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Aim, Focus and Purpose of the Research
Teacher wellbeing; we all have “wellbeing” and how it is currently being supported in teachers may be a contested topic. In their review, views from Ryff (1989) and Diener (1984) contribute to Acton and Glasgow’s (2015) definition:
“Teacher wellbeing may be defined as an individual sense of personal professional fulfilment, satisfaction, purposefulness and happiness, constructed in a collaborative 
process with colleagues and students (pp. 102).”
As a teacher educator in Wales, it is important to consider educational research, linked closely to teacher retention, pupil outcomes, and overall school effectiveness (OECD, 2021). The aim of this proposed research has evolved from original ideas surrounding the impact of residential visits on the relationship between teacher and pupil, to solely focus on teachers, in the first instance. In an educational context, residential visits are school-organised trips where pupils and staff stay away from home overnight, usually involving outdoor learning, team-building, cultural, or curriculum-linked activities (Learning Away, 2013) -  although the term also lends itself to extended immersive visits whereby children may attend a location repeatedly over a long period of time. These visits typically take place at outdoor centres, camps, museums, or historical sites, and can last from one night to a week or more. The revised aim is to explore how residential educational visits impact the wellbeing of primary school teachers in Wales.
This assignment hopes to outline relevant literature and intends to sharpen the focus of future potential research by identifying gaps in existing research. While educational visits are widely recognised for their benefits to pupils, particularly in enhancing confidence, social development, and experiential learning (Behrendt & Franklin, 2014; Learning Away, 2015), the effects on teachers appear to remain under-researched. This proposed study hopes to address that gap by focusing on the emotional, relational, and professional dimensions of teacher wellbeing before, during and after residential trips.
The exploration may be considered one of personal interest relating to the researchers’ own passion towards experiential learning through involvement in national projects such as My Primary School is at the Museum (Kings College, 2015).  I observed how immersive experiences can secure positive shifts in teacher motivation, connection, and emotional engagement and as a post-positivist researcher (Creswell, 2014); Phillips & Burbules, 2000), I believe these experiences, though subjective, produce observable patterns in wellbeing that can inform wider practice.
The research is aligned with the Welsh education policy context, including the Curriculum for Wales (2022) and the Well-being of Future Generations (Wales) Act (2015), which emphasise wellbeing as a key goal for educators and learners alike. Findings of the suggested research may be relevant to teachers, school leaders, Estyn, and policymakers seeking to support teacher wellbeing in sustainable, experience-based ways.
Overview of Relevant Literature
Teacher wellbeing is a central concern in contemporary education policy and research, as mentioned this is especially relevant in Wales where the Curriculum for Wales (2022) and the Well-being of Future Generations (Wales) Act 2015, place wellbeing at the heart of the educational mission. The Organisation for Economic Co-operation and Development (OECD) (2021) highlights teacher wellbeing as essential to both staff retention and student outcomes, while Estyn (2023) continues to emphasise the importance of emotionally safe school environments for both pupils and staff in their annual report. Despite this, much of the existing literature and policy development has prioritised pupil wellbeing, with limited exploration of what supports adult wellbeing beyond standard school interventions. In particular, the emotional and professional effects of residential educational visits on teachers remain under-researched. 
Some initial reading of recent literature suggests that residential educational visits may significantly influence teacher wellbeing and professional relationships, although the strength and scope of the evidence varies. Fagerstam (2014), through a qualitative study in Sweden, highlights how outdoor learning environments reduce teacher stress and enhance intrinsic motivation. The use of semi-structured interviews within this study allows for a nuanced understanding of teacher experiences, offering insight into how time spent in less formal settings enhances emotional resilience and renewed pedagogical enthusiasm – aligning to the previous experiences mentioned. However, the study’s limited sample size and international context present challenges for generalisability to the Welsh education system. These limitations are partially mitigated by national reports, such as Estyn’s (2021) summary of engagement calls, which provides contextually relevant evidence that Welsh schools are increasingly turning to outdoor and residential experiences to support both staff and pupil wellbeing – critically, if you note the dates of this report it gathers data pre-covid school closures and is based on a time before the full implementation of the Curriculum for Wales. While not peer-reviewed, Estyn’s account offers valuable practitioner perspectives that reflect how shared experiences beyond the classroom may enhance teacher–pupil relationships and trust.
This literature review aims to address that gap by exploring key models of teacher wellbeing, factors influencing it, and the role that experiential learning — particularly residential visits — might play in improving it. The review draws on psychological theories, empirical studies, and Welsh policy frameworks to justify the focus of this research and to identify where new contributions are needed. As there are many components to the research surrounding teacher wellbeing linked to school visits, the literature has been split into “themes”. 

Theme 1: Models of Teacher Wellbeing
Teacher wellbeing is best understood as a multi-dimensional construct encompassing emotional, psychological, relational, and professional elements (Viac & Fraser, 2020). Rather than being the absence of stress as one may assume it to mean, ‘wellbeing’ refers to a broader sense of thriving in one’s role (McCallum et al., 2017). To conceptualise wellbeing in this study, several well-established frameworks are relevant.
One of the most widely cited and commonly used in the literature has been Seligman’s PERMA model (2011), which identifies elements essential to wellbeing. The Learning Away (2015) initiative conducted a comparative study on the impact of residential experiences on Year 6 pupils in England. The report indicates that residentials contribute to improved peer relationships, increased self-confidence, and enhanced wellbeing. These non-cognitive outcomes are linked to better academic performance, aligning with the PERMA components of relationships, meaning and accomplishment. Similarly, Allan and McKenna (2019) conducted a quantitative analysis of outdoor adventure programs for higher education students. This study found that participation in these programs led to increased self-perception and improved interpersonal relationships, contributing to greater resilience. These outcomes from Allan and McKenna (2019) are consistent with the PERMA elements of positive emotion, relationships, and accomplishment. However, the PERMA model has been criticised for focusing predominantly on individual traits and choices, underplaying the systemic and contextual influences on wellbeing (Noble & McGrath, 2015).
The Job Demands–Resources (JD-R) model (Bakker & Demerouti, 2007) provides an approach useful in education as it posits that job demands (e.g., workload, emotional strain) can lead to burnout unless counterbalanced by sufficient resources — such as autonomy, support, or meaningful work. Residential visits may serve as one such ‘resource’, allowing teachers temporary relief from school pressures and offering space for creativity and connection. Notably, the JD-R model has primarily been applied to regular school contexts, with limited research into how atypical teaching environments like residentials might alter the demand-resource balance.
Self-Determination Theory (Deci & Ryan, 2000) also offers a valuable lens. It identifies three psychological needs that underpin wellbeing: autonomy, competence, and relatedness. Residential visits have the potential to support all three. Again, although this theory has informed several school-based wellbeing programmes, there is little evidence applying it specifically to teacher experiences in outdoor or residential settings.
These three models collectively provide a strong conceptual base for this study. They help frame teacher wellbeing as both internally and externally shaped, dynamic, and deeply relational — all of which are vital considerations when examining the role of residential educational visits.

Theme 2: Factors Affecting Teacher Wellbeing
Much of the literature on teacher wellbeing centres on the negative pressures teachers face, often highlighting the emotional toll of the profession. Studies have consistently shown that teacher stress is closely linked to excessive workload, performative accountability, pupil behaviour, and emotional labour (Day & Gu, 2010; Skaalvik & Skaalvik, 2017). These pressures are especially evident in high-stakes, target-driven environments where professional autonomy is limited. Estyn (2023) continues to report that while wellbeing is prioritised in school development plans, the day-to-day experience of many teachers still includes unsustainable demands and limited time for reflection or professional connection.
Emotional labour, as theorised by Hochschild (1983) and later adapted to education by Hargreaves (1998), remains a central theme. Teachers are expected to manage their emotions, conceal frustration, and display consistent enthusiasm — all while building relationships with pupils and families. Over time, this can lead to emotional exhaustion and a sense of disconnection from one’s professional identity. Day and Qing (2009) describe this as “identity erosion,” where the purpose and passion that drew teachers to the profession become difficult to sustain amid competing institutional pressures.
There is therefore a growing call for strength-based approaches to understanding teacher wellbeing (Acton & Glasgow, 2015), including exploration of professional experiences that bring joy, meaning, and relational depth. 

Theme 3: Educational Visits and Experiential Learning
Educational visits, particularly residential experiences (extended stays), have long been promoted for their positive impact on pupils’ learning, confidence, and social development (Behrendt & Franklin, 2014; Learning Away, 2015). In Wales, these visits are strongly endorsed through the Curriculum for Wales (2022), which encourages real-life, integrated learning experiences that promote wellbeing, engagement, and learner voice, and are underpinned by the four purposes of the curriculum (Welsh Government, 2022). Similarly, the Well-being of Future Generations (Wales) Act (2015) supports outdoor and experiential learning as part of a national commitment to social, emotional, and environmental wellbeing.
Contrastingly, while the benefits for pupils are widely documented, far less attention has been paid to how such experiences affect teachers. Residential visits remove both pupils and staff from the traditional structures of the school day, creating opportunities for new dynamics to emerge. Informal conversations, shared challenges, and co-participation in activities may foster mutual respect, understanding, and joy — all of which contribute to professional fulfilment and wellbeing (Waite & Rea, 2018).
Leather et al. (2015) describe these experiences as “dislocating” in a positive sense — they shift the norms and expectations of classroom behaviour, allowing teachers to interact with pupils and colleagues in more relational ways. This shift can support what Seligman (2011) refers to as the “PERMA” elements of wellbeing. Notably, these conclusions are often drawn from small-scale qualitative studies or pupil-focused evaluations - something this proposed research aims to consider and remedy.
The Learning Away Initiative (2015), one of the most comprehensive studies into residential learning in the UK, reported that 84% of teachers believed residentials had a positive impact on their relationships with pupils, and many described feeling reinvigorated and reconnected with their teaching purpose. However, teacher wellbeing was not a formal outcome measure, and findings were drawn from mixed participant reflections rather than systematic research into teacher emotional or professional experience. Estyn has highlighted similar patterns. In its report Healthy and Happy: School Strategies to Promote Staff Wellbeing (2019), Estyn noted that outdoor learning and off-site visits were valued by teachers as "morale-boosting and motivating," particularly when part of a supportive whole-school approach. Again, the report stops short of exploring residential visits specifically or analysing their sustained impact on teachers’ wellbeing beyond the visit itself.
Given the clear policy alignment and anecdotal evidence, there is a strong case for more targeted research into how residential educational visits might actively support teacher wellbeing — not just as a by-product of positive pupil outcomes, but as a primary focus in their own right.
Relevance of the Literature to the Study
The literature reviewed highlights a significant imbalance in how teacher wellbeing is conceptualised and investigated. The review also demonstrates that although educational visits are widely celebrated for their impact on pupils’ development (Behrendt & Franklin, 2014; Rickinson et al., 2004; Learning Away, 2015), there is very little systematic research into how these same visits affect the adults who lead them. In most cases, teacher feedback is used only to evidence pupil growth. Projects like My Primary School is at the Museum (King’s College, 2014) and Schoolseum (Jamieson, 2025) offer rich qualitative accounts of immersive learning environments, yet they stop short of analysing teacher wellbeing as a primary outcome. This ‘gap’ whilst disappointing, allows for an enthusiastic new exploration of residential visits through a teacher lens and the scope for research outlined in the next sections. 
Development of Research Questions
The research questions for this study have been shaped by the merging of three key factors: the absence of teacher-centred wellbeing research in residential contexts, the professional need to understand how positive experiences shape teacher identity and the clear alignment with Welsh policy priorities. The literature reviewed consistently demonstrates that teacher wellbeing is most often explored through the lens of stress and strain (Day & Gu, 2010; Acton & Glasgow, 2015), while residential educational visits are studied primarily for their impact on pupils (Rickinson et al., 2004; Learning Away, 2015). These disconnects reveal a notable gap: the role of positive, immersive experiences in supporting adult wellbeing remains underexplored.
Although teacher–pupil relationships form part of the study’s conceptual background and were a consideration previously, the research has intentionally stepped away from directly involving children. This decision was grounded in ethical and methodological considerations and a drive to become more concise with my focus as a developing researcher. The focus is on teachers' reflective accounts, and involving pupils would raise complex issues around consent/assent, power, and emotional interpretation. In line with BERA (2024) ethical guidance, the research prioritises adult participants, ensuring a safe, voluntary space for in-depth discussion of personal wellbeing.
The research questions are therefore designed to foreground teachers' lived experiences. A post-positivist stance allows for the exploration of patterns in subjective reflections, with the aim of producing trustworthy, policy-relevant knowledge that can inform wellbeing strategies in Welsh primary education.
This study investigates how residential educational visits are perceived by primary school teachers in Wales to impact their personal wellbeing. It aims to consider the broader context of increasing concern for teacher mental health and retention, both nationally and internationally (OECD, 2021; Education Support, 2023). While existing literature has extensively documented the pressures that threaten teacher wellbeing — including workload, accountability, and emotional labour (Skaalvik & Skaalvik, 2017; Day & Gu, 2010) — far less is known about the professional experiences that may sustain or enhance it. In particular, positive, immersive experiences such as residential visits have received limited attention, despite policy frameworks like the Curriculum for Wales (2022) and the Well-being of Future Generations (Wales) Act (2015) advocating for wellbeing as a holistic, relational, and system-wide goal.
The central research question underpinning this study asks: How do primary school teachers perceive the impact of residential educational visits on their wellbeing? This question has emerged from both the reviewed literature and professional experience and a need to define the overall research area and remove the element of complexity of research with children AND adults (Alderson & Morrow, 2020; Coyne et al., 2014).  The study will explore how teachers describe their emotional and professional experiences during these visits, which aspects of the experience they associate with enhanced wellbeing, and whether they perceive any sustained effects on their motivation, energy, or sense of professional purpose upon returning to school. Also, considering the preparation and impact prior to a visit. Moreover, adult participants such as teachers may be considered typically equipped to engage in in-depth reflection, articulate emotional views, and critically evaluate professional experience (Cohen, Manion & Morrison, 2018). The decision to focus on adults, in the first instance, ensures ethical clarity, aligning with BERA’s (2024) guidance on minimising risk to vulnerable groups, and supports the study’s aim to foreground teacher voice in a context that encourages openness and self-awareness.
Contribution to the Field 
The proposed research study hopes to make an original contribution by exploring how residential educational visits support the wellbeing of primary school teachers — a topic that has received limited empirical attention, particularly in the Welsh education system. While teacher wellbeing is increasingly acknowledged as a policy and practice priority (OECD, 2021; Welsh Government, 2022), much of the research continues to focus on managing stress or preventing burnout (Skaalvik & Skaalvik, 2017; Day & Gu, 2010). Less is known about the experiences that actively foster wellbeing, especially those that occur outside the classroom. This research seeks to fill that gap by investigating residential visits as potential sources of emotional renewal, motivation, and professional connection.
Where previous studies have concentrated on pupils’ outcomes from educational visits (Rickinson et al., 2004; Learning Away, 2015),  the suggested research shifts the focus to teachers themselves. By focussing on teacher voice and using wellbeing frameworks such as PERMA (Seligman, 2011) and the JD-R model (Bakker & Demerouti, 2007), this research contributes new conceptual and practical insights into how residential visits may support staff wellbeing in authentic, experience-based ways.
The study is also highly relevant to the Welsh policy landscape, as mentioned,  The Curriculum for Wales (2022) embed wellbeing as a national commitment, yet there is a disconnect between these ambitions and the evidence base available to support them in practice. Estyn (2019; 2023) has highlighted the importance of staff wellbeing and recognised off-site learning as beneficial for morale, but further research is needed to explore this claim in depth. By researching directly with teachers surrounding residential visits, it responds directly to that need by examining teacher perspectives before, during, and after residential visits, providing insight into both the immediate and sustained emotional impact of such experiences. In practice, the findings could potentially inform how schools plan and resource residential visits — not just as pupil experiences, but as part of a whole-school wellbeing strategy. This may be particularly valuable in a post-COVID context, where staff morale, workload pressures, and retention continue to challenge the profession (Education Support, 2023).  
By understanding how positive, shared experiences outside school contribute to teacher wellbeing could support more holistic, relational leadership approaches and inform local authority or national guidance on staff development, it could be useful to many relevant educational bodies to consider the value of residential visits. Interestingly, Estyn (the education and training inspectorate for Wales) has documented several case studies highlighting the positive impact of residential visits on pupil wellbeing and engagement, but repeatedly nothing on teacher perspectives. Two case studies that highlight the importance of residential visits by Estyn are “Greenhill School – Fully Funded Residential Experiences” (ESTYN, 2022) who claim the impact has been significant, with reductions in negative incidents and exclusions, and improvements in pupil focus and emotional regulation. Also,  “Swansea University Schools' Partnership – Student Teacher Involvement in Residential Visits” (ESTYN, 2024) which is a report documenting how the university encourages student teachers to participate in residential visits as part of their training, helping them develop practical teaching skills and understand the importance of experiential learning in fostering pupil engagement and wellbeing. Again, this report does not specifically look at the impact on teachers’ wellbeing.
Limitations to Proposed Research
It is worth considering why there is such a notable gap in the research and addressing potential limitations. Although residential visits are widely acknowledged to enhance learner engagement, wellbeing, and social development (Learning Away, 2015; Christie et al., 2014), many schools are opting not to participate in such experiences. A key barrier is financial constraint, particularly in areas of socio-economic deprivation, where schools struggle to subsidise costs or rely heavily on parental contributions (DfE, 2019). The post-pandemic context has further exacerbated funding issues and staffing shortages, limiting schools’ capacity to organise off-site learning (EEF, 2021). Moreover, the increasing pressure of accountability measures and curriculum coverage can discourage leaders from prioritising time-consuming enrichment activities possibly perceived as peripheral to academic outcomes (Ball, 2003). Schools may also face logistical and safeguarding challenges, including risk assessments and insurance requirements, which add to teachers’ workloads and perceived stress (Waite et al., 2016). In addition, a lack of initial teacher training in learning out of the classroom means many educators feel unprepared to lead residentials, diminishing confidence in the value or feasibility of such experiences (Humberstone & Stan, 2011). These factors collectively create a risk-averse culture in some settings, limiting access to the developmental and relational benefits associated with residential learning. Addressing these barriers requires strategic support and policy alignment to reposition residential visits as essential rather than optional. Perhaps the proposed research can contribute to this by understanding the impact residential visits have on teachers.
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