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1. Background and Rationale

As a former primary school teacher and current university lecturer training student teachers in Wales, it felt obvious and natural to focus my research on education; specifically surrounding primary school teacher wellbeing. ‘Wellbeing’ as generally being understood to feel holistically happy (WHO, 1948) has been a central theme of personal importance throughout my career, underpinning my philosophy that when both teachers and students are happy, stronger relationships and improved learning outcomes emerge. Hattie (2009) also highlights that the strongest learning takes place when robust teacher and student relationships are present. For the purpose of this paper the term “student” refers to children of primary school age (three to eleven years old) rather than student teachers of university age. Similarly to Hattie’s beliefs, Souter and James (2019) explore and encourage how fostering mutual wellbeing benefits both teachers and students, enhancing the overall classroom environment. As this has also been my experience, I am keen to expand on this further and consider how school visits can impact these relationships, whilst being mindful of the dangers of promoting close relationships between students and teachers can sometimes become ethically blurring in terms of professional boundaries (Danaher, 2021).
The importance of wellbeing becomes even more evident when considering the challenges facing the teaching profession today. According to data from Stats Wales (2024), approximately 75,000 working days were lost to teacher absences between September 1, 2023, and August 31, 2024. These figures included health-related and stress-related issues, with Cardiff alone accounting for 8,020 days, while Carmarthenshire and Swansea reported 5,200 and 6,520 days, respectively. As areas local to me, these are of specific interest to my research and enthuse me to find out why teachers are missing more time in school than before. Compared to a decade ago, this marks a significant increase, particularly in cases linked to "work-related stress" (Audit Wales, 2022). Wright’s report for BERA (2022) further emphasises how teacher mental health and wellbeing concerns have heightened since the pandemic (See et al., 2020; Müller, 2022). Such data underscores the perhaps urgent need to address teacher wellbeing, both for their retention in the profession and for fostering effective teaching environments, the research will aim to consider if relationships with students are a contributing factor to these absences.
The Welsh Government’s Successful Futures review (Donaldson, 2015) laid the foundation for the Curriculum for Wales (Welsh Government, 2019), focusing on developing skills such as critical thinking, creativity, and emotional intelligence in learners. However, despite this progress, little reform has addressed teacher wellbeing or adapted pedagogy to account for societal shifts. This gap raises important questions about how the educational system can better support teachers while maintaining high-quality learning environments, the curriculum perhaps considered all aspects of reform apart from the teachers as the “agents of change” as the ones set to deliver the curriculum (Priestley et al., 2013; University of Edinburgh, 2007; Pantić, 2015).
Reflecting on my own teaching experiences, I have found that the times when I was happiest and most effective as a practitioner coincided with when I had the strongest relationships with my students. One standout example was my involvement in the My Primary School is At The Museum project, developed in collaboration with King’s College London in 2018. This initiative involved taking my class of four-year-olds to a local museum daily for eight weeks, transforming the museum into their classroom. The project embarked upon cross-disciplinary, hands-on learning, enabling students to engage with historical, cultural, and scientific knowledge in meaningful ways. As teachers in this setting we became facilitators of inquiry rather than sole providers of knowledge, thereby creating more collaborative and unrestricted interactions with students. The findings of the project, as reported by King’s College London (2018), highlighted its impact on teacher and student relationships and its wider benefits, including fostering deeper connections between schools, parents, and the community. Additionally, the project demonstrated the reciprocal benefits for teachers, who reported increased creativity, satisfaction, and wellbeing as a result of participating. These outcomes align with the Four Purposes underpinning the Curriculum for Wales’s vision of developing ambitious, capable learners through authentic, contextually relevant experiences (Donaldson, 2015).
When considering the notion that informal learning environments, such as museums, provide unique opportunities for strengthening teacher and student relationships, Pianta, Hamre, and Allen (2012) note that shared, novel experiences in such settings help break down hierarchical barriers, fostering relational trust and understanding. Estyn (2020) further incites the value of collaborative learning organisations in nurturing trust and mutual respect between teachers and students. 
This critical literature review aims to build on these personal and professional insights, exploring the broader research on teacher and student relationships within the context of educational visits. It examines how these experiences influence classroom dynamics, teacher perceptions of their roles, and overall wellbeing, contributing to the evolving discourse on experiential learning in the Welsh educational landscape.
 







Section 2 The Literature Review
2.1 Searching the Literature 
Embarking on this literature review initially revealed a limited body of research directly linking student-teacher relationships, primary education, and educational visits. Early searches using specific parameters (namely linking primary schools, student relationships, teacher relationships, wellbeing AND educational visits) yielded minimal results, emphasising a notable gap in the literature. Expanding the scope of the review by removing some search constraints uncovered broader insights, particularly resulting in studies conducted in Scandinavian countries, where holistic educational approaches often integrate well-being, social-emotional learning (SEL), and outdoor or experiential activities.
The European Commission (2022) highlights that Scandinavian educational systems prioritise a holistic approach to learning, placing significant emphasis on student participation, equality, and inclusivity – aligning with my own positionality on education. These principles are underpinned by a strong focus on SEL and well-being, which have been shown to contribute to positive educational outcomes and these practices align closely with the aims of the Curriculum for Wales, which encompasses authentic contexts and learner well-being as central to its educational framework (Welsh Government, 2019). This raises an intriguing area for exploration: how educational visits, often used in Scandinavian systems, might similarly enhance student-teacher relationships within the context of Wales' evolving curriculum – but there is limited existing research to draw upon.
In conducting this review, searches for literature specifically linking educational visits to student-teacher relationships in primary schools also yielded limited direct results. However, broader studies on teacher and student relationships consistently show apparent links in their critical role in fostering trust, motivation, and academic success (Hattie, 2009; Bowlby, 1969). Similarly, research into experiential learning (Kolb, 1984; Rogoff, 2003) highlights how engaging students in real-world, hands-on activities promotes relational growth, which may be further amplified in informal settings such as educational visits. But again, nothing linking all of the queries.
The limited availability of direct studies in this niche area suggests a significant gap in the research. While existing studies touch on related themes—such as the impact of teacher and student relationships on academic success or the benefits of outdoor learning—there remains little empirical evidence explicitly connecting educational visits to the dynamics of these relationships. This scarcity of evidence underscores the necessity of conducting further research to examine how the shared experiences of educational visits might strengthen relational ties between teachers and students. The limited sources that were available shall be critiqued in more detail using tools such as those recommended by Wallace and Wray (2021) and Rowland (n.d) to consider the validity of the research and be able to consider the findings on their individual merits – a sceptical and often dark way of thinking but a necessary path of an emerging researcher!
2.2 Conceptual Framework 

Defining a precise conceptual framework for research often requires narrowing a broad field of inquiry into manageable, interconnected areas (Creswell, 2018). For this study, the focus is on exploring how educational visits can impact teacher and student wellbeing, with particular emphasis on building positive relationships, experiential learning, and teacher wellbeing. This potentially broad topic offers itself to many possible areas of focus and identifying a specific focus for the research presented a challenge due to the wide-ranging possibilities within this field. After refining the focus, three core conceptual frameworks were identified to guide the research:

2.2.1 Teacher Wellbeing in the Context of Educational Visits
Teacher wellbeing is increasingly recognised as a critical factor in fostering positive educational environments, with external activities such as educational visits offering promising avenues for supporting teacher engagement and reducing stress according to the sources outlined within this section. Fiorilli et al. (2019) underscore the connection between teacher wellbeing and professional development, identifying that participation in external activities, including educational visits, can alleviate stress and enhance job satisfaction. However, while this study highlights the potential benefits of such activities, it does not dive into their specific impact on the teacher and student relationship, leaving a critical gap in understanding the dual benefits of educational visits for both teachers and students. This does link to the earlier concern of increased teacher absence in that it may suggest that visits could improve this.
Kyriacou’s (2001) foundational work on teacher stress offers further insights into the factors influencing teacher wellbeing. He identifies external professional development opportunities as a potential mechanism for stress reduction but, like Fiorilli, does not explicitly connect these opportunities to educational visits or their broader implications for student outcomes. This omission highlights the need for more targeted research exploring how visits, as a specific form of professional engagement, might influence both teacher wellbeing and classroom dynamics.
Contrastingly, Roffey (2012) extends the conversation to a broader analysis of school wellbeing, emphasising that activities such as external trips can foster a sense of community and positively influence the wellbeing of both teachers and students. However, Roffey’s analysis is limited in its reliance on general observations rather than detailed case studies or robust empirical data. While the theoretical basis may be considered compelling, the absence of concrete evidence weakens the claim's applicability in specific educational contexts, further reinforcing the need for research that situates educational visits within a structured and evidence-based framework – this will be expanded upon in the next sub-section.
Two existing conceptual frameworks that perhaps offer valuable perspectives for understanding the potential of educational visits to enhance teacher wellbeing are the Self Determination Theory (SDT) and the Job Demands Resources (JDR) Model. Deci and Ryan’s (1985) SDT underpins the importance of fulfilling basic psychological needs to foster wellbeing, similarly to the work of Maslow who suggests children must be holistically fulfilled to reach self-actualisation. Educational visits, by providing teachers with opportunities to design and lead dynamic, contextually relevant learning experiences, can contribute to autonomy and competence. Additionally, the relational aspects of visits—potentially strengthening bonds with students and colleagues—can foster relatedness and holistic fulfilment. Notably, challenges such as the logistical complexity of organising visits may undermine these benefits, highlighting a tension that warrants further exploration (Bakker et al., 2007; Fiorilli et al., 2019; Kyriacou, 2001). 
Comparatively, the JD-R Model (Bakker and Demerouti, 2007) provides another lens for examining teacher wellbeing, focusing on the balance between job demands and available resources. Educational visits exemplify this balance: while they introduce demands such as planning, risk management, and supervision, they can also offer resources such as professional fulfilment, improved teacher and student relationships, and opportunities for collaboration. The model suggests that when resources outweigh demands, teachers are more likely to experience engagement and reduced burnout. However, in cases where demands surpass resources, such as in underfunded schools or when teachers lack administrative support; educational visits could perhaps inadvertently exacerbate stress levels. This dual edged nature of visits underscores the importance of examining contextual variables that influence their effectiveness as a tool for promoting wellbeing. If this was to become the focus of research, it would be imperative to consider the ethical implications of asking teachers to participate in organising and analysing the visits (BERA, 2024). 
In synthesising these perspectives, it becomes evident that while educational visits hold significant promise as a means of enhancing teacher wellbeing, current literature leaves critical gaps in understanding their full impact. The existing studies are often limited in scope, either by focusing on general professional development without explicit links to visits (Kyriacou, 2001) or by lacking empirical rigor in assessing outcomes (Roffey, 2012). Bridging these gaps requires research that situates educational visits within well-defined conceptual frameworks, such as SDT and the JD-R Model, while addressing the dual benefits for teachers and students. Such research would provide actionable insights for policymakers and practitioners seeking to create more supportive educational environments. Another potential area of focus and research to underpin a further study would be more simply the teacher student relationship, generally. 

2.2.2  Critical Evaluation of Roffey (2012) Using Wallace and Wray’s (2021) Template

A paper of interest through conducting the critical literature is Roffey’s (2012) paper, “Student wellbeing – Teacher wellbeing: Two sides of the same coin?”, published in Educational and Child Psychology. On first glance, it appeared to focus on the approach to education found in educational visits and the impact of this. Through using Wallace and Wray’s (2021) template I was able to examine the paper through a more critical lens. The paper explores the interplay between student and teacher wellbeing, arguing that these are interconnected and mutually reinforcing. The study emphasises the importance of relational pedagogy and a whole-school approach to fostering wellbeing. This paper’s focus on systemic and relational factors makes it highly relevant to understanding the potential impact of educational visits, particularly in the context of building stronger teacher and student relationships and promoting wellbeing.
Roffey’s central claim is that teacher and student wellbeing are inextricably linked and that positive relationships are foundational to fostering wellbeing within schools. If this is correct then the impact of this on teacher absence, as mentioned in the introductory section, must be considered and prioritised. Drawing on ecological systems theory (Bronfenbrenner, 1979), the paper explores and suggests that relational dynamics within schools significantly impact both individual and collective wellbeing. Roffey’s discussion aligns with findings by Hattie (2009), who identifies strong teacher and student relationships as a critical factor in student engagement and achievement.
The relevance of Roffey’s work to future potential research lies in its exploration of how relational practices can enhance wellbeing. While the paper does not explicitly address educational visits, its emphasis on relational pedagogy provides a theoretical basis for understanding how shared experiences, such as those facilitated by visits, might strengthen teacher and student relationships and promote wellbeing. This focus aligns with the Curriculum for Wales (Welsh Government, 2019), which prioritises relational and contextually rich learning environments.
Notably, one of the key strengths of Roffey’s paper is its systemic perspective. By framing wellbeing as a relational construct, the paper highlights the importance and connection of individual, relational, and systemic factors. This aligns with Bronfenbrenner’s (2006) Bioecological Model, which sets the importance of proximal processes in human development. Roffey’s argument is further supported by empirical studies, such as those by Pianta et al. (2012), which demonstrate that positive teacher and student relationships enhance both academic and social outcomes. 
Another possible strength lies in Roffey’s advocacy for a whole-school approach to wellbeing, within this peer reviewed paper. This holistic perspective recognises that individual interventions are insufficient without systemic support, a view echoed by Fullan (2007), who also states the importance of organisational culture in sustaining educational change. Roffey’s emphasis on relational pedagogy as a means of promoting wellbeing aligns with Kolb’s Experiential Learning Theory (1984), which underscores the importance of authentic, relationally rich learning experiences.
Roffey’s use of case studies to illustrate her arguments adds depth and practical relevance to the paper. These examples provide concrete illustrations of how relational practices can be implemented in schools, making the findings accessible and actionable for practitioners. This is something to consider in my own practice and research.
Contrastingly, despite its strengths, Roffey’s paper has several limitations that warrant critical examination brought to light through looking at the paper’s credentials (Wallace and Wray, 2021). Firstly, the paper’s reliance on case studies, while providing valuable insights, limits the generalisability of its findings. As Yin (2018) notes, case studies are inherently context-specific and may not capture the diversity of experiences across different educational settings. The lack of supporting literature, especially within Wales, makes it difficult to compare contextually. 
Secondly, the paper’s theoretical emphasis on relational pedagogy is not complemented by robust empirical data. While the arguments are compelling, the lack of quantitative evidence limits the paper’s ability to substantiate its claims. Creswell and Poth (2018) argue that a mixed-methods approach, combining qualitative insights with quantitative data, is essential for providing a more comprehensive understanding of complex phenomena such as wellbeing – this is my preferred method to gain a larger understanding of the data collected, providing depth to the responses of participants.
Additionally, Roffey’s focus on relational dynamics does not sufficiently address external factors that impact wellbeing, such as socioeconomic status (SES) or policy constraints. As Gay (2018) highlights, these contextual factors play a significant role in shaping educational experiences and outcomes. This omission is particularly relevant for my own research, where the role of educational visits in diverse settings, including underserved communities, is a key consideration within the context of an increasingly diverse country like Wales in 2025.
Roffey’s paper offers several important findings that can inform future research on the impact of educational visits on teacher and student relationships and wellbeing. The first being relational pedagogy as the paper underscores the importance of relational practices in fostering wellbeing, a personal stance that can be explored further. This aligns with previous experience and suggested focus on how shared experiences during educational visits can strengthen teacher and student relationships. Informal learning environments, as discussed by Rogoff (2003), provide unique opportunities for relational pedagogy, which could potentially enhance both academic and social outcomes. It is also important to consider whole school approaches as Roffey’s advocacy for systemic approaches to wellbeing highlights the need for schools to integrate relational practices into their culture and curriculum. This suggests that educational visits should not be isolated events but part of a broader strategy to promote relational and experiential learning, might it be possible that visits are currently more prominent in children of older ages (OFSTED, 2014; DFE, 2019)? 
It may be significant to note that the paper highlights the reciprocal nature of wellbeing, suggesting that practices that enhance student wellbeing also benefit teachers. This finding of ‘mutual benefit’ is supported by the JD-R Model (Bakker and Demerouti, 2007), which synthesises the role of job resources, such as positive relationships, in reducing burnout and promoting engagement, this could reduce aforementioned absences in Wales when the opportunities are implemented.
Future research could build on these findings by exploring how educational visits contribute to relational and systemic wellbeing for all. By incorporating qualitative methods, such as interviews and observations, a case study can provide richer insights into the lived experiences of teachers and students, addressing the limitations of Roffey’s paper.



2.2.3 Teacher and student Relationships

Due to limited search results linking to educational visits, the exploration of literature surrounding teacher and student relationships in a general manner can be considered as teacher and student relationships are deemed central to effective teaching and learning, with a wealth of literature highlighting their critical role in promoting academic success, emotional regulation, and student motivation (Hattie, 2009; Pianta, 2012; Rimm-Kaufman, 2014). As mentioned, Hattie (2009) underscores that strong teacher and student relationships are among the most significant factors influencing student outcomes, while Souter and James (2019) emphasise the mutual benefits of such relationships for both students and teachers, if I explore this notion in isolation it can later be combined with visits for my own research. Concerningly, systemic challenges such as overcrowded classrooms, teacher burnout, and insufficient resources frequently hinder the development of these connections, creating barriers to optimal educational environments (Marais, 2016; Education Review, 2023; International Journal of Novel Research and Development, 2023), thus a consideration that the context of educational visits may alleviate these constraints. 
The theoretical underpinning for this discussion lies in relational theories, such as those proposed by Bowlby (1969) and further developed by Hattie (2009) that highlight the significance of trust, attachment, and relational security in fostering meaningful connections between teachers and students. Bowlby’s attachment theory stresses the need for secure relationships in early development, while Hattie’s research demonstrates that these principles remain vital throughout the educational journey, directly influencing student engagement and performance.
Social-Emotional Learning (SEL) frameworks, such as those articulated by Goleman (1995), provide additional insights into how emotional intelligence and effective communication can strengthen teacher and student relationships. SEL advocates the importance of developing self-awareness, empathy, and interpersonal skills; which are integral to building trust and mutual respect. 
Robert Pianta's extensive research paper (2012) was also pivotal personal reading as they advocate the role of teacher and student relationships in fostering student engagement and academic success, a paper I will critique in more depth in the next sub section. He conceptualises these relationships as multifaceted systems encompassing teacher and student beliefs, behavioural interactions, and individual characteristics. Pianta strongly emphasises that high-quality interactions within the classroom are fundamental to student engagement and can be enhanced through targeted interventions that provide teachers with insights into developmental processes and personalised feedback on their interactive behaviours. Combined with Lee Shulman, they introduce the concept of 'pedagogical knowledge,' which includes the understanding teachers have of their students and the strategies they employ to create effective learning environments. Within this framework, teacher and student relationships are viewed as a critical component, suggesting that the ability to establish and maintain these relationships is integral to effective teaching – a principle I am keen to expand on within my research. 
Synthesising Pianta's and Shulman's perspectives with broader literature reveals a consensus on the importance of teacher and student relationships. For instance, Frymier and Houser (2000) describe these relationships as interpersonal connections that significantly impact student motivation and learning. They argue that positive teacher and student relationships contribute to a supportive classroom environment, enhancing students' academic engagement. Moreover, Wubbels and Brekelmans (2011) highlight that teacher and student relationships contribute to a positive social climate, albeit specifically in science classes, but also emphasise the relational aspect of teaching as essential for effective education. Thus, the combined insights of Pianta, Shulman, and other scholars underscore that teacher and student relationships are multifaceted and central to effective teaching and learning. These relationships are shaped by teachers' pedagogical knowledge and interpersonal skills, and they significantly influence student engagement and academic outcomes.

2.2.4  Critical Evaluation of Pianta and Stuhlman (2004) Using Wallace and Wray’s (2021) Template
The study by Pianta and Stuhlman (2004) was of interest as it investigates the impact of teacher and child relationships on early childhood education, emphasising their role in academic, social, and emotional development. Published in School Psychology Review, a peer-reviewed journal, the research adopts a quantitative and longitudinal approach, employing hierarchical regression analyses to assess data from four hundred and ninety children. As I embark on the research journey, the importance of peer reviewed articles becomes more obvious as they filter through many studies to find those with credibility, scrutinised by others, heavily weighting the scholarly aspect of the writing (Bjork and Solomon, 2012; Bornmann, 2011; Kumar, 2014). Through reading this paper it was apparent that their findings reinforce the importance of relational closeness while highlighting the detrimental effects of conflict in teacher-child relationships. This evaluation critically appraises the study’s strengths, limitations, and relevance to contemporary research on educational visits and teacher and student relationships. The balance in considering the impact of a negative school visit on this relationship cannot be overlooked. 
Interestingly, within my role of studying educational theorists, Pianta and Stuhlman’s (2004) core argument aligns with Bronfenbrenner’s (2006) Bioecological Model, which outlines the proximal processes in child development, such as teacher-child interactions. The study underscores that closeness in these relationships provides better academic outcomes, emotional regulation, and social competence, while conflict correlates with behavioural problems and diminished learning environments. Notably, this also resonates with Vygotsky’s Social Development Theory (1978), which identifies social interactions as foundational to learning.
Although the study provides valuable insights into relational dynamics, its focus on early years and the United States context limits its applicability to broader educational settings, particularly within my focus in Wales. The findings are highly relevant for exploring teacher and student relationships during educational visits, where informal settings might amplify relational closeness, reducing classroom tensions (Hattie, 2009; Pianta et al., 2012). However, the lack of exploration into these specific contexts, such as shared experiences in outdoor or informal learning environments—creates a gap that perhaps further research can address.
One of the study’s primary strengths lies in its robust methodological design. By employing longitudinal data from multiple sources (teacher reports, parent reports, and direct assessments), the authors ensure reliability and reduce the risk of single-source bias. This triangulation aligns with Creswell and Poth’s (2018) advocacy for diverse data sources in ensuring validity. Additionally, the large sample size  of nearly five hundred participants,  enhances statistical power, allowing the authors to generalise findings within the constraints of the study’s demographic and geographic scope.
Additionally, the  study’s focus on conflict and closeness in relationships offers a nuanced understanding of the dynamics at play. Relational closeness, characterised by warmth approach and low levels of conflict is positively associated with better academic and social outcomes, consistent with The Attachment Theory (Bowlby, 1969). The findings also align with Birch and Ladd’s (1997) evidence that close relationships predict positive outcomes, while conflict correlates with disruptive behaviours. This is in a generalised setting not specifically on educational visits.
Moreover, the research highlights contextual factors influencing teacher and child relationships, such as gender and socioeconomic status. Hughes and Kwok (2007) similarly found that boys and children from low socioeconomic status backgrounds experience greater relational conflict, impacting their school outcomes. This intersectional analysis may be valuable for understanding the broader implications of relational quality in diverse educational settings.
Despite its strengths, the study has notable limitations that reduce its applicability to contemporary educational contexts and particularly in relation specifically to my proposed research focus on educational visits. One consideration which could apply to my own study is Teacher Bias. The reliance on teacher reports introduces potential bias, as teachers’ perceptions may be influenced by their expectations and interactions with specific children. Hughes (2012) highlights this as a recurring challenge in relational research, suggesting the need for additional data sources such as peer or independent observer reports, although, it is unlikely that a peer would want to disagree. Moreover, while the study’s quantitative approach provides valuable statistical data, it fails to capture the lived experiences and nuances of teacher and student relationships. Qualitative methods, as advocated by Creswell and Poth (2018) and my personal preferred research method, could provide richer insights into how relational closeness and conflict develop over time. This limitation is particularly relevant for my own research, where qualitative approaches could illuminate the relational dynamics during educational visits. The verbal feedback will be key to a deeper understanding. 
It is also essential to note the limited diversity in response as the study’s focus on a subset of children within parameters of specific study limits its generalisability. In an ever diverse landscape within Wales, this will be of important consideration within my own research.  The sample’s demographic homogeneity does not account for cultural or regional differences, raising concerns about its applicability to contexts like Wales. Gay (2018) notes the importance of accounting for cultural diversity in educational research to ensure findings are relevant across different socio-economic and cultural settings, this will be important to consider in my own research as diverse samples are necessary to ensure research reflects the full spectrum of societal experiences and challenges (Banks, 2015) and will allow for further future dissemination of potential results reaching a wider audience.
Within this particular study, there was a restricted age range, possibly a good thing to provide a focus group, a definite consideration for my own research. Notably, the exclusive focus on early years children precludes an understanding of relational dynamics in older age groups, which could vary significantly, especially when I have outlined my desire to research at a “primary school” age range. The study provides a foundational understanding of teacher student relationships but leaves significant gaps or opportunities for future exploration. My research could potentially address these gaps in several ways. 
By focusing on educational visits, the aim of the study could explore how shared experiences outside the classroom influence teacher and student relationships. Informal learning environments, as suggested by Kolb’s Experiential Learning Theory (1984), offer unique opportunities for relational development, which Pianta and Stuhlman’s (2004) study does not address. This may concern the Museum setting mentioned in my introductory paragraph, for example.
Adopting a Mixed Methods approach would allow the incorporation of qualitative data through interviews, observations, and case studies would provide deeper insights into the relational dynamics during educational visits. Tashakkori and Teddlie (2010) advocate for mixed methods to capture both measurable outcomes and the nuanced experiences of participants; to consider the “why” will be of value in this exploration, as well as the “what”. It will be of importance to the research to ensure a diverse sample in terms of age, Socioeconomic Status, and cultural backgrounds. This would address the limitations of Pianta and Stuhlman’s (2004) study, enriching the generalisability of findings (Banks, 2015) and making it more relatable to education settings in Wales.  While Pianta and Stuhlman focus on relational conflict and closeness between teachers and the children, I am more specifically interested in my how future  research could extend this by examining how educational visits contribute to teacher and student wellbeing and relationships, linking back to the original concept of high absences of teachers linked to this. Roffey (2012) and the Curriculum for Wales (Welsh Government, 2019) emphasise the importance of relational wellbeing in creating positive learning environments and so there is a national need to explore opportunities to do this.
To conclude this sub-section, Pianta and Stuhlman’s (2004) study does provide valuable insights into the critical role of teacher and student relationships in early childhood education. Its methodological rigor and theoretical grounding in frameworks such as Attachment Theory and the Bioecological Model underscore its contribution to the field. However, its limitations in teacher bias, lack of qualitative data, and restricted applicability to diverse contexts highlight significant gaps which could be further addressed. I feel  this study serves as a starting point to explore how educational visits may influence teacher and student relationships. By using a critical literature framework (Wallace and Wray, 2021) and addressing the limitations identified and integrating insights from experiential learning and wellbeing frameworks, it’s possible my own  study could make a meaningful contribution to the literature. Future research should perhaps prioritise diverse, mixed-method approaches to fully capture the relational and contextual dynamics of teacher and student interactions during educational visits, particularly within the Welsh educational context.



2.2.5 Experiential Learning

Experiential learning is a cornerstone of meaningful educational practice, emphasising the active engagement of learners in real-world context (Gentry, 1990; Boggu and Sundarsingh, 2019; Prince, 2004; Donovan et al., 1999. Kolb’s Experiential Learning Theory (1984) suggests that deep and transformative learning occurs when individuals engage in a cyclical process of concrete experience, reflective observation, abstract conceptualisation, and active experimentation. This model aligns closely with the potential of educational visits to create immersive and impactful learning opportunities, allowing students to connect theoretical knowledge with tangible, authentic experiences. 
Despite being a notable gap in literature relating to the link between teacher and student wellbeing AND experiential learning in Wales, ESTYN (the education and training inspectorate for Wales) recognise the importance of experiential learning across various educational stages. In the Foundation Phase Framework, of which the Curriculum For Wales has built upon,  Estyn advocates for an "experiential, active approach to learning," highlighting the significance of placing the child at the centre of all learning activities and recognising the crucial role of children's well-being. Estyn showcases practical applications of experiential learning in schools. For instance, a 2022 Estyn Case Study, praises how Ewloe Green Primary School integrates practical methods to cater to diverse learners, resulting in increased student confidence and engagement, particularly among those previously reluctant to participate particularly in demonstrating how experiential learning can make education more dynamic and inclusive. As this is a primary school focus, it links well to the suggested research, favourably that there could be scope to promote relationships through visits. 
Furthermore, Estyn highlights the provision of high-quality experiential play opportunities in their 2023 Case Study of Crossway Nursery. The nursery encourages active experiential learning by planning a wide range of engaging activities that develop children's skills while allowing them to pursue their interests. This approach includes authentic, real-life experiences that encourage independence and exploration, fostering a natural, homely environment that brings the outside in and promotes respect for nature. This also aligns with the principles of the  Curriculum for Wales (Welsh Government, 2018).  
Sociocultural theories (Vygotsky, 1978; Rogoff, 2003) further reinforce the value of shared learning in authentic contexts, suggesting that cognitive and social development is best facilitated through collaborative, contextually relevant experiences. Vygotsky’s concept of the Zone of Proximal Development outlines the role of social interactions in extending learning beyond what students can achieve independently, while Rogoff (2003) highlights the importance of participation in culturally and contextually meaningful activities. Educational visits, by situating learning in real-world environments, offer unique opportunities for such collaborative engagement, fostering both individual growth and collective understanding.
However, the potential of experiential learning is not without challenges. Effective implementation depends on the ability of teachers to facilitate such experiences, which may require pedagogical adaptability and additional support. Logistical constraints, such as funding, scheduling, and access to suitable venues, can also limit the feasibility of educational visits, particularly in under-resourced schools (Ewance, 2023; Leung 2024; Department for Education, 2018; Phinla, 2024). Addressing these barriers is essential to ensuring that experiential learning opportunities are accessible and impactful for all students thus helping to develop relationships as being explored in the suggested research. 





















Section 3 Conclusion

3.1 Research Objectives and Question
From this varied research and vast critical reading of the surrounding literature, it is then important to try to generate and refine a Research Question. The prima facie research question for this study is: "Exploring how educational visits influence teachers' perceptions of their relationships with students; do they have a positive impact?" This question aligns with my interpretivist research stance, which seeks to explore and understand the nuanced perceptions, experiences, and interpretations of participants. As Crotty (1998) state; interpretivism within a constructivist framework posits that knowledge is not directly attainable but is instead constructed through the interpretation of individuals' accounts and observations. This perspective supports the aim of investigating how educational visits shape teachers' understanding of their relationships with students, and vice versa.
Interpretivism is particularly well-suited to this study because it prioritises the subjective and contextual dimensions of human experience (Saracho, 2015). By examining teachers’ lived experiences and perceptions, I seek to uncover deeper insights into how educational visits impact their relational dynamics with students. This aligns with the view expressed by Thomas (2017), who argues that interpretivist research strives to understand behaviours, actions, and responses from the perspective of those involved, offering rich, meaningful data grounded in real-world contexts.
The proposed research question also allows for a mixed-methods approach, combining qualitative and quantitative methods to capture the multidimensional nature of teacher and student relationships. As Cohen, Manion, and Morrison (2018) suggest, such an approach enables the integration of both inductive and deductive reasoning, facilitating the investigation of multiple, plural perspectives – as there is limited existing research, the more data, the better!

3.2 Summary and Future Considerations

There appears to be a need for Future research within Wales, to explore student teacher relationships linked to Educational Visits. As this would be constrained by time and resources,  it would focus on the immediate impact of educational visits on fostering positive teacher and student relationships, a topic that bridges gaps in existing literature on teacher and student dynamics, experiential learning, and teacher wellbeing. Specifically, the study will investigate teachers’ and students’ perceptions of their relationships before, during, and after visits, identify key factors such as shared experiences and informal interactions that influence these perceptions, and explore potential changes in classroom dynamics post-visit. This targeted approach aligns with theoretical perspectives, such as Kolb’s (1984) experiential learning theory and the relational insights of Hattie (2009), while offering practical implications for the Welsh educational context, where the Curriculum for Wales encompasses authentic, contextually rich learning experiences (Welsh Government, 2019). By addressing these focused areas, this research would aim to contribute actionable insights into the relational and pedagogical value of educational visits.
Whilst an open mind to the outcomes is essential, and the research is only setting out to explore the outcomes, the potential future implications if this research was to expand upon and compliment the existing data could be influential in realising the aims of the Curriculum for Wales. There could be a potential need for training programs to be developed to equip teachers with strategies for maximising these relational opportunities, aligning with recommendations by Souter and James (2019). Schools may wish to begin integrating regular educational visits into the curriculum to contribute to a positive school culture, enhancing student engagement and teacher wellbeing.  Enhancing collaborative planning between teachers, students, and parents increasing the effectiveness of such activities by ensuring that they are contextually relevant and inclusive (Welsh Government, 2019). Developing policies that provide funding and logistical support for educational visits could amplify their benefits, particularly in underserved communities where resource constraints often limit such opportunities (Fiorilli et al., 2019). 
Needless to say, the research would not be easily conducted and would need methodological and ethical considerations. Combining quantitative surveys with qualitative interviews would provide a holistic understanding of how educational visits impact relationships. Surveys could measure perceived relational quality, while interviews would capture personal narratives and contextual insights. This is all time consuming and Brain (2018) outlines how teachers are already operating under a heavy workload and are reluctant to participate in research. Building on the limitations of this literature review, future research should include teachers and students from varied cultural and socioeconomic backgrounds to ensure generalisability. Wales, with its unique educational policies and cultural heritage, offers a particularly relevant context for such research. BERA (2024) outline the importance of ethical studies, particularly in relation to working with children and so consideration must be given to  having informed consent (ensuring all participants, including students and their guardians, understand the study’s purpose and implications), anonymity and confidentiality of the participants and, as mentioned, cultural sensitivity. 

3.3 Conclusion

This critical literature review has demonstrated the need to explore significant potential of educational visits to enhance teacher and student relationships, thus fostering improved classroom dynamics and wellbeing. By critically analysing the limited existing literature, this review has identified a gap in understanding how educational visits influence relational dynamics, particularly within primary education and the Welsh context. Existing studies, such as those by Hattie (2009), Roffey (2012) ESTYN (various) and Pianta et al. (2012), consistently emphasise the importance of strong teacher and student relationships in building academic success, emotional regulation, and motivation. However, few studies have directly explored how shared experiences in informal learning environments contribute to these outcomes.
Theoretical perspectives, such as Pianta’s relational framework, Kolb’s Experiential Learning Theory (1984), and the Job Demands-Resources Model (Bakker and Demerouti, 2007), provide a robust foundation for understanding the potential of educational visits. These frameworks suggest that authentic, real-world experiences can deepen relational bonds, enhance teacher wellbeing, and improve student engagement. While these findings are compelling, logistical and systemic challenges, such as resource limitations, teacher workload, and underfunding, present barriers to the effective implementation of such initiatives (Fiorilli et al., 2019; Roffey, 2012). Addressing these challenges requires professional development, targeted policies, and institutional support to ensure equitable access to the benefits of educational visits, particularly in underserved communities.
The alignment of these principles with the Curriculum for Wales, which insists upon relational and experiential learning, underscores the importance of further research in this area (Welsh Government, 2019). Scandinavian educational systems, as highlighted by the European Commission (2022), have demonstrated how holistic approaches to education, including social-emotional learning and inclusivity, can create positive outcomes for both teachers and students. Drawing from these insights, this review identifies a critical need to investigate how educational visits can similarly enhance teacher and student relationships in Wales, contributing to a broader understanding of their potential impact within contemporary educational contexts. The gap in this research has come as a surprise but perhaps because I have experienced benefits first hand of school visits and relationship improvement, something I need to be mindful doesn’t become researcher bias in any future research (Smith and Noble, 2014; Miles and Huberman, 1994). 
Future research could explore how educational visits influence teachers’ perceptions of their relationships with students by examining relational dynamics before, during, and after visits. It could also investigate specific factors, such as shared experiences and informal interactions, that contribute to relational development, as well as potential changes in classroom dynamics post-visit. By focusing on these areas, this study aims to address the identified gaps in the literature while providing actionable insights for educators, schools, and policymakers. Educational visits are often perceived as ancillary to the curriculum, yet this review argues that they hold transformative potential for fostering stronger teacher and student relationships and enriching educational experiences. Through thoughtful implementation and continued research, their value can be fully realised, offering significant benefits for teachers, students, and the broader educational community. Possibly. 
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