was my research buy in. 

Working in the cattle yards, engaging in predominantly male stereotypic activities with dust, 

manure, and sweat appeals to boys. The physicality of this activity, where “boy energy” was 

optimized (Lingard, 2009), encouraged student engagement and enthusiasm. 

Action research offers a qualitative assessment of understandings between all stakeholders 

and was therefore an appropriate research approach to use. The practice of action research 

gives us an understanding of the social realities within which people enact their social lives 

(Stringer, 2014) and was therefore a perfect vehicle for researching risk-taking in boys. 

 Literature Review 

Two roads diverged in a wood, and I, I took the one less traveled by, and that has made all the 

difference - Robert Frost (1916). 

Sometimes the way forward is rocky, uncertain, and risky. Learning how to adapt to change, 

how to navigate uncertainty and manage risk is necessary for adolescent boys travelling to 

manhood. As Martin (2013) states, “change and novelty are a reality of life. The extent to 

which young people effectively respond to this reality will have a significant bearing on their 

life course” (para.17). Students wanting gainful employment in the 21st century will need 
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skills that show they are adaptable, creative, and innovative (Reeves and Deimler, 2011). The 

successes of our youth, therefore, are reliant on how their responses to change are managed. 

Research suggests managed risk-taking opportunities in education ought to be more 

prevalent. Rolfe (2010) argues, “little has been done to unravel the processes by which young 

people learn to assess risk and reward and to make good and bold decisions” (p.10). If boys 

are not actively engaged in risk-taking, regardless of whether the risk is perceived or real, 

then they are not able to experience its rewards, nor learn through its failures. In fact, risk-

taking without learning the associated management skills may be destructive (Australian 

Institute of Health & Welfare, 2017).  According to the Australian Institute of Health and 

Welfare, the second leading cause of deaths among males aged between 15 and 24 is vehicle 

accidents, the first is suicide. We need to encourage boys to be more adaptable by offering 

opportunities to problem-solve, navigate new environments, and take risks. The learnt skill 

of risk-taking combined with mentoring and support may help young boys become 

adaptable and not only survive, but thrive, in navigating the path less travelled. 

Failure is a consequence often met when risk-taking and how boys cope with failure is 

reflected in their adaptability. As Rolfe (2010) suggests, “the future face of enterprise will be 

defined by those who are willing to take risks and continue in the face of failure” (p. 11). 

Furthermore, Brown (2012) argues that “children need to handle uncertainty, risk and 

emotional exposure and not be rescued or over protected, they need to face failure and learn 

how to rise again” (p. 213). Brown transforms the word “failure” into something learnt; an 

opportunity to do things differently, to try again and grow. In fact, Reeves and Deimler 

(2011) claim that “it is only failure if we fail to get the learning” (para.18). 

A risk is anything perceived or real that may cause harm, physically, cognitively or 

emotionally. In outlining the necessity or importance of risk-taking, Rolfe (2010) suggests: 

 Taking risks and experiencing setbacks in a safe environment allows young 

people to experience the emotional impact of risk taking without having 

damaging consequences. Therefore, risk taking in simulated environments can 

help prepare young people to deal with problems they may face in other 

contexts (p. 9).   
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Research has found that the risk associated with fear of failure in an academic context 

or circumstance may cause some boys to distance themselves by displaying hyper-

masculine behavior and disengaging from learning (Martin, 2003). In support of 

Martin’s claim, UNESCO (2010) states, “The experience of learning outside the 

classroom can help students develop a greater sense of their own responsibilities 

towards each other and the tasks on which they are working” (para. 2). The boys in my 

study, therefore, were offered an opportunity to practise skills of enquiry and problem-

solving in an industry rather than academic context, while connectivity and completion 

of the task were also promoted. By offering a non-academic experiential learning 

activity with an agricultural focus, I assessed whether boys were able to confront a fear 

of failure and develop better ways of coping and adapting.  

 Involvement in an agricultural program appeals to boys as it relates to traditional male 

constructs and idiosyncrasies of masculinity and hard work. Boys can display non-academic 

strengths, actively participate, and find connection with animals. Dickson (2013) notes that 

boys who are aware of their strengths can use them to analyze and understand their 

thoughts, emotions, and behaviors. By actively allowing boys to physically participate in the 

learning process, both in the cattle yards and through reflection, positive outcomes in 

learning become possible. 

Another central component of risk-taking is connectivity. Connection and disconnection are 

central themes in Brene Brown’s (2012) Daring Greatly and Rising Strong. Brown states that 

“to be connected to others, to have a sense of belonging, is why we are here, it is what gives 

purpose and meaning to our lives” (p. 233). Brown also suggests that there are common 

cultural expectations that prevent boys from showing fear, as displaying this trait can be 

considered by others as being weak. For boys, the greatest risk often faced is that of 

perception in terms of being perceived to be foolish or weak by others, and thus feeling 

disconnected. Brown (2012) situates these moments in “the arena.” An arena is considered 

any moment when, or place where, we have risked showing up and being seen, risked being 

afraid, or have faced a perceived danger. Furthermore, Brown talks about being in the arena 

together (belonging), about not worrying about what the onlookers are saying or thinking 

(they aren’t in the arena, what would they know?), and to risk disconnection. It was hoped 
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that by displaying socio-cognitive mindfulness, when approaching risk, that boys would 

more easily adapt in any future arena. 

In summary, effective response to risk and management of change are adaptability skills 

required for successful navigation of the future. Risk-taking, with its capacity for failure and 

growth opportunities, needs to be taught. Agricultural programs can engage boys, they are 

synonymous with risk and failure while providing achievable challenges. Connectivity and 

collegiality in moments of risk-taking are to be acknowledged and encouraged. 

Research Context 

The Scots College is an independent boys’ school in Sydney’s Eastern Suburbs. Most 

students are from a high socioeconomic background. Many live nearby, while a small cohort 

are boarders from rural areas and overseas. The School has a reformed Presbyterian heritage 

and draws on its Christian values to shape and inform its practice. The College has nine 

campuses and approximately 2000 students. 

This project was conducted with students from Glengarry, The Scots College outdoor 

education campus situated in Kangaroo Valley, NSW. Glengarry offers a unique six-month 

outdoor education residential experience for all Year 9 students. Founded around the 

concept of experiential learning, the experience seeks to offer a rite of passage from boyhood 

into manhood. The action for my project took place at The Scots College Bannockburn 

campus situated near Glengarry. Bannockburn campus is a 300 hectare rural experiential 

landscape where boys learn by doing. I worked with Class 4 at Glengarry, which consisted of 

24 fourteen to fifteen-year-old boys in Year 9. These boys, along with the entire cohort, had 

an opportunity to visit the Bannockburn campus to participate in an agricultural learning 

program during early Term 4 (October 2017). 

Parents and students were required to sign a consent form granting permission to 

participate. Participation in the research project was entirely voluntary and students were 

able to withdraw from the study at any time. Anonymity was maintained throughout the 

project, with boys being referred to during the data collection process as “the participants” 

and in the reporting phase as Boy A, Boy B, etc. 
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The Action 

The research intent was to challenge boys to approach risk-taking with the real possibility of 

failure as a necessary learning experience. The risk-taking activity involved working with 

large animals in an agricultural program. The environment, albeit safe and modified for 

students, was new to the boys. The activities were unpractised, located in a strange 

environment, and undertaken with large potentially unpredictable animals. The agricultural 

experiences or interventions involved many perceived layers of risk. 

Prior to the interventions, I used classroom sessions to unpack the components of risk, 

asking how boys reacted to risk, behaviorally, cognitively, and emotionally. I borrowed this 

notion of compartmentalizing risk from Martin (2013) who argued that the larger skill of 

adaptability be similarly divided. Student input was sought for descriptors of the three 

categories of adaptability (cognitive, emotional and behavioral). Using these descriptors, I 

designed an online survey that the boys then completed prior to, during, and after the risk-

taking actions. 

I explicitly drew the boys’ attention to the new tasks and guided them through the behaviors 

(such as asking for support or minimizing disengagement), thoughts (challenging pessimism 

and self-doubt), and emotions (keeping fear or anxiety in check) essential to succeed at the 

tasks. Together, we discussed what a risk was and how they might feel, act, and think when 

faced with a risk-taking action. Physical risks were identified first and foremost, with boys 

mentioning being kicked, being charged, or stumbling. I discussed other forms of risk the 

boys might encounter, such as emotional, mental, and behavioral risks. We role played 

emotionally risky situations e.g. looking foolish in front of your friends due to performance 

failure. I discussed with the boys that awareness of how they feel, act, and think prior to, 

during, and post a risk-taking action might help them better manage future risk and thus 

become more adaptable. We discussed vulnerability, adaptability, and shame, and how they 

could become better risk-takers with these understandings. Brown’s (2012) metaphor of 

“being in the arena” was introduced and the class talked about devaluing the negative 

opinions of those who are not actually doing the action with you. Knowing that the class 

would be sharing the same experiences, I highlighted the virtues of compassion and 

empathy for each other’s feelings, helping them take emotional risks more confidently. 
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 The first action with the cattle was modelled and explicit directions were given by the 

agricultural instructor. The cattle weighed 400 kg and, although restrained, the experience 

presented significant risk for the boys. Each boy was asked to vaccinate an animal with the 

appropriate volume of chemical. This activity was part of an experiential mathematics lesson 

where “rate and ratio” were used in an industry context. To promote acclimation, a second 

action was conducted, this time with 500kg horses and again, although these animals were 

quiet and well handled by the instructors, the boys felt insecure. These new challenging 

experiences, or changes to the norm, were completed in full view of the other boys in the 

class. 

The boys then reflected upon the activity and, as Rolfe (2010) asserts, this ensured that the 

boys learned from their experience of the risk-taking, including from the mistakes made. In a 

final reflection, the boys were asked to consider their feelings, thoughts, and behaviors and 

how this mindfulness would impact future risk-taking. 

Data collection 

Each participant, including their parents/guardians and my mentor had a clear 

understanding of the expectations of the program, ensuring transparency across all  

stakeholders. Data collection methods were explicitly explained and reflected upon, and 

credibility was enhanced by the “polyangulation” of multiple data sources suggested by 

Mertler (2017, p.11). Using the approach suggested by Stringer (2014), the data collected 

 

 

Figure 1: Reflections from the online surveys, prior to the first action and after the last action.  
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were predominantly qualitative in nature. Key data sources included notebook reflections, 

teacher notes, online surveys and video transcriptions.  

The pre-surveys (Figure 1) about the risk-taking action in the cattle yards asked for responses 

to questions about how the boys felt, what they were thinking, and how they thought they 

would behave. I had originally planned to only spend 2-3 lessons doing this, however, after 

the boys completed a practice survey, I found that they did not have the appropriate 

language to communicate how they felt, thought, and behaved. Their reflections were 

confusing as they could not describe their feelings when compared with the descriptions of 

their thoughts. Many boys said they “felt worried” and they had “worrying thoughts.” 

Based on this, and due to a delay of the action date that was out of my control, fortuitously, I 

was able to meet with the boys on two more occasions. During these sessions, explicit 

descriptive language was considered for explaining feelings, thoughts, and behaviors.  

After discussions with the boys, and in light of their new-found language skills, I revised the 

online survey. This improved survey was completed prior to both actions and immediately 

after the actions This was done so the boys could identify and practise “socio- cognitive 

mindfulness” (Hedin, 2010, p.112) through comparative thinking. Instant reflection was also 

Figure 2: Reflection notebooks 
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required to see if the boys could identify their immediate responses and capture them in the 

moment. Beaumont (2009) asserts that “when we are faced with a threat we sense and act 

first and only later do we consciously notice, decide, and reflect” (para. 1).  

The boys used notebooks (Figure 2) where session worksheets, activities and personal 

reflections were kept. Each action was videoed and the boys’ behaviors were transcribed. My 

field notes from general discussion with students were also analyzed. 

Data analysis 

After reviewing the different data, I conducted a thematic analysis. This involved 

categorizing and coding the data for emergent themes from the boys’ perceptions and 

experiences. As suggested by Silverman (2013), illumination of the data occurred “from day 

1” (p. 230) and my research question was kept in mind as I looked for evidence of risk-taking 

(adaptability) between and after the two risk-taking actions. The last online survey had a 

reflection question that explicitly asked how the boys felt they had grown or changed from 

completing the research project involving the risk-taking activities. As suggested by Stringer 

(2014), the use of the boys’ voices added richness to the data collected. 

Discussion of Results 

I discovered from the surveys, that 21 out of 24 of the boys lived in town or the city and only 

three of them had done agricultural work before. None of the boys, however, had done the 

experiential actions that were presented, thus validating that these actions were new and 

uncertain and, thereby, a risk action. Martin (2013) contends that “the capacity to respond to 

uncertainty or change” (para. 3), that is, when faced with a new situation or risk, is indeed 

demonstrating adaptability. Analysis of the data after the actions and after articulation 

(Silverman, 2013) revealed the following emergent themes. 

Security and trust 

Prior to completing the first action, 16 of the 24 boys reflected that they would behave 

cautiously when engaging with farm work. Concerns for safety and security when doing the 

action were mentioned repeatedly in notebook reflections and in the pre-surveys. Boy A 

commented, “I am always very cautious with things I don’t know or have never done 

before” and Boy B added, “because I don’t want to get hurt”; a thought reiterated by Boy J 



 11 

who quipped, “I would be cautious because I have never done anything like this. That is 

why I would be careful.” 

After the first action the boys’ survey reflections indicated an increased level of confidence 

and a decrease in references to caution and safety, suggesting that perceptions of risk are 

linked to knowledge or experience. In other words, when what is unknown becomes known 

and experienced, there is perceptibly less risk. Another interesting finding that emerged was 

the boys’ stated confidence in both the process and the mentors. Figure 3 shows the boys 

receiving instruction from one of the agricultural mentors. When the second action was 

completed, although ten of the 24 boys still said they would approach another task 

cautiously, they and the others stated that they would feel more confident. In the words of 

Boy C, they felt this way “because they were in safe hands” and, as Boy D reflected, “the 

cattle were in the crush and could not hurt us.” When thinking about a new task, Boy E 

commented, “I will listen to the steps and instructions given by the teachers because they 

ensure my safety” and “in all of the hands on I didn’t feel extremely confident, however every 

aspect of each task was explained easily.” 

 

Figure 3: Vaccination instruction being given by the agricultural mentor, with the steer waiting in the crush. 
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Experience, shared risk and enthusiasm 

In the pre-surveys and notebook reflections prior to the actions, 16 of the 24 boys commented 

that they were concerned about their lack of experience. When asked what they thought 

about doing the action, 20 of the 24 boys were intrigued and/or enthused, yet they expressed 

concern that they had never done anything like this before. One student said, “I’m excited 

because I have never done it before, but a little bit nervous at the same time.” The degree of 

caution with which they approached the action was highly dependent on the boys’ perceived 

level of experience. Their comments ranged from, “I have never done it before so I am scared 

and want to be cautious” to, “I have worked in cattle yards before and I am not worried 

about it.”  

After shared risk-taking, a physical shift expressing changed behavior was noted. From 

observations of videos taken during the action, most of the boys displayed nervous behavior. 

Prior to the actions, all the boys focused their attention on the instructions and the teacher, 

however, they could not keep their hands still. All, at some time, crossed their arms, 

scratched their heads, body or face, put their hands behind their back, in their pockets or on 

their heads, yawned nervously, grimaced or frowned. After both actions, however, the boys 

displayed relaxed behavior. Very few heads were scratched and their arms were not folded; 

instead boys were exclaiming “Wow” and “Phew.” They joked with each other, slapped each 

other in a jovial manner, smiled, and looked casually away from the action. The tone of their 

voices and their reflective comments changed. The focus seemed to shift away from the risk 

towards each other, which suggests something about shared risk and that those who are in 

the arena with us are worthy of connectivity (Brown, 2012). Boy E stated, “I have more 

confidence so I am not worried.” Similarly, Boy F concurred, “I did not feel excluded because 

of my inexperience” and Boy G commented, “The activities provided have been a completely 

new experience that was different and terrifying in its own way.” 
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Experiential Achievement (overcoming a challenge) 

Overcoming a new challenge was the third dominant theme that emerged from the data. 

Interestingly it was not communicated prior to the action as much as it was post the action, 

which may be because the boys had then completed the risk activities. Prior to the first action 

16 of the 24 boys felt excited about doing something new. Boy H stated, “it’s risky, and it’s 

going to be challenging” and “I am excited to do something new.” After both actions the 

boys were just as excited; Boy I commented that “I enjoyed it more than expected. It was also 

easier and less intimidating than I imagined.” Boy J commented, when asked how he would 

act when doing another risk-taking activity, “determinedly, because I would want to get the 

job done.”  When reflecting on why “confident or determined behavior” was chosen in the 

survey when considering future action, the completion of a task or challenge given and 

accomplishment were mentioned by nine of the 24 boys.  

In the post-action classroom sessions and in the final reflection survey, I encouraged the boys 

to consider and communicate all that they felt they had learned about approaching and 

taking risks. Twenty-two of the 24 boys felt they were more aware of their feelings, behavior, 

Figure 4: Boys observing instruction and being monitored while hoof cleaning.  
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and thoughts when risk-taking. Boy B stated, “I have felt that through these practical 

methods of participating in risk-taking I have made myself more aware. I know that I feel 

stressed in situations I don’t know or are risky and that upon completing it I feel more safe 

and knowledgeable.” The boys improved their understanding of risk-taking and therefore 

had an improved capacity to accommodate change. A particularly poignant remark by Boy F 

was, “I have gained a deeper cognitive understanding of feelings, risks, behaviors, and 

thoughts because I have a bigger vocabulary to express them with and a bigger perspective 

to review them with,” indicating that the explicit teaching of the descriptive language was 

indeed useful. 

The emergent themes of security and trust, experiencing shared risk and enthusiasm, and 

experiential achievement can be summarized best by the following boy’s reflection. He 

stated, “I learned more about risk-taking and how not to listen to those who aren’t in the 

yards or the Arena.” Involvement in the agricultural program had given him understandings 

that will shape his future and encourage his adaptability. 

Conclusion 

Schegloff (cited by Sacks in Silverman, 2013) states, “all we need to do is begin with some 

observations, then find the problem for which the observations serve as … the solution” (p. 

255). From my observations, I have come to the conclusion that the solution to the problem 

of how to encourage risk-taking ability and adaptability in Year 9 boys is to involve them in 

an agricultural program. When boys were offered challenging, confidence building 

experiences in a mentored environment, they felt that they were better equipped to face 

future risk. 

The challenges offered were part of an agricultural program that involved managed risk-

taking actions. A class of Year 9 boys undertook these actions in a program that 

encompassed three months of class room preloading and reflection sessions and two 

experiential risk-taking actions. 

Prior to the actions, the boys expressed concern for their safety and predicted that they 

would exercise caution. After the actions, they expressed confidence in the process and their 

mentors, who, respectively, were able to manage the level of risk to which the boys were 

exposed. This suggests that managed risk-taking in a secure environment is critical to 
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confidence-building in boys. The degree of caution with which the boys approached the 

action was highly dependent on their perceived level of experience. Having had little or no 

previous experience with agricultural activities was a genuine concern voiced by the boys. 

Prior to both actions, the boys displayed behaviors that indicated nervousness, caution, and 

concern. They reflected in the online survey that they were indeed worried about their lack 

of experience and the perceived dangers of the action they were about to perform. After the 

action, camaraderie from shared experiences was evident with many of the boys’ behaviors 

changing from displays of concern to that of blithe connectivity. Due to time constraints, I 

was not able to share these observations with the boys. Had I been able, it may have been 

useful for the boys to understand how they behaved when facing a risk and how these 

behaviors changed once the risk had been faced.  This awareness of “self” and behavior 

management when risk-taking may also enhance their adaptability. 

By providing the boys with an experiential challenge that was achievable, I had ensured 

engagement. By having the boys complete two of these challenges, I enabled acclimation and 

encouraged adaptability in the boys. When asked why they would act determinedly or 

confidently in future risk-taking actions, accomplishment and the completion of a “task” or 

“challenge given” was communicated by the boys. This indicated that the boys wanted to 

“get the job done” or “finish the action successfully.” They were determined to face the risk 

and complete the task. This sentiment demonstrated a growth in confidence from having had 

the experience. As Dweck (2006) suggests, “the bigger the challenge the more they {students} 

stretch and grow” (p. 21).  

Research at the outset has its limitations. Those most pertinent for me were time and 

relationship formation. Over the space of three months and with timetable constraints, I only 

had access to the boys for six hourly classroom sessions and two action opportunities. This 

time limitation ensured I planned each session and action with explicit deliberation. The next 

limitation I had was relationship-forming with the Class 4 boys. As a teacher from another 

campus, I had little interaction with the boys and the first thing I had to do was to learn all of 

their names and get to know them. A reasonable level of respect, trust, and connectivity had 

to be established with the boys in a short space of time. They had to feel safe and trust not 

only the anonymity of the process, but my instruction, too.  
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If I was to continue or repeat my research, I would choose a longer project timeframe and 

probably do the research with a class with which I have regular contact. Fortunately, of the 

24 boys, 23 engaged fully in the research and only one was reluctant. Boy Y felt unjustly 

treated as a consequence of some of his free time being used for the research project. As a 

result, he wrote short notebook responses that paid lip service to any depth of description 

and chose not to participate fully in the reflection surveys. He did, however, engage in the 

actions and his behavior demonstrated that he enjoyed both. I would like to continue a 

dialogue with Boy Y to see if we could repair the disconnection and help him with his 

journey to adaptability, because as Brown states, “there can be no outliers, every story 

matters” (2015, p. 149). 

With collaboration I hope to engage my peers with my report findings and improve capacity 

and confidence in their pedagogy. The Scots College is currently on an experiential 

education journey and I hope, with the help of my research project, to help guide and foster 

adaptability in all of the stakeholders travelling with us. 

Reflection 

As Stringer (2014) states, “an action research project’s primary purpose is as a practical tool 

for developing solutions to problems experienced by stakeholders in the context” (p. 10). As 

a stakeholder, I have benefitted enormously; my value as an educator has been enhanced 

and I now have improved language skills with which to communicate understanding. As 

Stringer also infers, action research can give ordinary people the ability to engage in complex 

organizational work usually deemed the province of professionals. I am one grateful, 

ordinary person. The connectivity I achieved with the wonderful Class 4 boys was profound 

and with the insight I gleaned from the readings of Brown (2012, 2017), Dweck (2006), Martin 

(2003, 2013) and Rolfe (2010), I now have a greater appreciation of the position I hold; that of 

a teacher, mentor, coach and guide. 

Going forward, how could this research help others? Based on my conclusion that if boys are 

offered an experiential challenge that is achievable and they are mentored well, risk-taking 

can be encouraged, I would like to communicate this across the college and enhance the 

experiential initiative currently being implemented by The Scots College. In doing so, I 



 17 

would remind all that the challenge does not have to involve an agricultural program, any 

experiential confidence building activity will suffice.  

I would like to acknowledge Dr Ian Lambert, Principal of the The Scots College, for 

encouraging me to become an action researcher. I also need to heartily thank my mentors, Dr 

Caitlin Munday and Mr Bruce Collins, for their constant support and unending belief in my 

abilities. I am sure I would have found the task insurmountable had I not worked with these 

wonderful people.   
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