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Abstract

In recent years, more notably with the recent pandemic, the importance of the health and well-being benefits of engaging in the outdoors has been highlighted greatly. One core group of young people with reported low engagement with the outdoors are adolescents with specialist needs. This study sought to understand the combination of the two and what the outcomes will be for the adolescents involved.

This study aimed to do this by investigating the well-being benefits six adolescents with specialist needs experienced through nature-based sessions. The participants were involved in a therapeutic programme designed from available and accessible resources for Outdoor Practitioners. They were observed during the 8-week programme, completed self-scoring well-being scales, and took part in a focus group to express their thoughts and feelings at the end of the programme.

This research produced an abundance of key findings which are discussed; the main outcome drawn from this research concluded with evidence that engaging with nature and nature-based activities enhances the well-being of adolescents with specialist needs. Other outcomes are discussed in this dissertation and concluded with a recommendation that Outdoor Practitioners research and incorporate therapeutic activities within their programmes. 
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	National Health Service

	M
	MIND
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	Outdoor Education
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	Outdoor Practitioner

	
	OWB
	Objective Well-being

	P
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	Permanent Exclusion from school

	S
	SEMH
	Social, Emotional and Mental Health

	
	SEN
	Special Educational Needs

	
	SpLD
	Specific Learning Difficulty

	
	SWB
	Subjective Well-being

	U
	UWTSD
	University of Wales, Trinity St David

	W
	WEMWBS
	Warwick-Edinburgh Mental Well-being Scale

	
	WT
	Wilderness Therapy





Glossary
	A
	Attention deficit hyperactivity disorder: a neurological disorder that displays an ongoing pattern of inattention and/or hyperactivity-impulsivity.

	
	Adolescent: Young people aged 12 – 18 years of age.

	
	Autism Spectrum Disorder: a neurological and developmental disorder that affects how people interact with others, communicate, learn, and behave.

	
	Adventure Therapy:  psychological treatment through experience and action within cooperative games, trust activities, problem-solving initiatives, high adventure, outdoor pursuits, and wilderness expeditions.

	C
	Child and Adolescent Mental Health Service: a service that support young people experiencing poor mental health, or difficult feelings or experiences.

	E
	Education, Health, and Care Plan: a legal document which describes a child or young person's special educational needs.

	F
	Free School Meals: the provision of a healthy school meal to disadvantaged pupils, as part of the Education Act 1996.

	I
	Individual Education Plan:  a detailed plan that describes the difficulties the child is experiencing and what the school is doing to meet those needs.

	L
	Looked After Child: A child who has been in the care of their local authority for more than 24 hours.

	
	Local Education Authority: a council body that is responsible for administering education in a particular area.

	O
	Outdoor Practitioner: a person actively engaged in the profession of outdoor learning.

	P
	Permanent Exclusion:  permanent removal of a child from said school.

	S
	Social, Emotional and Mental Health: severe difficulties in managing own emotions and behaviour. 

	
	Special Educational Needs: a legal definition and refers to children with diagnosed learning problems or disabilities.

	
	Specific Learning Difficulty: someone has a difference or difficulty with one or more certain parts of learning, e.g., dyslexia. 

	W
	Wilderness Therapy: an experiential form of therapy that combines outdoor experiences and therapy sessions.
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A case study to explore the impact of an 8-week nature-based intervention on the well-being of adolescents with a range of specialist needs.

Chapter 1: Introduction

	1.1 Introduction
The overall aim of this research is to explore the impact of an 8-week nature-based intervention on the well-being of adolescents who exhibit a range of specialist needs. Within this introductory chapter, the background for the purpose of this research is outlined, the research focus, aims and objectives are stated, and the value of the research is given. This chapter ends with an overview of the other chapters within this dissertation. 



1.2 Background
For many years Outdoor Education (OE) has been supporting positive mental health and well-being outcomes for young people through adventurous activities and residential experiences (Berman, 2005. Mutz, and Müller, 2016, Lackey, et al., 2021). Very recently, the need for access to blue and green spaces was crucially highlighted during the Covid-19 pandemic as a valuable resource for all age ranges (Samuelsson, et al., 2020. Jackson, et al., 2021). During this time, Rousseau and Deschacht (2020) identified a positive shift in public awareness of nature-related health benefits and an increased use of green spaces with the primary purpose of gaining said benefits. The pandemic highlighted a rise in psychological distress in adolescents due to reduced time spent outdoors during the lockdowns (Panchal, et al., 2023. Jackson, et al., 2021. Friedman, et al. 2022). There is a need, according to Panchal et al., 2023 to acknowledge the importance of adolescents having regular access to green and blue spaces in their daily lives to ease this distress and create healthy.
[bookmark: _Hlk130197643]Prior to 2020, such nature-based therapy and therapeutic programmes, such as Ecotherapy, were considered niche specialist outdoor activities facilitated by counsellors, occupational therapists, and psychiatrists (Harper, Rose, and Segal, 2019. Hasbach, 2011. Jordan, and Hinds, 2016). The media curiosity around such programmes grew during the pandemic (Horton, 2022. Fitzpatrick, 2020. Gupta, 2022. Buckingham, 2021) and highlighted an exponential growth of interest in this area. 
The extent of such growth prompted organisations, such as the Institute of Outdoor Learning to document models of practice as guidance for such interventions (Richards, Hardie, and Anderson. 2020). They acknowledge that such initiatives are being created through educational institutes, private companies, government departments and the National Health Service (Hunt, et al. 2022) with variations on aims, focus and outcomes and the need for regulation of such initiatives. This case study involves a programme created on their model of practice.

1.3 Research Focus
This case study will critically examine of a range of literature sources with themes such as outdoor interventions, mental health, nature-focused activities, and cultural viewpoints of well-being with a focus on adolescents. It will also focus on an 8-week nature-based programme, created and delivered by an OE Practitioner for adolescents with specialist needs. 
My motivation for researching health and well-being with such a programme is to evaluate the outcomes for the adolescents involved. From my investigations, I felt that adolescents’ participation in OE, especially those with specialist needs, isn’t as heavily documented as younger years within OE research. Adolescence is a critical age of complex social, emotional, and mental health challenges based on increased educational and social pressures into adulthood. Through this research, the findings will contribute to emerging adolescent, and nature-based well-being programme research.


1.4 Overall Research Aim and Individual Research Objectives
This case study explored the impact of an 8-week nature-based intervention on the well-being of adolescents with a range of specialist needs.
This was explored through the following objectives:

1. Identify the value of different nature-focused activities to support the development of adolescent well-being through the engagement of the young people in the activity.
2. Identify any change in the well-being of the participants using the Warwick Edinburgh Mental Well-being Likert Scale (WEMWBS) as a result of the nature-focused activities, pre- and post-intervention.
3. Observe and record the participants and their interactions with the different nature-focused activities via an observation journal and observation sheets incorporating the Leuven Well-being Scale during the intervention.
4. Capture the views and value of the nature-focused activities on changes to well-being from a focus group involving the participants at the end of the intervention.
5. Evaluate the contribution of a nature-focused programme to the care plans of the participants.

1.5 Outline Research Methods
This was a mixed-method case study which involved several of data collection phases throughout. The first phase was before the programme began; this was a well-being scale completed by the participants whilst in situ. During the programme, the OP completed an observation journal and observation sheets after each session. Lastly, after the final session, the OP facilitated a focus group with the participants using questions arising from their presenting attitude towards engagement, mood, well-being, and activity involvement across the sessions with the participants [Appendix 05].
The data generated was reviewed and analysed using the four stages of the constant comparative method (CCM) by Maykut and Morehouse (1994) [Appendix 08].  Focus group data was triangulated and validated through participant observation journals and scales used during the sessions. 
1.6 Value of the case study research
As ‘therapy’ and ‘therapeutic outcomes’ are not protected nor regulated terms (Walker and Budd, 2002; Counselling Directory, 2023; BACP 2020), different OE and mental health organisations are unrestricted to deliver self-created interventions with the intention to enhance the well-being of their attendees. This area of therapeutic well-being in OE has been minimally explored, therefore, insufficient information on their processes and methods of delivery exists.
Alternative provisions focusing on a holistic, person-centred approach are often only offered to young people with specific social, emotional, behavioural, educational, and mental health needs who cause significant disruption to the learning of others in the classroom (Pennacchia, et al., 2016. Malcom, A., 2018). Even though there are emerging significant findings of the benefits of engaging in holistic based interventions for all adolescents to support a healthy transition into young adulthood, these approaches are too few as well as the research that exists. Waller, Farquharson, and Dempsey (2015), state that an abundance of research, with strong social and intellectual findings, positively impact stakeholders to advance further investigation into the area and generate long-term societal changes. For the enablement of this, analysis and conclusions from ongoing research will add to the discourse around the topic, as is the aim of this dissertation. 
1.7 Chapters Outline 
This Chapter introduced background information that formed the basis and interest in this research focus. It also briefly explained an overview of the methodology formed from the aims and objectives and the value of this research. Chapter two is the literature review that considers the key themes of this research within relevant literature and the impact of the key themes on adolescents. Chapter three explains the methodology and research design informed from the literature examined. Chapter four investigates, discusses, and analyses the gathered data and findings in response to the aims of this case study. Lastly, the final chapter concludes this case study by reviewing the overall findings, their limitations of and recommendations for future studies. 
Chapter 2: Review of Literature

	2.1 Introduction
The purpose of this chapter is to critically consider the term 'well-being' as it is understood in the literature related to adolescents, health, and outdoor education. This chapter investigates the most relevant social and cultural definitions of well-being that inform professional practice today. It then considers the recent growth in therapeutically focused outdoor initiatives and programmes that have been developed for mental health and well-being benefits. Finally, the chapter considers the creation of outdoor well-being programmes and their relationship to the cultural context from which they emerge and which they serve. The chapter ends with a brief summary of the main ideas that inform and locate this study within the practice of adolescent well-being, care, and outdoor education.



2.2 Wellness to Well-being
Wellness is a theoretical concept that has documented origins within the teachings on ethics by Socrates, Plato, and Aristotle (Mehmet, 2011). Within Aristotle’s Nicomachean Ethics (Irwin, 2019), he inquires and reflects upon the consideration of “living well and being well” equating to “happiness”. He presents this as the same as being eudaimonic which has been translated as a term of evaluation of oneself, of being “eu” meaning “well” (The “daimonia” part referred to an omnipotent being that “guide’s one life” through their personal interest) (Crisp, 2014). To be asked if someone is experiencing eudaimonia during those Grecian times was asking if one is living well and active in the “pursuit of virtue, excellence, and the best within us” (Huta and Waterman, 2014; Hursthouse, 1999), thus aiming for fulfilment. 
In various psychological literature and in its simplest translated form, the definition of eudaimonia includes happiness (Deci and Ryan, 2006; Huta et al., 2014; Heintzelman, 2018), flourishing and personal growth, (Keyes, 2002; Witten, Savahl and Adams, 2019), well-being (Kraut, 2018) and meaning/purpose in life and self-actualisation (Vittersø. 2004). Succinctly defined, eudaimonia is considered to live a good and happy life guided by the virtues necessary to flourish as a well-rounded human being (Cooper, 1997; Brown, 2012). 
In contrast to eudaimonia is the concept of Hedonia. Hedonia is less value-driven, and more experiential and conveys experiences of pleasure, self-gratification, self-expression, relaxation, and an absence of distress in a way that is uninhibited in the proximal moment and is also considered fundamental to well-being (Huta et al, 2014; Steger et al. 2013). 
 Schotanus-Dijkstra et al (2016), Huta and Ryan (2010) refute this by suggesting that pursuing both forms concurrently is detrimental to well-being, therefore a person can only experience one form of well-being at any one time. This can imply that when a person is experiencing gratification in the instantaneous moment, they are not doing so virtuously and therefore are not in a state of well-being. 
With these philosophical considerations of virtues, gratification, immediacy, and a quest for self-actualisation through life choices, the term well-being wasn’t in use as widely as it is now in contemporary society. Within healthcare in the 1800s, the concept of “wellness” was the designated terminology. It was defined as the “state of being well in the context of the absence of disease” (Scaria, et al, in Kim and Lindeman, 2020) and it was simply that. It wasn’t until the 1960s that concern about optimising health and wellness as a disease preventative increased significantly. Here we begin to see a shift and a recognition of the complexities in life, such as economic status, social status, cultural influences, and education levels in the literature, and the impact they have on an individual’s everyday psychological and physiological need for happiness and fulfilment (Hallero¨d and Selde´n, 2013; Diener, 1984). In fact, according to Diener, happiness was not listed as an index term for decades in psychological journals until 1974; the focus was on unhappiness within social sciences (1984, p 542) until the shift in the 1960s. Now, the emergence of positive psychology research focuses on happiness and well-being (Henderson and Knight, 2012).
As the psychology behind the concept of well-being continues to develop through theoretical and empirical research, two strands of well-being emerged – subjective and objective. 

2.3 Subjective Well-being
Subjective well-being (SWB) relies upon the individual determining what is a good life for them based on their chosen criteria which ultimately provides them with the most life satisfaction (Diener, 1984). Here we observe a simplified form of the definition of SWB, however, it is more complex than that. Subjective well-being can be dependent upon what Wilson dubbed “advantages” in socio-economic opportunities (1967, p 294) in life, apparently, the more you have in terms of welfare, finances etc., the happier you should be… However, when considering opportunities available to the individual, satisfaction with their immediate life and what is beneficial to the subject is dependent on the wants of the individual, which can vary on a daily, almost hourly basis. Steger et al. (2008) developed a list of intrinsic hedonist behaviours within subjective well-being– for example (but not limited to) drinking, shopping, masturbating, watching a movie, eating etc. These conscious positive appeasements of the self within that given moment in time are either for sensory pleasure or a positive valence experience which are considered intrinsically valuable to the individual. Considering intrinsic value and relating this to nature, Zelenski and Nisbt (2012) found that whilst there is a link between happiness and nature, it is subjective and requires motivation of the subject to want to engage and in return, gains well-being benefits; but the significant point is the want to engage.
Delving into the topic of Hedonia/SWB has many other factors to deliberate upon – age (Horley and Lavery, 1995), coping skills (Lou, Ng, and Siu, 2023), influences and adaptations (Diener, et al, 1999), and access to and enjoyment of nature (White, et al, 2017; Wyles, et al, 2019; Zelenski and Nisbt, 2012). Further consideration of subjective/hedonic well-being will follow however the review now turns to considering objective well-being (OWB). 

2.4 Objective Well-being 
Whereas hedonism grounds SWB in the individual subjective state, the view of objective well-being considers the benefits of other influences on our beliefs, values, attitudes, and feelings as a means to overall life satisfaction and well-being. Eudaimonia grounds OWB as being the fulfilment of our human capacities, ego development, psychological long-term well-being, and growth through virtuous activity (Huta and Waterman, 2014; Hursthouse, 1999; Bauer, et al. 2005, Bauer, et al. 2008). Steger et al. (2008)’s list of eudaimonic behaviours consists of expressing gratitude, volunteering, persevering towards achievement, and the pursuit of significant knowledge and creativity. His findings discovered that eudaimonic behaviours had an impact on both immediate and later well-being, and that significance can arise from both and influence general overall happiness (Steger, et al. 2013). Against this, Thomas (2014) argues, that merely displaying the eudaimonic behaviour of acting virtuously will have no impact on happiness, we must actually be purposely virtuous within ourselves and act with honourable intent towards our goals – all three of these aspects are needed to achieve happiness. At the same time, Huta and Waterman, (2014) propose that one cannot achieve perfect happiness without extrinsic influence, such as love, wealth, and family conclude both SWB and OWB are equally important in achieving a positive state of well-being. Even noticing nature can have extrinsic influence upon us and long-term impact (Richardson and Hamlin, 2021).
In short, the concept of well-being is vitally important to all, more so since the pandemic. For adolescents during this time, they have had the most negative impact and will continue to do so for a long time henceforth (Panchal, et al. 2021), despite an increase in engagement with nature during this time (Lemmy, 2020) their psychological well-being declined (Jackson, et al. 2021), specifically those whose connection to nature decreased (Friedman, et al. 2022). Humberstone and Stan concluded in their research that young people can gain benefits from being in nature though, for authenticity and holistic learning, an engagement with nature as the focus is important (2012, p. 192). Just by increasing time in nature during the pandemic, it didn’t have a significant impact – there was no directed holistic engagement with it (Jackson, et al. 2021).

2.5 Adolescents, Nature, and Well-being
Adolescence is a critical time of vulnerability for mental health problems to occur in relation to physical, social, and emotional influences (Green, 2005). According to the World Health Organisation (2021), the promotion of psychological well-being is critical to enable fulfilling lives in adulthood and needs to be at the forefront of any interventions (Jackson, et al. 2021); but it has never been at its lowest as it has been in recent years.
Measurement of children’s and young people’s happiness has revealed a worrying low rise in levels of contentment in recent years despite more opportunities and support (The Children’s Society, 2022). Layard, (2003) reckons society within the United Kingdom has become significantly richer since the 1950s through a better quality of life, and healthier lifestyles, yet so has the decline in adolescents’ well-being (WHO, 2021; Greenwood and Gatersleben, 2016). An elevated increase in mental and eating disorders within recent periods, especially increasing since the lockdowns (Panchal, et al. 2012) has been attributed to an increase in sedentary lifestyles (NHS Digital, 2022; Greenwood, et al. 2016) and increased academic stress and digital dependence (Pretty, et al. 2009; Greenwood, et al. 2016). As a result, a rise in psychological distress (Panchal, et al. 2021), self-harm (Nuffield Foundation, 2013), suicide, crime (Green, 2005), and depression (Louv, 2005) is affecting adolescents’ mental and physical development (WHO, 2021). 
Greenwood and Gatersleben illustrate a distressing picture of adolescents today; “Adolescents in modern western societies are said to be experiencing an unprecedented number of psychological problems due to stress and mental fatigue. In the UK, for instance, the number of 15 and 16-year-olds with depression doubled between the 1980s and 2010s (Nuffield Foundation, 2013)” (2016, p 3). This is reflected in the opinions of Fruedi and Sheldon’s article - they outline adolescence as a formative time of self-expression and identity yet warns those aspects bring psychological risk (2008). Fruedi (2008) illustrates in his writing that the regiment of assessment and the narrowing of academia are responsible for increasing risk. Despite this, it is still necessary for adolescents to engage in contemporary society to ensure equal footing alongside peers as they progress into adulthood. Sheldon (2008) argues against this and advocates the need for all children to develop ‘eight aptitudes’ in balance with academic achievements in order to achieve well-being. He states that linguistic and logical, social, personal, spiritual, moral, creative, and physical abilities develop the child into a “whole being”, more able to cope with the stressors of life without resorting to chemical stimulants. Crow (2008) reflects both these ideals. The embracing of ‘well-being’ through educational imperatives as a statutory requirement that offers more than ‘tick boxing’ through a distinct curriculum focus, lessening a heavy academic timetable for adolescents. Of course, Not everything can be taught within the classroom that will aid their well-being (Moore and Zaff, 2002) and they need autonomy over what provides them with feeling well. This is where there is a juxtaposition. 
Regarding adolescents, education and well-being, there is a juxtaposition in the justifications of the constitution of subjective well-being - what might be considered good for the adolescent [from the perspective of the adult] is not necessarily what is considered good to the adolescent. Thus, challenges arise for some adolescents with specialist needs who struggle to engage in formal mainstream education with its confines, routines, and structure. For them, their behaviour – either through avoidance, disruptive or destructive, indicates unfulfilled needs and a lack of being able to verbally express such needs (Glasser, 1999; Willig, 2001; Lloyd, Gatherer, and Kalsy, 2006). 
To counterbalance and try to reduce these behaviours, due to its broad reach and central role in the lives of adolescents, the education culture within England trialled the incorporation of social–emotional learning (SEL) programmes within the classroom to promote good mental health (Greenberg, 2010). Furedi theorises that children are highly suggestible and that partaking in well-being sessions can have an adverse effect on their mental health. To quote Furedi, “…happiness ceases to be an emotional response to our experiences. It is turned into a formula that can be taught by teachers, learned by students, and managed by policymakers. Being happy becomes associated with a skill whose acquisition can be measured and turned into a government target” (2008) A standardised formula and a tick-box exercise, very much like the formation of the current National Curriculum. Indeed, some well-being interventions, such as school-based mindfulness were found not to be effective and produce weak empirical evidence of their benefits (Weale, 2022; Dunning, et al., 2022). But that hasn’t deterred further adapted well-being-focused creations of similar interventions, primarily nature-based ones. 
Several theoretical concepts, such as Kaplan and Kaplan’s Attention Restoration Theory (1989), Wilson’s Biophilia (1984, Kellet and Wilson, 1995), Seligman’s Well-being Theory (2011) and Ulrich’s Stress Reduction Theory (Shaffee, and Abd Shukor, 2018) suggest that the well-being benefits of being in nature are universally generalised across all age groups. Though these theories were hypothesised decades ago, they are still prevalent today in the discussion of nature and generalised well-being for all (Seligman, 2011). However, according to Greenwood et al, (2016), there is little recent research focusing specifically on adolescents (p. 3). What little empirical evidence exists suggests that adolescents’ inclination to spend time in nature is significantly lower than primary or elderly groups (Herzog, et al., 2000; Bixler, and Floyd, 1997. Owens, 1994), favouring urban environments with an abundance of social interaction (Clark and Uzzell, 2002; Korpela, Kytta, and Hartig, 2002). Krettenauer, et al. (2020) even reported a decline in pro-environmental behaviour in this age range. Conversely, they are even less likely to engage in nature if their family has an annual household income of less than £15,000 and living away from green spaces (Natural England, 2022), or generally perceiving nature in a negative view - “boredom” “fear” “disgust” “discomfort” (Bixler, and Floyd, 1997; Herzog et al., 2000; Louv, 2005.).
	With a preference for urban spaces and ample social interactions, it is understandable that governmental initiatives, such as classroom-based well-being interventions, were introduced as a method of reaching all adolescents to support their well-being. It just didn’t produce the results the researchers hoped they’d receive (Weale, 2022; Dunning, et al. 2022) and was rejected by adolescents. Wilderness projects, the Duke of Edinburgh Award and Outward-Bound expeditions and trips have yielded the most positive responses for this age group (Thompson, Travlou, and Roe, 2006; Moss, 2012). The important factors from the adolescent viewpoints were how stimulating, physical, challenging, and active the experiences were in unfamiliar environments shared with peers than over any form of nature restoration or benefits (Thompson, et al., 2006; Staats, and Hartig, 2004; Cason and Gillis 1994). That’s not to conclude that adolescents don’t experience some form of well-being benefit from such a programme rather, nature is secondary to the opportunity to play and be active in the outdoors (Moss, 2012; Greenwood et al, 2016). 
The adolescents found to gain the most benefit from being outdoors are those with specialist needs. There has been documented improvement in attention deficit hyperactivity disorder (ADHD)/ attention deficit disorder (ADD) symptoms and cognitive function due to time spent outdoors (Kuo and Faber Taylor, 2004; Faber Taylor, and Kuo, 2009; Van den Berg, and Van den Berg, 2011). Improvement in social interactions and communication in young people with Autism is also reported by Chang, and Chang, (2010) and Li, et al., (2019) whilst Gibson (2000) is one of a number of researchers who have identified rehabilitation and therapy support for people with disabilities in aiding them in accepting their condition (Townsend, 2006; Burns, Paterson, and Watson, 2009). Townsend (2006) and other researchers conclude that nature when used as a triadic therapeutic approach also benefits people with mental health illnesses (Mind, 2007). Yet, the research is limited as to the full extent of these benefits and impact on well-being. The research that has been published focuses heavily on either primary-aged children or adults, with few considering adolescents with these specialist needs. It is to this under-research area that this study seeks to contribute.
An area that is seeing an emergence for supporting adolescents with specialist needs, especially those with mental health problems and illnesses, is nature-based therapy and therapeutic outdoor interventions.

2.6 Nature-based Therapy and Therapeutic Outdoor Interventions
The Institute of Outdoor Learning states within their Outdoor Therapy publication that there has been “a recent exponential growth in therapeutic outdoors initiatives and programmes being developed and utilised for mental health and well-being benefits” (Richards, et al., 2020, p. 1). Along with this growth, a plethora of terminology and approaches have emerged with a specific focus on supporting and helping people experiencing mental distress, mental health problems and mental illness to achieve a state of well-being within/utilising nature and the outdoors.  Not unexpectedly, this growth has led to disagreements of the definitions and risks, with the claims that some approaches providing long-term psychological benefits for participants also risk of greatest potential for harm to them (BACP, 2020). 
[bookmark: _Hlk129078370]There is an abundance of research that illustrates the benefits upon social, emotional, and mental well-being from engagement within the outdoors (Ulrich, 1984; Kaplan, 1995; Hartig and Cooper-Marcus 2006; Grahn et al., 2010; Pretty et al., 2005; Wilson, 1984), green spaces (Cooper-Marcus, and Barnes, 1999; Tabbush, and O’Brien, 2003) and nature-based therapeutic interventions (Stigsdotter, et al., in Nilsson et al., 2011); but clarity must be explicitly distinctive between therapy and therapeutic interventions terminology. Firstly, it must be noted that there is no statutory legislation governing counselling or psychotherapy within the United Kingdom (Walker and Budd, 2002; Counselling Directory, 2023; BACP 2020), therefore, anyone is unrestricted to call themselves a therapist and deliver therapy as they are not protected terms and, despite lobbying, have been rejected by the House of Lords (BACP, 2020). 
This potentially leads to connotations of unethical, unqualified, unmanaged, and unsafe practices of delivering a ‘therapy’ programme within the outdoors as there is no duty for supervision, checking of standards and safe practice nor an obligation for the Outdoor Practitioner (OP) to engage in continuous professional development and be registered as trained and qualified through accredited programmes (Walker et al., 2002; BACP, 2020). Without regulation, there is an allowance for the creation of practices by OP which draw from several favourable (and potentially profitable) interdisciplinary sources such as psychotherapy, counselling, and outdoor and experiential education to formulate their own unique aims, objectives and intended outcomes in a multi-modal programme. 
The therapeutic use of adventure started forming in the UK in the 1960s, yet only recently has it specifically been promoted for therapeutic populations with specific therapeutic aims. There are multiple names for current outdoor therapeutic approaches available to the public such as Horticultural Therapy (Tu, 2022), Ecotherapy (Burls, 2007, 2008; Clinebell, 2013; Jordan and Hinds, 2016), Wild Therapy (Totton, 2021), Conservation Therapy (Cottrell and Cottrell, 2020), Nature Assisted Therapy or Nature Guided Therapy (Beringer, and Martin, 2003), Nature Therapy (Berger and McLoed, 2006), Adventure Therapy (Bryson, et al., 2013; Gass and Russell, 2020) and Ecological Psychotherapy (Wilson, 2004). 
Hasbach (in Jones and Hinds, 2011) informs us that whilst the approaches of therapy and therapeutic nature-based interventions are evolving, and best practices are being defined there is still a way to go, and a lot of the programmes are still in their infancy. Buckley, Brough, and Westaway (2018) empathise in their research that, whilst nature exposure has a range of mental health benefits, there has yet to be any systematic comparisons, exploration, and cross-testing of different interventions for different mental health conditions (2018, p. 2); the general consensus infers that any intervention is suitable for any mental health condition however challenging that condition might be. That is not to say that participants with specific mental health needs have not been studied within specific therapeutic nature-based interventions, just that, according to Buckley, et al., (2018), there need to be explicit recommendations of “dose, duration and response, so as to generate a portfolio or menu of outdoor therapies that can be matched to individual participants” (2018, p. 2). Nonetheless, if we refer back to SWB and OWB and how these can impact the outcome of well-being for individuals, the autonomy for the individual is removed and again, we see a standardized ‘tick box’ formula and an actual detriment to well-being (Fruedi and Seldon, 2008); the OWB overrides the subjective’s choice. 
The Institute of Outdoor Learning has recognised a need for a framework to be developed for good practice for OPs wishing to use the outdoors in a therapeutic manner. They have developed a model [Figure 1] that separates therapy, therapeutic practice, and outdoor learning to provide a clear overview and distinction of each area. Known as the Outdoor Mental Health Interventions and Outdoor Therapy: Institute for Outdoor Learning Statement of Good Practice (Richards, Hardie, and Anderson, 2020), this model reflects upon the outdoor competence and therapeutic competence of the OP to place them within specific zones to differentiate the mental health interventions. In the same way, Buckley, et al., (2018) expressed a need for interventions to be explicit to match the most appropriate intervention for the client, these authors are championing approved, safe, and ethical practices and pathways through research-informed approaches (2020, p. 4). From Figure 1, the intervention model asks the OP to consider in which zone their therapeutic programme will be in an easy-to-follow graphic. Figure 1: The Outdoor Mental Health Interventions Model (Richards, Hardie, and Anderson. 2020)

Yet, without knowledge of this framework and adherence to the good practices it outlines, nor statutory legislation governing outdoor mental health interventions delivered by OPs, there is an emerging conundrum. The notion of the outdoors having a positive mental effect is not a new phenomenon as acclaimed by Williams (2017), and Thompson, et al. (2012); yet the development of therapists taking their practices outside is a recent phenomenon (Harper, Rose, and Segal, 2019; Jordan, 2015; Jordan and Hinds, 2016; Courtney, et al., 2022). The trend of OPs delivering mental health support interventions is gaining in popularity, with such programmes as Brave Futures (Wilderness Foundation UK Ltd, 2023), Mind over Mountains Walk and Talk (Mind Over Mountains, 2023), and NatureWell Approach (Natural Academy, 2023) delivering therapeutic support and training in outdoor delivery combined with holistic practices. These publications of activities, programmes and interventions are beneficial to the OP wishing to deliver ‘therapy’ outside and unaware of what to do/how to begin. However, they do not include the skills, knowledge, and ethical understanding that a trained therapist undertakes as part of their registration under one of the licencing bodies within the UK (United Kingdom Council for Psychotherapy (UKCP), British Association for Counsellors and Psychotherapists (BACP)). Subsequently, due to a lack of legislative requirements, anybody can pick up these publications, and use the activities within a therapeutic-based programme without understanding the impact they could potentially have upon the client. 
[bookmark: _Hlk143691452][bookmark: _Hlk143691427]According to Revell, et al. (2014), a lot of research on outdoor therapeutic/therapy approaches focuses on the outcomes the participant has benefited from, rather than the processes within these experiences (Bragg and Atkins, 2016). Crowther (2019) suggests that whilst the programme and outcomes are important, there are other factors that aid in the enhancement of well-being – social facilitation and connections to other group members (Bryson, et al. 2013; Revell et al. 2014), personal narrative (Crowther, 2019), differing experiences and knowledge of nature (Martin, et al. 2020), self-motivation, biophilia (Wilson, 1984) and perceptions of the landscape from utilisation to anthropomorphising. Indeed, empirical evidence studies have shown that direct contact with nature is the most important component of any therapeutic intervention for some people (Revell, et al. 2014; Jordan, and Hinds, 2016; Silva, Matos, and Gonçalves, 2023; Keniger, et al. 2013), especially those from deprived areas (Natural England, 2022). These positive effects from nature have possible connotations of suggesting that therapy and therapeutic interventions for well-being in nature are beneficial for all age groups, socioeconomic status, and mental health conditions. That clearly is not what Ulrich (Shaffee, and Abd Shukor, 2018) proposed in his biophobia theory: an innate physiological response to perceived threats from particular natural landscapes, situations, and non-human stimuli, such as deep oceans, tornados, spiders, and snakes, which would have presented a threat to human survival. Because of the natural evolution shift from primitive to contemporary modern living standards, culture has advanced alongside and for some populations, they have developed a cultural attachment to material comfort within urban environments (Patauno, 2020) and a decline in regular interactions with nature (Soga, et al., 2020; Bixler, and Floyd, 1997), thus feel more at ease and comfortable in materialistic lifestyles indoors (Patauno, 2020). Indeed, Orr depicts biophobia as “the culturally acquired urge to affiliate with technology, human artefacts, and solely with human interests regarding the natural world” (1993, p. 187), not an evolution process as described by Ulrich (Shaffee, and Abd Shukor, 2018) but rather a cultural concept. 
[bookmark: _Hlk143691621]Either through limited exposure to nature in urban areas, or the cultural interactions using technology, Karmanov, and Hamel (2008), plus San-Juan, Subiza-Pérez, and Vozmediano (2012) indicate that populations have the capacity to adapt to find well-being within small nature zones within urban landscapes, therefore negating the need for prolonged exposure to nature. Through this, the cultural attitude towards nature and well-being, as an intertwined concept, has shifted for certain Westernised cultures. Exploration of the relationship between culture and well-being by the Welsh Government in 2020 (Browne Gott, 2020), highlighted the complexities of measuring well-being. They concluded the level of enthusiasm to engage in cultural activities by a person enhanced the level of their well-being. Browne Gott established a causality link that suggested people with better well-being are more likely to attend cultural activities (2020, p. 3). This echoes the research of Ryff et al. (2014) years earlier, as in, different cultures experience well-being differently. To put a boarder concept, the focus shifts to Eastern and Western cultures. Ryff, et al. (2014) observed distinct differences between the two cultures. In the West, well-being is viewed as a subjective and hedonistic endeavour, where the individual is an independent agent relatively separate from the physical and social environment – egocentric (p. 2-3). In contrast, in Eastern culture, the individual is more eudaimonically interdependent in the collectivist society with greater affordances with their social and physical environments (p. 3), but at a cost of personal achievement due to the expectations of social harmony with all – more eco-centric. They are more likely to have dialectical beliefs in view of positive and negative emotions being felt at the same time, whereas Western cultures contrast this with non-dialectical beliefs, with positive and negative emotions occurring differently (Miyamoto and Ryff, 2011. Kitayama, Markus, and Kurokawa, 2000). Eastern cultural well-being is linked to its philosophical and religious beliefs; from these traditions, various activities associated with them have been viewed as benefitting well-being: practices such as yoga, mindfulness, acupuncture, tai chi, forest bathing etc. The physical movement of these practices aids in reducing sedentary lifestyles in a culture that does not express emotional distress due to negative connotations, hence will seek to enhance well-being through blended Buddhist teachings and practices before prescriptions (Reynolds, 1982; Kitayama et al, 2000). In contrast, Western society uses standardized criteria for ailments, short-term cognitive behavioural approaches to therapy and a heavier reliance upon prescriptive medication before lifestyle changes or engagement in well-being practices (Ryff, et al., 2014). 
	There has been an emerging shifting focus within Western society and their viewpoint on well-being and mental health - Mindfulness is being taught in classrooms (Weale, 2022; Dunning, et al., 2022), Ecotherapy is a fast-developing alternative to urban-based therapy (Burls 2007, 2008; Clinebell, 2013; Hinds and Jordan, 2016; Buzzell and Chalquist, 2009), Shinrin Yoku “forest bathing” is being promoted as an alternative intervention for adolescents and patients (Mathias, et al., 2020) and there’s more emphasis on green exercise (Pretty, et al. 2007). These are just some examples within this emergence; as the research continues, the information develops and methods of delivery are being incorporated into well-being programmes, Ecotherapy potentially can become a cost-effective form of mental health support innovation (Hinde, Bojke, and Coventry, 2021; Wong, and Powell, 2022; Wood, Wicks, and Barton, 2023) as well as generating a positive social return on investment (SROI) (Hartfiel, et al., 2023).

2.7 Creation of Well-being Programmes 
[bookmark: _Hlk143691776][bookmark: _Hlk143691867]Ryff, et al. concluded that “cultural contexts shape ideal formulations of human well-being as well as the practices designed to promote them” (2012, p. 2). Simply put, the process of creating nature-based interventions will be shaped by the culture in which they are to be delivered; for example, adventure therapy is more prevalent in the United States and Australia where access to wilder terrain is more accessible than in the UK (Gass and Russell, 2020; Norton, et al., 2014; Newes, and Bandoroff, 2004). Here there is also an evolution in Eastern practices changing to suit a Western culture, for example, Yoga. A physical, mental, and spiritual practice, it originated in India 5,000 years ago as a philosophical concept of controlling and stilling the mind through meditation, breathwork, art and spiritual connections through living on a daily basis without entrapment of the materialistic. Within Western culture, yoga is considered a commercialized form of exercise where the emphasis is on the range of poses and a hegemonic notion of cultivating wellness to a targeted audience of young white females (Bhalla, and Moskowitz, 2019; Bhalla, O’Boyle, and Moscowitz, 2022). Just like nature-based well-being interventions are experiencing an emergence of commercialization (“McDonaldisation” Loynes, 1998, p. 34), eastern practices are being stripped of their philosophical meaning, and religious connotations and repurposed for a Western market. Shinrin Yoku, for example, is used as a tourism practice in Canada to promote wellness (Farkic, Isailovic, and Taylor, 2021). Associations, such as the American Association of Nature and Forest Therapy Guides and Programs, and Forest Therapy Schools in the US and Scotland have recently emerged within the last decade. Although Loynes speaks specifically about outdoor education, he predicted the inevitable commodification and commercialisation of outdoor experiences leading to the development of associations (p. 39), which is becoming evident within nature-based therapeutic interventions/programmes and the promotion of well-being as an outcome of them. Researchers state that a “one size” programme does not fit all (Buckley et al., 2018), but with the decline in well-being, especially among adolescents, in recent decades a one-sized, generalized approach might be most suited for the current population in the UK. 
Certainly, the evolution of well-being through the decades has also been commodified and commercialised with adapted Eastern practices, but not all of these are appealing or accessible. The New Economics Foundation created five simple objective steps to achieve well-being in our daily lives (Marks, et al. 2008).
[bookmark: _Hlk143692981]According to Marks et al. (2008), the highly publicised ‘Five Ways to Well-being’ [Figure 2. The Five Ways to Well-being Model. Gilliver, C (2021)] within the National Health Service in England, is described by them as a set of evidence-based messages to improve the mental health and well-being of the general population. This description implicitly infers the benefits of these steps in providing positive psychology for those without mental illness through the incorporation of the activities in their daily lives. It does not suggest, notes sociologist Keyes (2012), that conceptualised mental health and well-being involve separate attributes from mental illness. People with no mental health concerns can still experience well-being (“languishing”, in Keyes’ terminology) whereas, conversely, those with significant mental health difficulties may also experience high well-being. The Five Ways to Well-being is simply a guideline for the individual to follow based on their subjective choices to take control of their own well-being needs.  
[image: The Five Ways to Wellbeing model: a framework for nurses and patients |  Nursing Times]
Figure 2: The Five Ways to Well-being Model. Gilliver C (2021)
	Not all nature-based well-being-focused programmes consider the Five Ways to Well-being as a core component of their delivery models. Courses with specific well-being in nature outcomes are being established and commercialised with either accredited or non-accredited outcomes. The Agored Cymru Level 3 Certificate for Well-being in Nature Practitioners, run by various charities such as the Down to Earth Project, is an accredited course aimed at educational practitioners to enable them to “a social prescribing programme for well-being in nature to a variety of client groups” (Down to Earth Project, 2022, p. 2). As many nature-based courses are in their infancy, therefore, the findings are sparse, and little empirical evidence has been produced thus far. It cannot be conclusively established whether the specific focus on well-being in nature-based programmes run by OPs will yield positive merits to the industry. The merging of the therapy and therapeutic approaches with the skills and knowledge of the OP, which seemingly is IOL’s code of good practice’s goal, is still developing with suggestions of the creation of a “Well-being in the Outdoors” Certification (Blackman, 2022 in Horizons, 2022). It would seem that the prominence of well-being in the outdoor industry is becoming established in modern programmes, yet based on an OWB foundation which leaves little, other than deciding to partake in the programme, of a SWB choice. Researchers must be mindful of this when evaluating programmes to gain a more robust insight into nature-based well-being interventions. 

	2.8 Summary of Chapter
This literature review considered the term 'well-being' as it is understood in the literature related to adolescent young people, health, and outdoor education. Consideration was given to the recent growth in therapeutically focused outdoor initiatives and programmes that have been developed for mental health and well-being benefits. Finally, the chapter considered the creation of outdoor well-being programmes and their relationship to the cultural context from which they emerge and which they serve. 
Chapter three, the Methodology chapter, draw upon and informs the data collection methods from the literature reviewed. It details the methods chosen, the rationale for doing so and the delivery of the methods. 










Chapter 3: Methodology

	3.1 Introduction
This chapter outlines the methods of research involved with the data generation of the case study. It discusses the quantitative and qualitative approaches, considerations, and evaluations of them, the participants, and the description of the research setting. It outlines the data analysis methods used and the ethical considerations involved in this mixed methods study. 



3.2 Rationale
The decision to focus on one cohort for this case study was to allow for in-depth exploratory research to understand the well-being needs of young people and how nature-focused activities can support this. 

3.3 Theoretical Framework and Paradigm
The case study research was underpinned by the theoretical Well-being Framework and Interpretivism Paradigm. This section explains them in more depth and considerations around them. 

3.3.1 Interpretivism
Centred on well-being from the perspective of the research subjects, the interpretive paradigm explores the individual views, beliefs, and attitudes of the participants within this case study. Interpretivism tries to understand reality from the mental constructs from each individual and their cultural, social, and historical influences. The formation of the concept of well-being within this study will be through a subjectivist epistemology approach; thus, the researcher and participants co-construct multiple viewpoints around the definition of well-being through their interactions with each other. Tunstall, Saplan and Stoiber (2022) acknowledge that power imbalances can occur in qualitative research because of researcher bias and can influence the study outcomes (Vossoughi and Zavala, 2020). To reduce this bias and mitigate it, Vossoughi et al. (2020), suggest fostering relationships among the group members, conversing with the participants as equal collaborators, rather that directed from the researcher (Patti and Ellis, 2017; Smith, and Noble, 2014). This encouragement to participants to learn from one another, and an allowance of agency and participation in this case study, will strengthen the worldview of the participants and help the subject construct the concept as they perceive it to matter to/for them (Patti et al., 2017). Tunstall et al., explain that opportunities for enjoyment, relaxed conversation and silliness invite participants to be more candid in their conversations and open to new concepts; this is possible through the co-construction of the experience by researcher and participants (p. 1116).
Thusly, a particular concern was the potential for subjective bias within such a small cohort (Thomas, 2017; Kirk, 2007), therefore, minimising the influence of the researcher on the participants and their involvement with the activities was paramount. To increase the trustworthiness of the findings, the researcher must maintain an appropriate level of distance and involvement during the research (Tunstall, et al., 2022; Patti et al., 2017). This is also whilst being mindful of the need to develop with the participants a level of trust and rapport for them to express themselves and their views freely (Savin-Baden and Howell Major, 2023; Docherty and Sandelowski, 1999) as they are “the best sources about themselves” (Bearison, 1991, in Kirk, 2007 p. 177). This contradiction meant that I did not participate in their activities yet kept a mindful distance whilst they explored their environment, themselves, and the concept of well-being without substantial influence. Though, as Smith, and Noble, (2014) noted, “…bias exists in all research… and is difficult to eliminate... [biases] occur at each stage of the research process … [and] impacts on the validity and reliability of study findings.” (p. 101).

	The theoretical framework that underpins this research is that of Positive Psychology, particularly the Well-being Theory by Seligman (2018). This theory acknowledges well-being as a construct with five measurable elements: 
· Positive emotion – happiness and life satisfaction are not the end goals of well-being but a part of it.
· Engagement – being in a state of “flow” (Csikszentmihalyi, 2014), then reflecting upon that state afterwards.
· Relationships – connections, kindness and sharing provide lasting feelings of well-being.
· Meaning and purpose – serving a greater purpose than ourselves and feeling part of something bigger than ourselves.
· Accomplishment – pursuing goals, whether they are positive emotions or feelings or not, yet giving us focus. 

Seligman (2011) states that each PERMA element contributes to well-being yet clarifies that some aspects can only be measured subjectively by self-reporting, and some objectively through observation from others. Other researchers with an interest in this theory concluded that all the PERMA factors were significantly positively correlated with each other to enhance the well-being of the individual (Butler and Kern, 2016; Khaw, and Kern, 2014). This theory’s primary focus aligns with the research aim of this dissertation and, therefore, is the theoretical framework for this study. 

3.4 Research Methods
The following methods were all implemented within this research. Consideration was given to the age and the learning needs of the participants within the study, the use of previous investigative methods in Outdoor Education research and the suitability of considered methods with respect to the programme being delivered. 
The decision to undertake a mixed-method approach acknowledges the limitations of a single-method approach in research (Migiro and Magangi, 2011).  According to Creswell (2013), a mixed method approach understands the research question more completely and is able to provide a deeper analysis (Creswell, and Guetterman, 2018) with the comparison of both qualitative and quantitative results to find agreement within the data (Migiro et al., 2011).
Through research and findings, several well-being scales were investigated to deduce the most appropriate quantitative method for adolescents working within an outdoor setting and engaging in a therapeutic programme without being intrusive or off-putting. Consideration was also given to the validity of the scale(s) and the ease of use for adolescents with low cognitive ability and for the use of the researcher in a time-limited, activity-packed programme. Several were investigated and the conclusion was to use the Warwick-Edinburgh Mental Well-being Scale (WEMWBS), the Leuven Scales for Well-being and the Leuven Scales for Involvement. Further elaboration on their selection is within this chapter.

3.4.1 Case Study
Case studies within research “present[s] an unusual or unique situation” (Creswell, 2013. p. 100), that “focuses on developing a detailed understanding of a case (or multiple cases) through gathering diverse sources of data.” (Creswell and Plano Clark, 2018. pp. 116). The flexibility of case studies (Stake, 1995; McCulloch, 2004; Waysman and Savaya, 1997) explores the extent of a phenomenon, in this case, the multidimensional phenomenon of well-being through the delivery of a therapeutic outdoor programme. Thomas (2017) suggests validity of outcomes can come at the cost of generalisation because of the specificity of context and focus and often small cohort observed cannot be applied to a wider population. That is not to say small-scale research does not offer valid data generation, in fact, there is an abundance of OE studies involving small cohorts which have added to the discourse around the impact of outdoor learning on adolescent well-being and are robust in their methodology and specific in their objectives (McAnally, Robertson, and Hancox, 2018; Arbuthnott, and Sutter, 2019). Small-scale research can provide rich descriptions, however, can be subjective to misunderstandings and misinterpretations from the researcher (Savin-Baden, et al., 2023; Mutz, M., and Müller, J. 2016). Therefore, case study research methods of data collection must be suitable to gain in-depth, succinct and avoid errors in interpretation under exploration (Thomas, 2017; Stake, 1995; Waysman et al., 1997). It is recommended a mixed-method case study is a good approach (Stake, 1995; Savin-Baden et al., 2023), however, it must be noted that contradictory or divergent findings, known as deviant cases, may occur in relation to the phenomenon being studied (Waysman et al., 1997; Anderson, 2010). A researcher who understands the context will need to review the contradictory findings, analyse them and account for them to ensure that there is no researcher bias and that the findings are reliable and valid (Anderson, 2010; Maykut, and Morehouse, 1994). These will be taken into account when reviewing the findings of the research. 
This case study has a researcher who understands OE culture and the context having obtained a level 6 specialist qualification in this subject and worked within the industry as an Instructor, Adviser, Manager and Teacher: therefore, having a deep understanding of the theoretical and practical approaches of the benefits of OE on adolescents.  They are also trained in Counselling skills to level 3, with over 10 years of experience working with adolescents (with a PGCE with QTS certification) [Appendix 11] so are versed in the knowledge of adolescent culture, development and current issues affecting them [Appendix 02d]. As defined by the IOL’s Mental Health Indicators of Competence Model [Figure 3], they are situated within the ‘Outdoor Professional’ with Therapeutic Knowledge category (Richards, Hardie, and Anderson, 2020) and have been considered suitable by their employer [Appendix 02], the contracted school [Appendix 02a] and the university [Appendix 01] to deliver the programme [Appendix 03]. 

Table 1: Indicators of Competence
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Source: (Richards, Hardie, and Anderson. 2020)
3.4.2 Participant Observation
Data collection of the observations of participants in this study were in the form of sessional field notes and observation worksheets. Within these notes, the engagement levels of the participants were documented, prominent comments made, and significant events or topics of discussion – as much data as possible was recorded to give the reader an overall view of the session.  According to Delamont (2016), in-depth data generation and analysis are only as good as the notes taken in the field as close to the event occurring to provide a rich resource. The more in-depth the notes, the more evidence can be extracted from them (Bryman, 2016); however, Biggam (2021) advises against relying too much on memory long after the event and suggests the closer to the event, the better; Docherty et al., point out that memory recall can become more enhanced the more opportunity to recall the situation after the event through discussion (1999), yet, this is not without its flaws as well. Both Docherty et al., (1999) and Fivush (1994) suggest that false memories can occur after the event as the mind tries to make sense of the situation based upon the experience of the individual, therefore, recollection of memories are not without errors and must be acknowledged as such. 
Bryman also acknowledges that participation observation can be a lengthy, and sometimes costly, process requiring long-term commitment (2016). There can be drawbacks to this method; for example, with a small cohort, the participants and researcher may not build enough rapport to comfortably allow for naturally expressed behaviour from the participants and may take longer to build this rapport than the research time allocated (Jorgensen, 2020; Hennink, Hutter and Bailey 2020). Ethically, the participant must be aware and agree to be observed, which naturally can adapt their behaviour and the researcher should be mindful, open, and honest and acknowledge this may otherwise influence the outcomes (Bryman, 2016; Jorgensen, 2020).
As well as all of this, situations can be fluid, out of the researcher's control, and, due to participant(s) behaviour, critical moments may be missed, or partially captured and the researcher applies their own speculation of the behaviour. As stated by Thomas (2017), there can be a possibility of observer bias within the data collection because the observer will naturally perceive and interpret the world based on their experiences, opinions, and judgements (Kirk, 2007; Tunstall, et al., 2022; Vossoughi et al., 2020).
With these considerations in mind, the participation observation method is still considered the least intrusive method of qualitative data collection (Bryman, 2016; Jorgensen, 2020; Hennink, Hutter and Bailey 2020) as it allows participants to enter a natural state of ‘flow’ (Csikszentmihalyi, 1979); whereas their focus is completely on the immediacy of their enjoyment and activity, thusly data becomes richer and more authentic. 
To avoid intrusion on the programme and the participants’ engagement/enjoyment and well-being, a voice recording (on a Philips Voice Tracer LFH0648 model recorder) of session observations was made straight after the conclusion of the session by the researcher – no notes were made during the sessions. The recording was transcribed electronically using Microsoft Word within 24 hours of the recording. The decision to choose this method was to avoid influencing the participants to consciously modify their behaviour to adapt to their perceived expectations of what the observer might want to see them perform (Diaper, 1990).

3.4.3 Warwick-Edinburgh Mental Well-being Scale 
The decision to use the Warwick-Edinburgh Mental Well-being Scale (WEMWBS) [Appendix 09] was because of the specificity of focus on well-being.  Alongside this, the scale has been validated for teenagers (Clarke, et al., 2011; Stewart-Brown, et al., 2011; Shannon, et al, 2020), UK populations (Tennant, et al., 2007; Ng Fat, et al, 2017), as well as group and individual analysis (Maheswaran, Powell and Stewart-Brown 2012; Shah, et al, 2018) and mental health outcome measurements (Crawford, et al., 2011; Shah, et al., 2018). The focused cohort were teenagers within the UK with specialist needs who would be required to complete their own WEMWB scale, so this was deemed suitable with these aspects. Further to this decision was the prior use of the WEMWBS by charities and NHS Confederation, in conjunction with the New Economics Foundation (Aked and Thompson, 2010), and through research around outdoor practices such as social and therapeutic horticulture, environmental conservation (Bragg, Wood, and Barton, 2013b), care farming (Bragg et al., 2013a; Leck, Upton and Evans, 2015; Hegarty, 2010) and outdoor learning aiding school transitions (Slee and Allan, 2019). Therefore, the WEMWBS has been used in a broad range of areas where well-being and specialist needs are the primary emphasis. 
The conclusion of research by Clark et al. (2011) established that the WEMWBS was appropriate for teenagers aged 13 years and over (pp. 8), yet, suggested when used within a school setting emphasis must be given to the scales’ holistic nature to avoid confusion for the participants. There was an awareness of the wording of some of the statements within the WEMWBS possibly causing confusion, embarrassment, or misunderstanding, which was reflected in Clark et al. (2011) research findings. For certain statements, such as “having energy to spare” [Appendix 09], the participant was asked to reflect upon their own meaning of this and create their own definition. This was to avoid the researcher’s influence over the choices made on the scale by the individual. 
The delivery of the WEMWBS scale was given in the environmental setting the programme was delivered in and not within the school setting to avoid contextualising their responses with their feelings in regard to their school setting rather than considering their lives as a whole. 

3.4.4 Leuven Scale 
The use of Leuven Scales for Well-being and Involvement is widely used by local authority advisory teams for research and development purposes (Pascal, et al., 1998, cited in Georgeson and Payler, 2013) The eQe Outdoors ‘Observation sheet – Learning Factors’ [Appendix 04b] was chosen to be used in this case study due to its use of the Leuven Scale for Well-Being and the Leuven Scale for Involvement and layout of the worksheet. The first two columns are the eQe author’s own creation (Sheenan, 2022 [Appendix 04b]) but add further context to the levels selected on the Leuven Scales by providing a scale of mood and engagement perceived from the perspective of the researcher. 
The levels given on the scales were from the observation of each participant at the end of that session. Each participant was randomly observed for 15 minutes per session by the researcher and a score was given – each week, the timing of the observation and observation order was changed due to practical reasons, however, as Davy (2013) suggested, the time frame for observation remained the same to support consistent data collection as reasonably possible. During the sessions, only one other adult was present, but it was not guaranteed by the educational establishment that the same adult would be in attendance each week, therefore, the decision was made just for the researcher to conduct the survey. 
There is an awareness that subjectivity can occur within the Leuven Scale when only one practitioner makes the assessment, however, as Georgeson et al. points out; “experienced practitioners know instinctively and can recognize immediately when children are fully engrossed” (2013, p. 220), therefore, it is the responsibility of the researcher to ensure they use their experience to ensure consistency and trustworthiness in their scale score decision. The experienced OP in this study has an extensive educational and Special Educational Needs (SEN) background from employment and volunteering for over a decade and a half, therefore, can be considered experienced enough to observe participants when they are ‘in a state of flow’ (Csikszentmihalyi, 1979) and understand how their SEN traits impacts on their presentation of ‘flow’ without personal influence (as discussed in 3.4.2 Participant Observation). The choice to use this scale, in conjunction with the WEMWBS, observation and focus group adds more insight into the outcomes of the outdoor programme. 

3.4.5 Focus Group 
To maximise data generation and, in conjunction with the participant observations, a focus group with semi-structured pre-determined questions was conducted after the last session had finished. 
Focus groups discuss the participants' personal experiences, actions, beliefs, attitudes, and viewpoints on the phenomenon being studied in a more natural environment compared to individual interviews (Powell et al., 1996; Adler, Salanterä, and Zumstein-Shaha, 2019; Sim and Waterfield, 2019). Krueger and Casey, 2000 suggest that given the opportunity of peer sharing and discussion, participants in focus groups are able to relax and generate deeper, more trustworthy data (Sim et al., 2019; Willig, 2001). However, the note that the participants’ recall, interactions, and communication can be affected by others within the group; Heary and Hennessy, (2002) expand on this by suggesting that different genders can influence the compatibility of the group and the topics discussed, especially among older children. For example, females are less likely to engage if they feel that male participants are not as engaged as they are in the topic (Kennedy, Kools and Krueger., 2001). Therefore, the researcher should be aware of this and adjust accordingly based on the interactions with the group, such as direct questioning to the less involved to encourage communication (Heary and Hennessy, 2002).
Docherty et al. (1999) further goes on to add that researchers should also be aware that children’s memory retrieval and the ability to communicate past events, feelings, and thoughts can be dependent on age. Willig, (2001), as well as, Lloyd, Gatherer, and Kalsy (2006) raise the same consideration around special educational needs, especially around their lack of expressive language within focus groups. Recollection of an event or series of events may become merged with similar events, therefore suggesting specific prompting may elicit the details required by the researcher (Docherty et al., 1999). This is to be acknowledged and recognised as a potential strong bias from the researcher in obtaining the data they wish to seek (Thomas, 2017; Kirk, 2007), rather than what is given freely and accepted as trustworthy by the adolescent in the group (Savin-Baden et al., 2013; Docherty et al., 1999).
Still, despite all these considerations, focus group interviews are the preferred method of collecting data from adolescents as they create a collaborative “safe peer environment” (Adler, et al., 2019, p 2); which, through interactions, allows participants to enquire, evaluate, ask questions, and reflect on their experiences (Gibbs, 1997; Kreuger, 2014). Though, it was suggested by Gibbs (1997) that some participants may find a focus group intimidating, especially if the facilitator is unknown or the participant is inarticulate, shy, or fearful of speaking in front of a group because they cannot articulate themselves well (Willig, 2001; Lloyd, et al., 2006). The method of data collection, through participant observation, ensured the researcher was present at each session and known to the participants before the focus group commenced, so they felt comfortable within their presence.
The decision to just perform one focus group was from the considerations of Docherty et al., (1999) and their agreement with Fivush’s (1994) research regarding the effect of memory recall during multiple interviews. Their findings showed that whilst providing young people several opportunities to recall an event, which would increase memory recall with each subsequent interview (Poole and White, 1995), it can alternatively have a diminishing effect on the suggestibility to the young person that the previous information given is incorrect or inadequate (Docherty et al., 1999). Consequently, a single informal and relaxed focus group in the natural environment (Krueger et al., 2000; Sim et al., 2019) with the researcher known to the group was deemed the most suitable data collection method with participants with specialist needs.

3.5 Recording/transcription of data
[bookmark: _Hlk143848592][bookmark: _Hlk143595953]Tape recording, rather than video, is promoted as the preferred method for adolescents as it is discrete (Saldana, 2011), however, Sim et al. (2019) cautions that complications may occur if the voices are not recognised by the transcriber. Therefore, Krueger et al., (2000) advises written notes are scribed the same time to take note of speakers and non-verbal communications, such as facial expressions or body language, between participants. Video recording will capture both, but Sim et al., (2019) implied that certain participant characteristics or cultures may be uncomfortable with such a recording device. In noting this, the decision, given the social, emotional, and mental health (SEMH) needs of the participants on the programme, was made to use a voice recording device (a Philips Voice Tracer LFH0648 model recorder) and short written notes by the researcher during the focus group [Appendix 05].
Transcription of voice recordings were created firstly through electronic means (Microsoft Word), then reviewed and edited by the researcher. The researcher corrected the transcript to match the voice recording where the transcribing programme has made wrong attempts at guessing the word. 

3.6 Analysis of data
The generation of data from this case study was abundant but necessary to analyse in-depth the outcomes in relation to the research aims and objectives. Each programme session was analysed through thematic analysis to deduce themes, meanings and relationship construction between events and participants (Moses and Torbjorn, 2012) in relation to the well-being categories (social, physical, mental). The method of inductive thematic analysis considered most appropriate for this study was the four stages of the constant comparative method (CCM) by Maykut and Morehouse (1994) [Appendix 08] due to the abundance and complexity of the amount of data produced from the various methods. The aim in an inductive approach is to allow the data to determine the themes without preconceptions (Braun and Clarke, 2006; Maykut et al, 1994), which is fitting for the purpose of this study. 
As themes emerged throughout the programme from the qualitative observations, the information was compared to the quantitative data from the WEMWBS and Leuven Scales, then further compared and explored within the focus group at the end of the programme. The purpose of this was to establish correlations between the observer perspective (via observation), the perceived engagement of the participant (through quantitative observation form), and the viewpoint of the participant (through the WEMWBS and Focus Group). The analysis of this data comes from the reflection-in-action (Biggam, 2021), meaning that the creation of the process, the programme and participant interactions, are seen as equally important as the conclusion.
Equally important were the themes that emerged; they were coded, categorised and organised, then analysed (Maykut et al., 1994). Emergent themes are inductive in case study findings (Stake, 1995; Savin-Baden et al., 2023) and this research found emerging themes not considered at the start of the study and were explored in Chapter 4: Findings, Analysis, and Discussion. 
Further to this, the results of these findings were compared and contrasted with the discoveries within the Literature Review, leading to critical reflection and discussion in order to compare theory to outcomes within the specified timeline (Chapter 3; 3.10). 

3.7 Data Coding
Identifiable information on the participants, the school, and the programme facilitator were redacted to protect them in this study. Participants were assigned letters to “accord them their rights to confidentiality and anonymity.” (British Education Research Association, 2018. p. 21) in accordance with ethical guidelines for educational research. 

The data coding system is referenced as follows for the focus group, observation journals, the WEMWBS and learning observation sheets: identifying code of the student, gender, session number, appendix, and reference. For example, A-M-1-X-XXX refers to Student A, Male, Session X, Appendix X and reference XXX. References for the sessional activities are: 
-	AN – Additional Notes
-	C – Connection Activity
-	CA – Creative Activity
-	CI – Check in
-	CO – Check Out
-	GO – Give to Others Activity
-	LA – Learning Activity
-	MA – Mindfulness Activity
-	SA – Sensory Activity
For the Focus references, the coding system differs slightly at the end. For example, A-M-FG-X-XXX refers to Student A, Male, FG for Focus Group, Appendix X and reference line XXX.
Additionally, within the Focus group transcript [Appendix 05], the students’ responses are colour-coded for ease of reading.

3.7.1 Participants 
The programme was delivered by an OP from an OE department within the Children’s Services Department of a County Council in the Southeast. The programme was designed for with “complimentary outdoor activities and psycho-therapeutic practices to enhance the approach and benefits offered” (Richards et al., 2020. pp. 7) of the 6 adolescents in attendance. 
The OE department contracted with a local school within their catchment area to deliver the sessions on a weekly basis during the academic autumn term of 2021. The school took responsibility in selecting the attendees based on several factors in discussion with the OE department: engagement with the school, looked-after status, and social, emotional, and mental health concerns on their care plans. Each young person was known to the Health and Well-being Pastoral Manager and Special Educational Needs Co-ordinator (SENCo) as a highlighted young person in need of significant support with their education.  Aged between 13 and 15, there was a mix of both genders within the group; not all were aware of each other before the commencement of the programme (this was not intentional).

The programme had a maximum limit of six participants, in this table is a brief descriptor for each one; a fuller overview can be found in Appendix 04.

Table 2: Brief Descriptor of Participants
	[bookmark: _Hlk146182708]Code
	Gender
	Age
	Nature of Specialist Need
	Additional Notes

	A
	M
	13
	ADHD, SpLD – dyspraxia
	Frequent detentions and exclusions. 

	B
	F
	15
	Diagnosed with depression. LAC, MLD
	Fostered for over a year. Substance abuse in the family. 

	C
	M
	14
	Diagnosed with Generalised Anxiety. School Avoider.
	Has not attended formal education since age 11.

	D
	M
	14
	LAC, MLD
	Recently fostered. 

	E
	F
	13
	ASD, MLD
	Struggles socially. 

	F
	M
	13
	SPLD – Dyslexia
	Possible Global Development Delay – under assessment. 



3.8 Ethical Considerations
According to Dunbar and Subedar (2021) of the BBC, outdoor therapeutic therapy and practices are not regulated and are still an emerging field, therefore, there is no national governing body responsible for health and safety policies, procedures (Dunbar, 2020; British Association for Counselling and Psychotherapy, 2020). However, The Institute of Outdoor Learning has created guidance for safe and ethical outdoor delivery involving any therapeutic model (Richards, et al., 2020). For this programme, the ethical and health and safety considerations followed the ethical regulatory requirements for ethical research in accordance with the BERA’s Ethical Guidelines for Educational Research (2018) and the University of Wales, Trinity St David (UWTSD) Research Ethics and Integrity Code of Practice (2021). It has been approved by the UWTSD’s ethics board as appropriate research with clear aims and outcomes [Appendix 01].
Further approval for the research was provided by the Local Education Authority Children’s Services representative, [Appendix 02], the headteacher of the school [Appendix 03] and the parents of the participants involved via letter [Appendix 02b] and research information sheet [Appendix 02c]. The participants themselves were asked for their permission to partake in the research. It was explained to all parties involved that attendance was voluntary for the participants, and they/the school/the LEA and/or the parents/carers were able to opt themselves/the participant out of the research at any time. 
	
3.9 Well-being Programme
Development of the well-being programme utilised in this study was inspired from published books and articles available in the public domain and academic journals in the Literature Review of this study: Humberstone and Stan’s (2012) holistic nature engagement activities for well-being, Richards, et al.’s (2020) Zones of Competency, Aked and Thompson’s (2010 Five Ways to Well-being to name a couple.
For the programme activities, the reference books and activities are publicly available to any OP for the creation of a bespoke therapeutic nature-based programme from any bookseller and were chosen for their ease of purchasing. This is deliberate as to concur with Loynes’ “McDonaldisation” discourse (1998. pp 34) of the emergence of the commodification and commercialisation of well-being-focused therapeutic activities in OE. 
The decision to use widely available publications was to demonstrate how the creation and modification of such a programme is feasible for OE without a therapy-based educational or employment background. 
As noted by Gass and Russell (2020), interventions are shaped by the culture in which they are delivered, therefore, this programme was created with the intention of its delivery being provided in a woodland-based environment easily accessible in the British Isles. This is reflective of the research of Revell, Duncan, and Cooper, (2014); Keniger, Gaston, Irvine, and Fuller. (2013) and Jordan, and Hinds, (2016); who all suggest that direct contact with nature is the most important component of any therapeutic intervention and, therefore should take place in nature even in urban areas with small natural areas. 
This programme aimed to incorporate Western innovations, strategies, and an evidence-based UK public health model to support well-being - 5 Ways to Well-being (Marks Cordon, Aked and Thompson, 2008; Aked and Thompson, 2010 p. 8) and theory (Well-being Theory, Seligman, 2018) By doing so, this research aims to align itself with current Westernised practices for a Westernised audience. 

Five Steps to Well-being (Aked et al., 2010 pp 8)
1. Connect to other people.
2. Be Physically active.
3. Learn new skills.
4. Give to others.
5. Pay attention to the present moment (mindfulness)

[bookmark: _Hlk143849519]The following evidenced-based practices were included: Mindfulness (Weale, 2022; Dunning, et al., 2022), Ecotherapy (Burls 2007, 2008; Clinebell, 2013; Jones et al., 2016), and Shinrin Yoku “forest bathing” (Mathias, et al., 2020), alongside activities, as stated, from commercially available publications. 
Aligning with the structure and regularity of other therapeutic-based outdoor programmes, such as Dutton’s NHS CAMHS programme (2022) and Walker and Conway’s Wild Tribe (2017), this programme was projected to be delivered weekly over 8 weeks at a regular set time, and day. Dutton explains the importance of structure and ‘rituals’ in offering adolescents with specialist needs “a sense of predictability and psychological containment also for those whose emotional regulation may be impacted by traumatic events or attachment issues” (pp. 15, 2022). Therefore, the structure of this programme for each session was as follows based on Dutton’s programme (pp. 15, 2022):

· Check ‘in’ with each participant at the start of the session (ceremony). 
· Guided mindful practice (mindfulness) / Grounding.
· Verbal enquiry into the experience of the mindfulness practice.
· Connectedness to others activity.
· Focused sensory activity.
· Focused creative activity.
· Learning activity – Bushcraft / Land-based. 
· Reflection of experience within session.
· Check Out / Closing – Verbalising appreciation and thoughts on the session.

Acknowledging the adolescents in attendance, their level(s) of mental well-being, the experience, knowledge, and confidence of delivery of the OP [as described in Chapter 3: 3.4.1 Case Study] this developed programme aimed to align with Zone 2 of The Outdoor Mental Health Intervention Model (Table 3. Richards, et al., 2020).
 
Table 3: Zones of Practice - Outdoor Mental Health 
[image: A diagram of outdoor mental health

Description automatically generated]
Source: (Richards, Hardie, and Anderson. 2020)


With these considerations in mind, the programme was created by the OP range of books available at any good bookshop to demonstrate how creating a programme is accessible for any OP. The table below shows the created programme and sources used.






Table 4: Therapeutic Focus 8-week Programme. 
	Therapeutic Focus 8-week Programme

	Session
	5 Steps to Well-being Session Focus

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	1
	Active Listening ^ /Landmines#
	Mountain/Valley Breathing^
	Sensory Scavenger Hunt+
	Mandalas++
	Shelter Building – Tarp +
	Verbal Appreciation^

	2
	My Cool-Down Spot^ 
	Balloon Breathing^
	Make Friends with a Tree^^
	Seed Pods++

	Fire lighting – Easy Intro # +
	Cultivating Gratitude^

	3
	Guess my Emotion ^
	Body Scan++ ^  
	Foraging+
	Clay Faces/Nature Sculpture++
	Kelly Kettles + 
	Gift from Nature * 

	4
	Blind Walk# Pick-me-Up# 
	Fox Walk+/ Mindful Walking^ *
	Nature Colours ++
	Nature/Mud Art++ # 
	Outdoor Cooking# - Cake in an Orange
	Sharing food/tea making+

	5
	Take a Step Back^
	Clouds in the Sky^ and
	Found Treasure# / Totems
	Making music + 
	Team Bow Drill#
	Honouring others# *

	6
	Dreamcatcher + 
	Group Imagination#
	Scream Away#
	Nature Printing ++
	Shelter Building – Tarp – Natural Materials + 
	Written Leaf Appreciation

	7
	Juggling Thoughts^
	‘Whoosh’ Breathing^
	Blindfold Drum Stalk +
	Whittling Sticks
	Outdoor Cooking# - Twists
	Fire Bowl Ritual ++

	8
	Growing from Mistakes^
	Sneaking Circle +
	Snorting Sorting Game+
	Leatherwork (Pouch)
	Fire lighting – Challenging # +
	Leather Pouch Gifting

	Sources:
^ Gruzewski, Kevin (2020) 
# Day, Roger and Day, Christine (2008)
++ Fisher, C. (2019)
* Kerr and Lemke. (2021)
+ Holland, C. (2020)





3.10 Timescale
The timescale from proposal to submission of this research was broken down on a monthly basis as outlined below. Some areas were revisited, extended, and adjusted after draft submissions.
Table 5: Timeline of research study
	September 2021 – November 2021
	The topic of research considered and the creation of the research proposal.

	December 2021
	Submit proposal.

	January 2022 -February 2022
	Begin research into OE programmes, theories, and literature review. Adjustments to the proposal. 

	March 2022
	The proposal was reviewed and finalised.

	March 2022 -
May 2022 
	Continue research into OE programmes, theories, and literature review.

	June 2022
	Formulation of programme. Contact with school, consent sought, permission granted, risk assessments created. 

	July 2022
	The well-being programme was reviewed and finalised. Approval of programme granted through Local Education Authority and School.

	September 2022 – December 2022
	Programme instigated.
· Phase 1/Week 1– WEMWBS provided before the commencement of the first session of the programme and recorded electronically.
· Phase 2 /Week 1-8: Programme delivery and interim data generation via a focus group at the end of the intervention. After each session, whilst in the same environment and after participants had departed, the researcher voice recorded an over-view of the sessions. During each session, an observation sheet using the adapted Leuven Scale was recorded.
· Sessional Participant Observation field notes were transcribed within 24 hours using Microsoft Office after each session and stored electronically on a password-protected USB pen drive. 
· Phase 3/Week 8 – WEMWBS provided at the end of the programme after the last session, before the focus group interview. 
· Focus Group Interview was conducted after the last session of week 8, within the environment the sessions were delivered. Voice recording and field notes were taken during the focus group. Field notes and voice recording was transcribed on the same day using Microsoft Office after each session and stored electronically on a password-protected USB pen drive.
· Within two weeks after the last session, the voice recordings and transcriptions were reviewed to correct for errors in transcribing. 

	January 2023
	Results analysed and reflected upon
Writing dissertation and conclusion. First submitted.

	September 2023
	Revisions and final submitted.



	3.11 Summary of Chapter 
This chapter outlined the methods of research involved within this study; it discussed the quantitative methods, the WEMWBS and Leuven Scale, and their suitability for the cohort and purposes of this research. It also discussed the qualitative method, the focus group. This chapter outlined the recording and transcription of the qualitative method and the analysis methods. Data coding and participant overview were briefly outline, finishing with the ethical considerations of such information.  
The well-being programme involved in this research was discussed – it’s development and how it fits within a mental health intervention model. Lastly, the time scale of this research was given. 


Joanne Parker MA Outdoor Education UWTSD 
1904913
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Chapter 4: Findings, Data Analysis, and Discussion

	4.1 Introduction
This chapter presents the findings of this mixed-method case study research dissertation, as identified in Chapter 3 - Methodology. It analyses the findings in accordance with the research objectives of this dissertation (p. 6): particularly, capturing the views of the adolescents, identifying any change in well-being through the programme, and the level of engagement adolescents interact with nature and each other whilst outdoors. 
Firstly, this chapter seeks to reflect upon the methodology, data gathered, and the three themes constructed from the data. Then it will discuss each of these themes, the views of the adolescents, with excerpts from the focus group and participant observation sheets, in contrast and comparison to the quantitative data produced by the various measurable scales used. Lastly, the viewpoints, discussions and different pedagogies will be considered in synthesis with the Literature Review.



4.2 Note on Participants
4.2.1 Participant C
Within this study, data was generated from 6 participants; however, Participant C did not return to the intervention after 3 sessions. No confirmed explanation was provided by Participant C’s school, nor was the Participant heard from since exiting the programme. Participant C’s quantitative data has not been considered as it is incomplete and cannot be compared or contrasted during analysis. The decision to include their qualitative data from the Participant Observation was due to the significant contribution of C during the sessions they attended, therefore, the researcher felt this data contributed to this case study.

4.2.2 Participant A
	Participant A was unable to partake in the focus group due to being excluded from education for their behaviour. They contributed significantly to the research, and they were able to be contacted afterwards to complete the WEMWBS after the sessions. They declined to be interviewed separately.

4.3 Findings 
 The richness of data generated was the outcome of the suitable decision to use a mixed-method approach in this case study, rather than limit findings that a single-method approach would produce (Migiro and Magangi, 2011). This has allowed for more a robust and trustworthiness analysis to have happened (Creswell, and Guetterman, 2018) due to the constant comparative method (Maykut and Morehouse, 1994) with both qualitative and quantitative results (Migiro et al., 2011).
The intrusiveness of the researcher, delivery of scales and observations were consciously reduced to allow for ‘richness’ in the data (Savin-Baden and Howell Major, 2023; Docherty and Sandelowski, 1999). Although at times, the researcher was conscious that there will always be potential for subjective bias within a small cohort (Thomas, 2017; Kirk, 2007) and this is addressed throughout this chapter. The subject of bias was a conscious and enduring thought throughout the data collection and every attempt to reduce this was done through avoidance of interpretation within observation journals to limit observer bias (Thomas, 2017).          
The issuing of the WEMWBS scale before and after the sessions was accepted by those who completed them. As stated in the Methodology Chapter, the interpretation of the statements was left to the participants to avoid the researcher's influence over their choices and the definition/aspects of well-being are discussed later in this chapter.
Through the processes of the constant comparative method (Maykut and Morehouse, 1994), three themes emerged from the data:
1. Engagement with nature and nature-based activities
· Outcome Proposition: Adolescents engage with nature and nature-based activities in a positive manner.
2. Social Interactions
· Outcome Proposition: Being involved in nature-based activities outdoors stimulates positive social interactions among adolescents.  
3. Emotional Well-being (Verbally expressed/observed)
· Outcome Proposition: Adolescents with complex needs, experience increased emotional well-being whilst being in nature.

The rest of this chapter will explore these themes in greater detail and the outcomes of the data within each. 

		4.3.1 Engagement with Nature and Nature-based Activities
	The first theme to be derived from the data focused on adolescent engagement with nature and nature-based activities. Authors, such as Kaplan and Kaplan (1989), Greenwood (2013), Louv (2005), Moss (2012) and Pretty (2009), have all commented on this age range’s lack of interest in the natural environment, yet the findings of this research indicate that they enjoy being in nature through their levels of engagement. Comments made during the Focus Group indicate that some, particularly the female participants, enjoyed being in nature: “If I could be here every day then I would be. It’s nice here. I love seeing the trees, they’re so pretty.” (E-F-FG-05-71); “We need more time outside.” (B-F-FG-05-73); “You can be yourself outside” (F-M-FG-05-63). It was noticed that the participants referenced back to school, rather than home when comparing their experiences: “better than school” (E-F-FG-05-46); “So much better than school" (D-M-FG-05-48); “there’s no rules or schoolwork” (D-M-FG-05-57), which, given they were in the intervention during school hours is understandable. If students spend on average 6 hours and 30 minutes per day in formal education for 44 weeks of the year (Department for Education, 2021), that is a large part of their early experiences in life. Being outside may offer them the feeling of freedom and space that schools do not: “no rules or schoolwork” (D-M-FG-05-57), “You can be yourself outside” (F-M-FG-05-63) and indeed, B noted the lack of time in nature “we don’t get enough time outside. We need more” (B-F-FG-05-85).
	The weather, mud, and the presence of insects, were factors cited for disengaging with nature in the outdoors, particularly amongst the female participants: “ugh, it’s too cold to be outside.”   (E-F-FG-05-58); “And cold. Bugs” (B-F-FG-05-58); “and wet” (E-F-FG-05-59). Observations often noted a strong dislike for wet mud whilst outside “B complained about “getting dirty with mud stuff” when kneeling on the ground.” (B-F-3-04e-LA) and this reflected on their interest in engagement “Given the nature of the weather (drizzling, wet, cold), the attitude of the group and the ground conditions the connection activity was introduced but the group wasn’t keen on doing it.” (B, D, F-F, M, M-04j-CI). There are a few considerations to this; whilst most enjoyed being outdoors, preferring it to school, their enjoyment was conditional upon the weather. This was supported by the attendance and engagement findings within the quantitative data. Attendance dropped to an average of four out of six participants attending sessions when the weather was 11 degrees Celsius or less, with the lowest attended day being the 25th of November when it was also “drizzling, wet, cold” [Appendix 07. Table 04]. Bar Participant C who left the programme early, all attendance was calculated as over 70%, with 3 participants over 87% recorded and 1 with 100% attendance. The environmental conditions are only one factor to consider when analysing the data, another is the activities on offer and group dynamics. 
	The most spoken about activities, also with the most observed recordings were the sensory activities – Scavenger Hunt, Make Friend with a Tree, Nature Colours and Scream Away [Appendix 03 and Appendix 06].  The data showed that being able to touch and encounter nature was a memorable and restorative experience, with the male participants demonstrating more hands-on engagement, whilst the female participants expressed their connection with nature more. A, D and F, all males, were recorded as interacting more hands-on with their surroundings: “A+D+F tried to collect as much as possible.” (A+D+F-M+M+M-1-04a-SA); “D found a stag beetle” (D-M-1-04a-SA); F “I hadn’t seen all these colours before” (F-M-5-04g-SA); and “D found a black smooth stone” (D-M-6-04i-SA). B and E were recorded as vocalising a restorative aspect to engaging with nature-based activities; describing the fire “Because I like it. Like, it makes you warm. Protects you from the cold. It’s nice to play with.” (B-F-FG-05-154); and “Well, it made me feel better about myself” (E-F-FG-05-46) yet touching nature less. 
	A, who has a diagnosis of ADHD, was also noted to be engaging differently whilst outdoors “they [teaching support] were surprised to see how “settled” he [A] was and how “engaging” he was in the activity.” (A-M-05-04g-AN), but the biggest change in acting differently came from participant B. Participant B, a Looked After Child (LAC), came to be more accepting with being in nature as they progressed through the programme. “B complained about getting “dirty with mud stuff” from kneeling on the ground.” (B-F-03-04e-LA); “B was concerned about getting dirty/unclean hands but said “Oh well” and created a handprint in flour on themselves.” (B-F-05-04g-LA); “B was getting dirtier and dirtier but didn’t seem to mind – they rubbed their hands on their jeans and jumped in the mud.” (B-F-06-04i-LA); and “Being dirty is fun. Mud, yay.” (B-F-FG-05-168). They showed more acceptance of nature and willingness to interact with it, whatever the weather.
Lastly, the recorded engagement of all participants from the Well-being and Observation sheets concludes that the majority (4/6 including C) of the participants were proactive during the sessions [Appendix 07, Table 06]. These were labelled as ‘Participant – Active; Happy and Responsive; Engaged’ and two were labelled as ‘Passenger – Engages; BUT Coasting; Take easy options’ [Appendix 10] which, combined with the comments above, can conclude that participants who find enjoyment from the activities will demonstrate a continued engagement and enjoyment with nature and nature-based activities. 

		4.3.2 Social Interactions
	The data showed improved, healthier social interactions whilst in the woods as the programme progressed. Many participants had not known one another prior to the first session, and those that did, such as A+E, had prior negative interactions together whilst in school [Appendix 04]. To begin with, disagreements between A+E continued “E was taken to one side by the teacher as they were getting angry with A” (E+A, F+M,01-04a-LA); and “They [A, E] bickered and threw insults at each other to the point the school staff had to intervene.” (E+A, F+M,02-04c-AA), but there was a noticeable change in documenting their interactions with others. A became more supportive and helpful towards others, in particular another male whom he had not met prior to the sessions: “A helped D when he struggled with setting the fire and lighting.“ (A+D-M+M-03-04e-LA); The teacher commented that they’d not seen A be helpful to another pupil during school: “…Said A mainly kept a distance [from other students in school] unless they were trying to provoke a fight.” (A-M-03-04e-AN). Extending his helpfulness to another participant in a later session: “He [A] also passed on some items to B (first time seen interacting with B in this way!)” (A+B-M+F-05-04g-SA) – a complete contrast for an individual at high risk of exclusion who regularly displays antisocial behaviour, such a fighting and absconding, whilst in school. Whilst there were times of tension between individuals, it was participant E who was temporarily removed from the activities by school staff due to their negative interactions with others (E-F-01-04a-LA; E-F-02-04c-SA; E-F-03-04e-GO).
	E found interactions during the first sessions hard to navigate which is not uncommon for a young person with ASD (Torrance, 2018): “E decided to walk in the other direction away from others” (E-F-01-04a-SA); “E wanted to work on her own.” (E-F-03-04e-LA). However, the more familiar the environment, structure and interactions became, they developed positively with self-regulating and management of themselves; “Throughout this session, E showed a few self-managing techniques (e.g., observing and copying others, and checking information was correct before starting). More so than seen before in previous sessions – this seems to be a positive development of helping manage/support their ASD condition.” (E-M-07-04k-AN). Indeed, a lasting comment during the Focus Group was positive about their interactions with others: “Yeah, I like people here” (E-F-FG-05-320). The restraint and management they displayed whilst on the programme did not translate across to their school life; after an altercation with a member of staff, where E physically attacked them, they were permanently excluded two months after the programme finished [Appendix 04]. 
Although all were exposed to the same activities and opportunities for interactions with one another, one member of the group, D, showed the most confrontational language - predominantly during the Focus Group: “I just said that didn’t I?” (D-M-FG-05-106); “People don’t like you” (D-M-FG-05-247); “It’ll be better if SHE wasn’t here” (D-M-FG-05-318). He also displayed aggressive body language: “D walked ahead of everyone else. Picking up things and throwing them hard into the bushes.” (D-M-6-04i-CI). Choice Theory suggests that all behaviour is communication of a need of the individual (Glasser, 1999). D showed different behavioural choices than A+E [aggression towards nature, not to another person] and this is potentially because his concerns were external to the group “the reality is setting in and the [foster] placement is longer than D thought it would be… Foster Carers have told D that he will not be living with them anymore if he keeps getting in trouble at school.” (D-M-6-04i-AN). His interaction with nature in this particular session, presented a soothing effect on his moods, and whilst he was allowed to explore freely, he took it upon himself to be away from the group on his own terms “D led the way with B and F following” until such a time he felt able to engage fully again. This opportunity for restoration and regulation in an open environment presented itself as more accessible and attractive in contrast within the school, where D might have reacted with physical aggression to another “D was excluded on this date. He had been verbally abusive to a teacher. He has also thrown something in their face at them” (D-M-05-04g-AN). Overall, as stated above, social interactions with each other whilst on the programme improved with the findings revealing positive engagements with participants unknown to each other prior to the programme. 

		4.3.3 Emotional Well-being (Verbally Expressed/ Observed)
The findings in this study demonstrated that being in a woodland environment, whatever the weather or activity delivered, had an emotional impact on individuals’ well-being. All participants displayed a positive response in emotion to the sessions overall despite a few, C+D+E, starting out ‘unresponsive’ at first to the new programme [Appendix 07, Table 05]. These findings were also reflected in their recorded engagement where they were noted as being ‘Prisoners – Disinterested; Coerced to engage’ at the start, eventually becoming ‘Participants’ more often at the end [Appendix 07, Table 04]. This change illustrates a positive well-being mindset to want to engage with the nature-based activities on offer after an initial reluctance.  
Enquiry into how being in the woods made them feel [Appendix 05], keywords such as “feels good” (F-M-FG-05-292) “happier” (F-M-FG-05-294) “happy” (B-F-FG-05-287) were spoken. As mentioned in 4.2.1, there were comments about horrible weather conditions, but these were not a deterrent to how they wanted to be outdoors: “Well it’s like this. If I could be here every day, then I would be. It’s nice here. I love seeing the trees, they’re so pretty.” (E-F-FG-05-71).
For some, the very essence of being in nature inspired them to speak freely about how they were feeling whilst in the moment: “F said he felt “calmer, less stressed in the woods” (F-M-05-04g-CI); “they said…they felt “calmer, for being dirtier”.” (B-F-06-04i-LA); and “E completed the task and said that they enjoyed “taking my mind off other things”.” (E-F-07-04k-CA). In comparison when session 5 had to be delivered on the school site, there was a noted change in well-being “More ‘snarky’ comments during this session towards one another than in the woodland.” (ALL-05-04g-AN) which changed the ambience of the group. A especially found being on the school site challenging and was removed from the session three times to regulate himself before returning and joining in again (A-M-05-04g).
All of the participants are on EHCP plans [Appendix 04]; for many, their plans stated they would struggle with emotional literacy, especially verbalising their emotions. Actions spoke louder than words in these findings and behaviourally, all displayed a calmer, more patient and softer approach to themselves and each other as they progressed. To further understand how they felt about their own well-being, and given their specialist needs, the scales became their ‘voice’ when they couldn’t articulate their emotions. 

4.4 Well-being Scale
As stated, the key theme throughout the programme was well-being based on the 5 Ways to Well-being (Aked and Thompson, 2010) and Well-being Theory (Seligman, 2018). The was known to the participants and spoken often about during sessions. The responses during the Focus Group [Appendix 05] of their perception, of ‘well-being’ as they understood it to be for them was informative: “When you feel good about yourself and your life. Erm, happy, erm, healthy, living well.” (B-F-FG-05-09); “It’s about the food you eat. Must be good.” (D-M-FG-05-11). 
Both eudaemonic and hedonistic aspects were equated to well-being; “…being positive in where you’re going in life. Feeling well. Good health. Got money. No school.” (B-F-FG-05-25); “like the stuff we did. Thinking good thoughts, breathing slowly, erm, being outside, erm, fresh air. I dunno. That stuff.” (E-F-FG-05-30); and the enthusiastic hedonic comment: “Marshmallows!” (F-M-FG-05-31). Whilst the group did not define the concept of well-being together, it seemed that each individual did reflect for themselves what it meant for them, with B succinctly describing hers as “Well-being OK is all about Wellness.” and was seemingly satisfied with that description (B-F-FG-05-17).
The participants presented increasing levels of well-being through the programme [Appendix 07, Table 07] with an average range of 3.33 to 4.8 scores on the Leuven Scale. A displayed higher scores throughout and, according to the scale, presented as “The child looks happy and cheerful, smiles, cries out with pleasure.  They may be lively and full of energy.  Actions can be spontaneous and expressive.  He/she is open and accessible to the environment.  The child expressed self-confidence and self-assurance.” [Appendix 07, Table 08], which, given his SEN diagnosis of ADHD seemed apt to how he behaved in general. D in contrast, displayed a low level of well-being, scoring 2 ‘low’ scores for two consecutive weeks before progressing up the well-being scale score. This coincided with the increased support from A during sessions “A and D chose the same tree to work together” (A+D-M+M-3-04e-CA); “A helped D when he struggled with setting the fire and lighting.” (A+D-M+M-3-04e-LA);” D was struggling…A took the bowl and finished the job for him.” (A+D-M+M-7-04k-LA). This is in agreement with one of the points in the 5 Ways to Well-being – Give to Others; “…committing an act of kindness once a week over a six-week period is associated with an increase in well-being…” (Aked and Thompson, 2010, p. 10). The more familiar the group became with the process, the higher levels of well-being were observed to increase for all participants [Appendix 07, Table 07].
	Prior to the programme commencing, each participant was given a copy of the 14-point Warwick-Edinburgh Mental Well-being Scale (WEMWBS) to complete. The self-reporting scale showed varied choices made throughout the group. Each participant that completed the scale before and afterwards, reported higher scores of well-being after the programme – with a small exception. For B, there was a decrease in feeling loved (Before 5, After 4) and feeling cheerful (Before 5, After 4), but they reported higher scores in all other areas [Appendix 07, Graph 02]. 
However, the overall results showed a positive increase in well-being. Before the intervention, the results of the WEMWBS recorded a ‘low’ level of well-being for all aside from participant B recording a moderate score [Appendix 07, Table 01]. After the intervention, all scores reflected a ‘moderate’ level of well-being for all with a comparable score of 36.4 before the intervention to 50 afterwards [Appendix 07, Graph 07]. An 80% rise in well-being [Appendix 07, Graph 08], therefore a positive conclusion to the programme is that being in nature and engaging in nature-based activities supported an increase in the participants' well-being status.

	4.5 Summary of Chapter
In summary, the main learnings from these empirical findings are that engagement with nature and nature-based activities are positive for adolescents and preferable to formal education. Being outdoors has some influence on social interactions due to space, environment, and interest, which can affect the overall well-being of those involved. The participants displayed increasing positive mood and improved well-being. A further, deeper conclusion is presented in Chapter 5: Conclusion.  



























Chapter 5: Conclusion

	5.1 Introduction
This final chapter is the conclusion to this research. It discusses this research’s contribution to OE knowledge and adolescent well-being, as well as the strengths and limitations within this study. This chapter concludes with self-reflection by the researcher on this study and offers recommendations for future examinations of this nature. 



5.2 Contribution to OE knowledge
The literature discussed in this study identified an increase in awareness the pandemic had upon adolescent health and well-being and how OE can support the well-being of them. This study contributes to the growing interest and literature around these topics. To date, the research into adolescent involvement in OE concerning health and well-being is emerging, therefore, the empirical findings within this study will add contribution. This study found that adolescents can be considered as finding nature enjoyable with different genders engaging with nature differently. The findings also indicate the adolescents gain well-being benefits from nature, such as restorative and health benefits and emotional regulation (Richardson,2019), which can aid in other aspects of their lives.   
5.3 Strengths and Limitations
There were several strengths within this research. Firstly, a trusting participant and researcher collaboration allowed for the completion of the programme for many of the participants. This demonstrated their interest in the programme, OE, and nature with the OP. The findings produced were considered trustworthy based upon this interaction and were insightful.  
The decision to observe the sessions to aid in the creation of the Focus Group questions was the appropriate choice to understand the language, needs and suitability of them to gain the best responses from the participants. 
Were this research to be run again or certain parameters changed – one would be looking at the subjective well-being compared to the objective well-being of the programme creator, then a comparison of the two. It may raise such awareness of the impact on well-being of a planned programme compared to the subject’s own choices and their level of interest with engaging in nature. Although the adolescents had the option to decline participation in any activity offered, if they were able to have autonomy over their activity choices, it would be interesting to see what they would pick and why. 
This research was limited through the size of the cohort and programme length; therefore, the findings cannot be generalised. The cohort had varying specialist needs and backgrounds of which, potentially, had an impact on their engagement within this study. Further research in the enhancement of well-being for adolescents within OE could consider many pathways. For example, selection of participants with specific specialist needs or comparisons with other programmes whose intentions are to increase the well-being of their participants with similar cohorts. 
5.4 Self-Reflection
The topic of this research study was an incidental one which came about due to current employment opportunities and, sadly to say, the pandemic. There was a general concern within the media in supporting adolescents to integrate back into mainstream schooling since the restrictions of lockdowns were completely removed. Working with adolescents with specialist needs during lockdown and after this time highlighted the need for OE greatly. My first-hand experience of young people gaining confidence and self-esteem whilst outdoors prompted me to look for literature and programmes for this age range yet finding very little in the public domain. 
Upon reflection, I felt it would have been better to have studied a cohort on an already established OE programme to remove the need for a creation of one. However, the opportunity to create one unique to the focus, using accessible resources, was highly enjoyable and eye-opening. I owe my ability to manage so due to previous teaching experience and hope to pass on this experience to other OPs.
This dissertation and research undertaken has been an enjoyable and interesting one. It has broadened my understanding and knowledge and I felt has aided me in becoming a better OP. 
5.5 Recommendations
Based on the conclusions and findings drawn from this study, guidance for OP in creating and running their own programmes, there are a few recommendations.
If there was more in-depth information in relation to well-being and measurement of it for OP’s, then research, such as this one, would negate the need for lengthy explanation and discussion of it. Many literature sources had to be drawn from other, non-OE, journals for the information required, therefore, a recommendation would be for OE researchers to build upon the well-being benefits of OE within their studies so ensure its relevancy to OE and the people who engage with it. 
A generalised OP well-being programme training with basic skills and foundational learning would support the OP in awareness incorporation into their own programmes, expanding the scope of OE’s health and well-being benefits. 
Providing mental health well-being and support to each other is everyone’s responsibility; the support a better, kinder world for all the message, learning and experiences need to begin with young people – and what better way to show this support that through Outdoor Education, either whilst in the sea, the woods, or their own back garden. 
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	Joanne Christine Parker

	Tick all boxes which apply:

	Member of staff:
	☐
	Student:
	☒
	Honorary research fellow:
	☐



	Faculty/School/Centre:
	School of Sport, Health and Outdoor Education

	Campus:
	Carmarthen

	E-mail address:
	1904913@student.uwtsd.ac.uk

	Contact Telephone Number:
	07305809634

	For students:

	Student Number:
	1904913
	Undergraduate
	☐

	Programme of Study:
	MA Outdoor Education
	Taught Postgraduate
	☒

	Director of Studies/Supervisor:
	Andy Williams
	Research
	☐



SECTION B: Approval for Research Activity

	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☐
	NO
	☐

	     
	Date

	If Yes, please indicate source of approval (and date where known):
	Research Degrees Committee
	☐
	

	
	Faculty Research Committee
	☐
	

	
	Other (write in)

	☐
	


Approval in principle must be obtained from the relevant source prior to seeking ethical approval.

SECTION C:  External Ethical Guidance Materials

	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines.

	UWTSD Research Ethics and Integrity Code of Practice
	☒

	UWTSD Research Data Management Policy
	☒

	BERA Ethical Guidelines for Educational Research, fourth edition (2018)
	☒



SECTION D: External Collaborative Research Activity

	Does the research activity involve collaborators outside of the University?
	YES
	☐
	NO
	☒

	
If Yes, please provide the name of the external organisation and name and contact details for the main contact person:

	Institution
	

	Contact person name
	

	Contact person e-mail address
	



Where research activity is carried out in collaboration with an external organisation
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	If Yes, please attach a copy of any final approval (or interim approval) from the organisation



SECTION E: Details of Research Activity

	Indicative title:
	A case study to explore the impact of a 8-week nature-based intervention on the well-being of adolescences with specialist needs.

	Proposed start date:
	2022
	Proposed end date:
	2023

	Purpose of research activity (including aims and objectives)
Outline the purpose, aims and objectives of the research activity, including key research questions. Show briefly how existing research has informed the proposed activity and explain what the research activity will add and how it addresses an area of importance. (Maximum 300 words)

	The overall aim of this research is to explore the impact of a 8 week nature-based intervention on the well-being of adolescents with specialist needs
The rationale of this research is that outdoor education has shown to have positive mental health outcomes for young people (Berman, 2005. Mutz, and Müller, 2016,) and that there is existing evidenced based research in regard to the effectiveness of Outdoor Learning (Fiennes, et al. 2015) and evidence of health benefits from contact with nature (Tabbush and O'Brien, 2003; Pretty et al. 2005, 2007; Louv, 2005; Gladwell, et al, 2013). 

The aims and objectives of this research:
6. Identify the value of different nature-focused activities to support the development of adolescent well-being through the engagement of the young people in the activity.
7. Identify any change in the well-being of the participants using the Warwick Edinburgh Mental Well-being Likert Scale (WEMWBS) as a result of the nature-focused activities, pre- and post-intervention.
8. Observe and record the participants and their interactions with the different nature-focused activities via an observation journal and observation sheets incorporating the Leuven Well-being Scale during the intervention.
9. Capture the views and value of the nature-focused activities on changes to well-being from a focus group involving the participants at the end of the intervention.
10. Evaluate the contribution of a nature-focused programme to the care plans of the participants.

	Proposed methods
Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. (Maximum 600 words)

	Empirical data will be collected via a multi-method approach in this cross-sectional case study; quantitative data will be gathered from the Warwick Edinburgh Mental Well-being Scale (Tennant, et al., 2007; Stewart-Brown et al. 2011). This will be delivered at the start of the programme and repeated at the end. Results will be compared and analysed to assess the impact of the intervention on well-being. The deductive approach of gathering data from focus groups and observation field notes will collect qualitative data. Thematic analysis will uncover themes arising around well-being, nature engagement and the impact of the intervention through a deep phenomenological approach.



	Location of research activity
Identify all locations where research activity will take place.

	Well-being Programme run at a LEA Study Centre within South of England using Children Service’s Staffing. 

	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural sensitivities or vulnerabilities of participants.

	This research activity will not be conducted outside of the UK.




SECTION F: Scope of Research Activity

	Will the research activity include:
	
YES
	
NO

	Use of a questionnaire or similar research instrument?
	☒
	☐

	Use of interviews?
	☒
	☐

	Use of diaries?
	☐
	☒

	Participant observation with their knowledge?
	☒
	☐

	Participant observation without their knowledge?
	☐
	☒

	Use of video or audio recording?
	☒
	☐

	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	Investigation of participants involved in illegal activities?
	☐
	☒

	Use of procedures that involve deception?
	☐
	☒

	Administration of any substance, agent or placebo?
	☐
	☒

	Working with live vertebrate animals?
	☒
	☐

	Other primary data collection methods, please explain in this box

Research’s own personal journal recording sessions- the planning and outcomes from observations.

	☒
	☐



If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants

	Who are the intended participants:
	
YES
	
NO

	Students or staff at the University?
	☐
	☒

	Adults (over the age of 18 and competent to give consent)?
	☒
	☐

	Vulnerable adults?
	☐
	☒

	Children under 18?
	☒
	☐

	Prisoners?
	☐
	☒

	Young offenders?
	☐
	☒

	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	People engaged in illegal activities?
	☐
	☒

	Others (please identify):


	☐
	☒



	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	Estimated 6 young people under 18 years old and older than 12 years old. They are recruited through a LEA alternative education department within the Children’s Services and referred on to the programme with both parent and young person consent and awareness.



	Information for participants:
	
YES
	NO
	
N/A

	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	Will you obtain written consent for participation?
	☒
	☐
	☐

	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	If the research is observational, will you ask participants for their consent to being observed?
	☒
	☐
	☐

	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☒
	☐
	☐

	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	If NO to any of above questions, please give an explanation 

	



	Information for participants:
	
YES
	NO
	
N/A

	Will participants be paid?
	☐
	☒
	☐

	Is specialist electrical or other equipment to be used with participants?
	☒
	☐
	☐

	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	If YES to any question, please provide full details 

	
Outdoor cooking stoves
Outdoor education equipment




SECTION H: Anticipated Risks

	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	Full risk assessment completed and appended? 

Yes                               ☒
 No                                   ☐


	Risks to participants
For example: emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	There are some potential risks from Outdoor Educational activities, such as trips, slips and falls etc. Risk will be assessed and mitigated where possible or activity is not run. Each young person has their own level of care plan risk assessment and Individual Needs Profile’ some will have an Educational Care and Health Plan.
Risk Assessments covering – outdoor cooking, off site visits (walking).
(this box should expand as you type)

	

	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	Any safeguarding disclosures will be reported to the Child Protection Co-ordinator at the LEA, this is a named manager the Children’s Services with the appropriate training – the method of recording is via an electronic form. Immediate safeguarding concerns are managed through a call to the DSL, with report completed afterwards. After each session, a report is written of the activities, interactions and matters arising and passed on to the educational manager. 
Another adult is also present during the programme to support safeguarding.

(this box should expand as you type)

	

	Risks to investigator
For example: personal safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	This programme has potential risks to the investigator and other adult supporting the programme – harm from the young people, risk of accusation, verbal abuse. 
In the event of a serious incident, the Serious Incident Procedure will be followed. 
(this box should expand as you type)

	

	University/institutional risks
For example: adverse publicity, financial loss, data protection

	Risk of data loss through unprotected access to data system – data will be kept on a password protected machine and password protection Cloud system only accessible by the investigator as outlined in the UWTSD data protection policy, section 9: Data security. 
Lack of investigator integrity and a conduct which undermines the university and brings it into disrepute – The investigator at all times, when conducting the research and liaising with the LEA required for this research, will act professional and comply with the ethical, legal and professional frameworks, obligations and standards as required by statutory and regulatory authorities, as well as the university’s Research Integrity and Ethics Code of Practice.

(this box should expand as you type)

	

	Adverse outcomes
List measures put in place to limit any adverse effects or outcomes of research activity where appropriate. Include any emergency protocols. 

	The LEA has appropriate emergency protocols in relation to adolescent aggression and management of violence through training, high ratio, risk assessments and continual discussion amongst the multi-disciplinary teams. The young people are known to the accompanying educational staff and each will have a referral and medical form detailing any mental, physical or emotions needs they have.
(this box should expand as you type)



	Disclosure and Barring Service

	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	


YES
	


NO
	


N/A

	Has a DBS certificate been obtained?
	☒
	☐
	☐



SECTION I: Feedback, Consent and Confidentiality

	Feedback
What feedback will be provided to participants, how will this be done and when? 

	Sharing results after the 8-week programme verbally and through a written report. 

 (this box should expand as you type)

	

	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded.

	Information provided direct to participants regarding the study and what is involved in participating. 
Consent is via paper copy from the young people if they have the capacity to make their own decision as far as practicable as outlined in Section 1 of the Mental Capacity Act 2005
Written consent for the research to begin from the Brian Pope, the Children’s Services Deputy Director of Hampshire County Council
Young people are able to withdraw consent at anytime, either verbally or written to programme lead, or educational manager.

 (this box should expand as you type)

	

	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
Names will be change to numerical numbers. Location of data collection is anonymised. 

(this box should expand as you type)



SECTION J: Data Protection and Storage

In completing this section refer to the University’s Research Data Management Policy and the extensive resources on the University’s Research Data Management web pages (http://uwtsd.ac.uk/library/research-data-management/).
	
	YES
	NO

	Does the research activity involve personal data (as defined by the Data Protection Act)?
“personal data” means data which relate to a living individual who can be identified—
(a) from those data, or
(b) from those data and other information which is in the possession of, or is likely to come into the possession of, the data controller, and includes any expression of opinion about the individual and any indication of the intentions of the data controller or any other person in respect of the individual.
	☐
	☒

	If YES, provide a description of the data and explain why this data needs to be collected:

	
(this box should expand as you type)

	

	Does it involve sensitive personal data (as defined by the Data Protection Act)?
“Sensitive personal data” means personal data consisting of information as to –
(a) the racial or ethnic origin of the data subject,
(b) his political opinions,
(c ) his religious beliefs or other beliefs of a similar nature,
(d) whether he is a member of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) his physical or mental health or condition,
(f) his sexual life,
(g) the commission or alleged commission by him of any offence, or
(h) any proceedings for any offence committed or alleged to have been committed by him, the disposal of such proceedings or the sentence of any court in such proceedings.
	☒
	☐

	If YES, provide a description of the data and explain why this data needs to be collected:

	To set context of the investigation. Simplified and generalised descriptions of mental health conditions of the participants will be mentioned – specifics are not discussed, nor any identifiable condition to young person. 
(this box should expand as you type)



	Will the research activity involve storing personal data on one of the following:
	YES
	NO

	Manual files (i.e. in paper form)?
	☒
	☐

	University computers?
	☐
	☒

	Private company computers?
	☐
	☒

	Home or other personal computers?
	☐
	☒

	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☒
	☐

	“Cloud” storage or websites?
	☒
	☐

	Other – specify:

	☐
	☐

	For all stored data, explain the measures in place to ensure data confidentiality, including details of password protection, encryption and anonymisation:

	Password protected electronic devices and Cloud storage service. Laptop device and cloud service is provided by the LA.
All names will be anonymised. 
Survey (paper forms) completed by participants will be scanned on to cloud storage device then shredded afterwards; before this happens, paper copies will be kept locked away.


	Will the research activity involve any of the following activities:
	YES
	NO

	Electronic transfer of data in any form?
	☒
	☐

	Sharing of data with others at the University?
	☐
	☒

	Sharing of data with other organisations?
	☐
	☒

	Export of data outside the European Union or importing of data from outside the UK?
	☐
	☒

	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	Publication of data that might allow identification of individuals?
	☐
	☒

	Use of data management system?
	☐
	☒

	Data archiving?
	☐
	☒

	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the Data Protection Act (and/or any international equivalent):

	Google Forms to Microsoft Office applications



	List all who will have access to the data generated by the research activity:

	Myself, university tutor and MA assessment board upon completion and marking of dissertation. 

(this box should expand as you type)

	

	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	Just myself

(this box should expand as you type)

	

	Give details of data storage arrangements, including where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
OneDrive Cloud Storage, Microsoft Office and Google Form for the duration of the MA course

(this box should expand as you type)



SECTION K: Declaration

	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice

	Signature of applicant:
	[image: A close-up of a logo

Description automatically generated with low confidence]
	Date:
	10/02/2022



For students:
	Director of Studies/Supervisor:
	

	Signature:
	


	Date:
	



For staff:
	Head of School/Assistant Dean:
	

	Signature:
	


	Date:
	





Appendix 02 - LEA Research Consent Letter




Dr Andy Williams,
Sport, Health and Outdoor Education
University of Wales Trinity St David Carmarthen Campus,
Carmarthen SA31 3EP


E nq u i r i e s t o


Di r e c t L i n e


Da t e


	
	My r e f e r en c e
	
	BP/AB

	
	
	
	

	
	Yo u r r e f e r e n c e
	
	

	
	
	
	

	
	E - ma i l
	
	


Dear Dr Williams

Re: LEA RTM MA Outdoor Education Dissertation Proposal

Please accept this letter as consent for Joanne Parker to carry out research to explore the impact of an eight week nature-based intervention on the wellbeing of adolescences with a range of specialist needs.

The case study will focus on a cohort of adolescents aged 12 – 18 years of age, selected by the Local Authority (Hampshire County Council), who have been identified as either NEET (not in education, employment, or training), at high risk of becoming NEET, or who are currently disengaged and/or exhibit a range of specialist needs.

[image: Text, letter  Description automatically generated]Yours sincerely





Assistant Director, Education & Inclusion
	Appendix 02a - Head Teacher Research Consent LetterDirector of Children' s Services
Steve Crocker OBE


[bookmark: _Toc408400106][image: Press Releases 2020 | University of Wales Trinity Saint David]




Dear Chris,

My name is Joanne Parker, and I am currently studying towards an MA in Outdoor Education at the University of Wales, Trinity St David.  As part of my course, it is required to commence a research dissertation with a focus on Outdoor Education. In conjunction with my university tutor, Dr Andy Williams, the research is focused on: “A case study to explore the impact of an 8-week nature-based intervention on the wellbeing of adolescences with a range of specialist needs”. 

I am writing to ask for your permission for your schools, staff, and selected students to participate in my research to help further understand the impact of nature-based interventions on adolescent well-being. 

The gathering of data to inform this research will involve collecting qualitative feedback on the programme and the well-being of the young people; also using observer and a formative quantitative assessment to measure levels of wellbeing before and after the eight-week project. 
This dissertation proposal has been approved by the University of Wales, Trinity St David’s ethics committee and adheres to the guidelines of BERA (British Educational Research Association). I would also like to add that I have been approved to undertake this research by the director of Children’s Services, Brian Pope, of Hampshire County Council. I am happy to provide evidence if requested.

Accompanying this letter is an overview of the research, including the methodology for your reference – a copy will also be sent to parents/guardians. I will fully inform and seek written consent from all the participating group's parents/guardians and children and clarify that anyone involved in the research has the right to withdraw at any time. All data, conclusions, questionnaires, and discussions will be anonymised and kept strictly confidential. My aim is that the data collection will take place in the Autumn 1 and Autumn 2 terms.

I hope that having read the information regarding the research, you will feel able to support me in this work and provide consent on the accompanying form for me to undertake this with your school. Please do not hesitate to contact me if you would like to discuss my project further or for further information.

I look forward to hearing from you.
Kindest regards,

Joanne Parker
Outdoor Participation Adviser – Hampshire Outdoors, Children’s Services, Hampshire County Council.
Telephone: 07565201719
Email: 1904913@student.uwtsd.ac.uk  





Consent for School-based Research 



Name of Researcher: Joanne Parker


Title of the Research project: A case study to explore the impact of an 8-week nature-based intervention on the wellbeing of adolescents with a range of specialist needs.


Please tick to confirm your understanding of the study and that you are happy to provide consent for young people from your organisation to take part in my research.

	

	

	

	

	


1. I can confirm that I have read and understood the information provided for this research project.
2. I understand that participation of the young people within our organisation, and of the organisation itself, is voluntary and consent may with withdrawn at any time. 
3. I understand that this research study has had the approval from UWTSD and Hampshire County Council Children’s Services to be conducted.
4. I understand that any personal information and data collected during the study will be anonymous and remain confidential. 
5. I agree for our organisation, staff, and attendees to take part in this research. 



Name of Head teacher: _________________________________________________

School: _______________________________________________________________

Signed: _____________________________________________ Date:______________




[image: Press Releases 2020 | University of Wales Trinity Saint David]Appendix 02b - Parent Consent Letter


ear Parent or Guardian, 

You are receiving this letter because your child is on the ‘Rewilding the Mind’ project run by Hampshire Outdoors. My name is Joanne Parker, I am the project facilitator and am currently studying for a Masters’ in Outdoor Education at the University of Wales, Trinity St David. 
In connection with my studies, I aim to study a group of adolescents involved in an 8-week nature-based intervention to explore the impact on their well-being. 
To do this,
· I will seek feedback from the young people throughout the sessions and within a focus group at the end of the eight weeks of attendance.
· I will observe the interaction between each other and their involvement with their surroundings and the nature-based activities through observation journal recorded after each session.
· I will ask young people to complete a short well-being assessment form once at the beginning of the eight weeks and once at the end. 

Once all data has been collected, all references to individual young people will be removed, so that it will not be possible to connect any individual with the feedback they have provided or to the school they attend. 
I have been checked by the Disclosure and Barring Service and have the approval to undertake this research by the director of Children’s Services, Brian Pope, of Hampshire County Council. I am currently employed with Hampshire County Council and work within Hampshire Outdoors, a department of Children’s Services delivering outdoor opportunities for the young people of Hampshire. 

If you have any concerns or wish to know more about this research, I am available to discuss it with you on 07565201719 or joanne.parker2@hants.gov.uk 

Please could you complete the permission form accompanying this letter and return it via email to me or your school. 

Yours sincerely,
Joanne Parker
MA Outdoor Education student – UWTSD
Outdoor Participation Adviser – Hampshire Outdoors, Hampshire County Council







Parental Consent for Research


Name of Researcher: Joanne Parker


Title of the Research project: a case study to explore the impact of an 8-week nature-based intervention on the wellbeing of adolescents with a range of specialist needs


Young Person’s Name: __________________________________                                                                                                                                                


	

	

	

	


6. I can confirm that I have read and understood the information provided for this research project.
7. I understand that participation of my child is voluntary, and consent may with withdrawn at any time. 
8. I understand that this research study has had approval from, Crestwood School, UWTSD and Hampshire County Council Children’s Services to be conducted.
9. I understand that any personal information and data collected during the study will be anonymous and remain confidential. 


Based on this information;

I do/do not* consent for my child to participate in this research project.

Name of Parent / Guardian: _____________________________________________

Signed ___________________________________Date:_________________________

* please delete as applicable.

Thank you for taking the time to support this research. You may request to read the research once it has been finalised. 
Appendix 02c – Research Information Sheet
Research Information Sheet

As I am requesting your consent for your child’s participation in this research, you need to understand what the research will involve and what your child will have to do. 
Please do take the time to read this document fully, discuss it with your child and contact me if anything is unclear. 

Name of Researcher: Joanne Parker

Title of the Research project: a case study to explore the impact of an 8-week nature-based intervention on the wellbeing of adolescents with a range of specialist needs.

About the researcher:  I am currently studying towards an MA in Outdoor Education at the University of Wales, Trinity St David and I also work as an Outdoor Participation Adviser for Hampshire Outdoors, a department within Children’s Services in Hampshire County Council. I have worked with young people in educational settings since 2007 and hold a PGCE in Outdoor Activities with Bangor University.

Aims of the research: This research hopes to identify whether a range of nature-focused activities supports the development of adolescent well-being through a variety of data collection methods.
It aims to do this by providing the young people with a simple rating scale at the start and end of the project. Observe and record the participants and their interactions with the different nature-focused activities via an observation journal during the intervention: and at the end of the project, invite the young people to take part in a focus group and listen to their experiences.

Participation of the child: This research is designed not to be overwhelming for the young people participating in the ‘ReWilding the Mind’ sessions and they are free to withdraw anytime. 

Data Collected: All data, such as names, locations etc, will be anonymised to protect the identity of the participants. Data collected will be stored electronically on a secure server until it is no longer required and will be destroyed. I am happy to provide the data collected and findings for discussion at written request after the finalisation of the dissertation in the form of the dissertation document.

Additional Information: This research has been approved by the ethics committee of the University of Wales, Trinity St David in conjunction with my research supervisor, Dr Andy Williams. 
This research has been approved by the director of Children’s Services, Brian Pope, of Hampshire County Council and approved by XXXX, Head Teacher of Crestwood School. 
I am happy to provide evidence of approvals if requested.

Complaints:
At any point, if you are unhappy or feel that this is anything wrong with this study, you can either contact me or my supervisor on the details below,

	Joanne Parker BSc (hons), PGCE
MA Outdoor Education Student. UWTSD.
Telephone: 07565201719
Email: 1904913@student.uwtsd.ac.uk  

	Dr Andy Williams BA, MA, PhD
Principal Lecturer and Head of Research Wales Academy for Physical Literacy
Tel: 01267 676647
E-mail: a.williams@uwtsd.ac.uk  



Thank you for taking the time to read this. 
Appendix 03 – Therapeutic Focus 8-week Programme

	Therapeutic Focus 8-week Programme

	Session
	5 Steps to Wellbeing Session Focus

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	1
	Active Listening ^ /Landmines#
	Mountain/Valley Breathing^
	Sensory Scavenger Hunt+
	Mandalas++
	Shelter Building – Tarp +
	Verbal Appreciation^

	2
	My Cool-Down Spot^ 
	Balloon Breathing^
	Make Friends with a Tree^^
	Seed Pods++

	Fire lighting – Easy Intro # +
	Cultivating Gratitude^

	3
	Guess my Emotion ^
	Body Scan++  ^  
	Foraging+
	Clay Faces/Nature Sculpture++
	Kelly Kettles + 
	Gift from Nature * 

	4
	Blind Walk# Pick-me-Up# 
	Fox Walk+/ Mindful Walking^ *
	Nature Colours ++
	Nature/Mud Art++ # 
	Outdoor Cooking# - Cake in an Orange
	Sharing food/tea making+

	5
	Take a Step Back^
	Clouds in the Sky^ and
	Found Treasure# / Totems
	Making music + 
	Team Bow Drill#
	Honouring others# *

	6
	Dreamcatcher + 
	Group Imagination#
	Scream Away#
	Nature Printing ++
	Shelter Building – Tarp – Natural Materials + 
	Written Leaf Appreciation

	7
	Juggling Thoughts^
	‘Whoosh’ Breathing^
	Blindfold Drum Stalk +
	Whittling Sticks
	Outdoor Cooking# - Twists
	Fire Bowl Ritual ++

	8
	Growing from Mistakes^
	Sneaking Circle +
	Snorting Sorting Game+
	Leatherwork (Pouch)
	Fire lighting – Challenging # +
	Leather Pouch Gifting

	Sources:
^ Gruzewski, Kevin (2020) 
# Day, R., and Day, C (2008)
++ Fisher, C. (2019)
* Kerr and Lemke. (2021)
+ Holland, C. (2020)












Appendix 04: Participant Overview

The information provided has been collated from various sources and official documentation, such as Education, Health, and Care Plans (EHCPs).

	Student
	Gender
	Age
	Specialist Needs
	Key Stage
	Home Life
	Additional Notes

	A
	M
	13
	ADHD.
Social Communication Difficulties.
Medically treated. 
SEMH. 
EHCP.

	KS 3
	Adopted. 
Parental substance abuse. Does not see biological parents.
	Often in ‘isolation’ or excluded due to impulsive and often dangerous behaviour on school sites.

Involved with police on several occasions.
Risk of PEX.

	B
	F
	15
	SEMH – depression and anxiety.
Medically treated.
EHCP.
SALT. 

FSM.

	KS 4
	LAC.
Siblings in Foster.
Parental substance abuse. 
Fortnightly contact with mother. 
Social Services Involvement
	Alternative timetable with smaller groups. 1:1 support in Maths.

SEN department at lunch and break times. 

Undergoing therapy. CAMHS

	C
	M
	14
	Emotionally based school avoider.
ASD.
EHCP.
SEMH - Anxiety. Medically treated.

FSM.
	KS 3
	Family Home. Single Parent.
Parental complex ongoing medical history.
Older sibling with ASD.
	Has not attended formal education since age 11.

Only engaging in outdoor-based interventions, e.g. Forest School.

Refuses therapy.

	D
	M
	14
	SEMH. 
Medically treated.
EHCP. 

FSM.
	KS 3
	LAC. 
Only Child.
Respite on weekends. 
No unsupervised contact with parents.
	Issues within school – often in ‘isolation’ rather than class.

Involved with police on several occasions.
Risk of PEX.

	E
	F
	13
	ASD. 
SEMH. 
Social anxiety. Medically treated. 
EHCP.

1:1 support
Above average learner.
Fixations.
	KS 3
	Family Home. 
Low income. Parents divorced.
Sibling. Stays with father fortnightly.
	Struggles to work within a team. Literal. Often out of class and in the SEN department. No social circle. 

PEX after intervention due to hitting a teacher.

	F
	M
	13
	Development Delay. Slow cognitive processing. 
Limited awareness of dangers. 
Emotional outbursts.
Medically treated.
EHCP.
FSM.
	KS 3
	Family Home. Single Parent.
Low-income family. 
Multiple siblings with needs in the household.
	Previous medical issue with the heart. High levels of adult support to manage basics – personal hygiene etc. 

1:1 in English, Maths and Science. 



Appendix 04a - Session 1 - Observation Journal

	Observation from Practitioner: Summary of the session

	Date: 7th October 2022
Session number:  1
Weather: Sunny, few clouds 16C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	1
	Active Listening ^ /Landmines#
	Mountain/Valley Breathing
	Sensory Scavenger Hunt
	Mandalas&
	Shelter Building – Tarp +
	Verbal Appreciation



Participants:

	Young Person
	Attended?

	A
	Y

	B
	Y

	C
	Y

	D
	Y

	E
	Y

	F
	Y




	Summary:

Check-In: C – tired through playing games all night, but otherwise OK. B – “alright”. A – said he was “fine”. F – didn’t know how they felt “ok I guess” E – “happy ‘cause I had art today”. D- “OK” (questioned what he was doing here on the programme). Explained about the eight sessions and the focus– suggestions, such as fires, were made by the young people. 

D, E, F engaged in the mindful breathing activity lack lustfully; C said they were “curious” and “can’t hurt to try new things”. A and B refused outright but watched the others practice the technique. D,F thought the technique was “helpful” (D) “I could use this” (F). B said the activity was “easy to follow”. A: “you’re not getting me to do that”

Shelter Building with a tarp – A, D, F and E took control of this activity. After some direction from the practitioner, they rushed to get it up as quickly as possible. B and C didn’t engage, they said it was because “they didn’t know what to do” and “they’re not letting us help”, so they went to sit on a log and watch – they did call back to the group if they spotted a pole/side falling. A was trying to do most of the activity himself and directing others – which F and D complied but E struggled. E was taken to one side by the teacher as they were getting angry with A, they didn’t re-join in the activity.

Landmines: the activity was explained, and all wanted to join in. D was reluctant to be blindfolded; he stated he “didn’t like losing control” and E mirrored this language as well. There were some frustrations with B+E (girls of the group) during the activity when they stepped on a ‘landmine’. B seemed unable to articulate why but said they knew they were because they felt “hot on the skin”. D took charge without prompting and guided the team well. Discussing around listening, and what it feels like to lose a sense of ours – E said that they didn’t realise how difficult it could be to lose their sight. 

All participated in the sensory scavenger hunt, although E wanted to do it alone and A+D and F wanted to be together. C and B worked together. A member of staff accompanied A+D+F due to EHCP requirements that A needs 1:1 support. Good teamwork skills were displayed but prompting at times wss needed. C+B were more selective of the items they found yet stayed close to the base camp area; C was more of a follower than a seeker. E decided to walk in the other direction away form others, especially A+D+F; they didn’t collect much but watched the others from a distance. A+D+F tried to collect as much as possible and asked questions on what they found (e.g., ID of item) – they wanted to collect the most in the quickest time. D found a stag beetle and was the only one who would hold it – B said it was “dirty”. D was reluctant to return the animal to the woodland.

With the items found, and photos examples given (+activity explained), the group was asked to find a space and create their mandalas. Good effort from all, though D needed encouragement as they said it was a “girl’s activity”. E seemed to get frustrated with the activity, creating then recreating and recreating their mandala again so it was “perfect”. All viewed each other’s mandala’s and were invited to give comments – A struggled to receive positive comments and destroyed theirs in front of others. C said he was “proud of his” and “really liked it” he asked to take a photo of it to show him mum. B just said “meh” about hers.

Check out: The consensus of the group seemed to be that all felt “tired” after the activities. Only B, C, E and F wanted to express a verbal appreciation – B said she appreciated “roller skates”, C on his younger sister going to the school he was meant to go to, E – said they appreciated the teacher with us, F said they appreciated their dad and that he takes him to the football.

	Additional notes: 


Pupil A is familiar with the woodland site, the others had not been despite living in the general area. 1:1 support was needed throughout to manage A’s behaviour.
Pupil D needed additional adult support and reassurance – kept close to school staff throughout the session. Complained about several things and was reluctant to participate. Showed defiance until his needs were met. 
Pupil C directed their conversation more towards the adults, than other young people. Happiest to work with others – has no friends.
Pupil E expressed a need for control, working alone and “perfection” in certain tasks. Seemed wary of others in the group.



	Date Document completed: 7TH October 2022











Appendix 04b - Session 1 - Observation Sheet - Learning Factors



	Session number: 1	Date: 	07/10/2022		Location: SP Woods	Weather: Sunny

	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	+ R H
	Participant
	4
	3

	B
	+ R
	Passenger
	3
	3

	C
	+ U
	Prisoner
	3
	2

	D
	-  U
	Prisoner
	2
	1

	E
	- U
	Prisoner
	2
	3

	F
	+ R
	Participant
	3
	4



© Copyright Equilibrium and Enablement Limited 2016	



Appendix 04c - Session 2 - Observation Journal

	Observation from Practitioner: Summary of the session

	Date: 14th October 2022
Session number:  2
Weather: Sunny, few clouds 16C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	2
	My Cool-Down Spot^
	Balloon Breathing
	Making Friends with a Tree^^
	Seed Pods&
	Fire lighting – Easy Intro*+
	Cultivating Gratitude^



Participants:

	Young Person
	Attended?

	A
	Y

	B
	Y

	C
	Y

	D
	Y

	E
	Y

	F
	Y




	Summary:

Check-in: A “busy morning”, C “alright” B “boring morning” D “I was bored” E “good” “ F “yeah good”. (See notes)

Mindful Activity: C, E and F were happy to participate in this, A, and D refused outright, but B started off with the exercise but only did it once. C, E and F thought it was a fun activity, but B said they felt “silly” doing it. There may have been reluctance because the group was facing each other, and the activity was new to them. 

Sensory Activity: In pairs, A+D, B + E, C+ D. 
A, whilst feeling the tree, he used his foot to create a hole at the base so, when the blindfold was removed, he could find it again quickly. For him, he said it was more about the challenge of ‘winning’ over others, rather than slowing down and being in the experience. B, E and C said they enjoyed this activity because of the sensory experience with their hands and being up close to a tree. C said that he liked “taking it slow, just taking time and the quietness [because others weren’t speaking]”; he also enjoyed the discovery of finding out what the tree looked like afterwards. D did not wear the blindfold, so A went again in his place. Staff reported that A was quiet, engaged and focused – which was the first time he had been that day. E struggled with ‘losing’ to A, even when it was explained that it was a competition, so they decided to sit away from the group and disengage, but not before they bickered and threw insults at each other to the point the school staff had to intervene. F said they enjoyed the activity, even though they couldn’t find their tree again.

Creative activity: There wasn’t enough time to include this activity. The yp were given a choice and decided on fire lighting.

Fire lighting (easy intro): The group was shown how to split kindling and use cotton+ Vaseline+ fire striker to start the fire. All were attentive to this activity and listened/watched carefully. A said they’d done the activity before (has previously been to Forest School) so wanted to skip instruction but were respectful and waited. All were able to get the technique, but C struggled to get his lit as quickly as others – he said he was disappointed but kept trying “I usually give up on things but I want to do this”. One he lit his (laughing) “that was hard but I’m glad I stuck with it. I’m proud of myself”. D really struggled and the more frustrated he got, the more he refused help from others – eventually A was able to help him by showing him what to do and E was happy about this. 

Gratitude: Gratitude was a word that needed explaining to the group. They were given time to think about 1 thing they were grateful for and write it on a ribbon which was tied to a tree. A said they just wrote the word “hi”. The conversation around this – B said they felt “happier” to think about a good thing in their life, D said they “don’t have much good right now”, E said they wrote about their mum, F said they wrote about football and how it makes them happy, C said they “enjoyed doing that” and “will do it again for his mum”.

Check out: They were asked what the most successful thing was for them during the day  A ”being quick to find my tree” B thought for a little while and said “Using the knife. I hadn’t done that before”. C “good at finding the tree” D “making a fire” E “making the fire” and F “using the knife, being trusted”
It was discussed during the checkout about the process and effort put into it as being important, rather than the outcome.


	Additional notes: 

Staff reported that A wasn’t present in many lessons in the morning and there had been little engagement from him for the past couple of days. A wanted to go to a normal lesson (P.E). 

D was also not present much due to a test which he reacted negatively to by non-engagement with the lesson. The staff member said he was reluctant to attend. D expressed that he had a “bad morning, so I’m going to have a bad afternoon as well” 

C had a teddy bear with him. He said it had concerns and this was to comfort him. 

I observed that this session was calmer in comparison to onsite school activities – possibly due to fewer school distractions, more fascination, more space and freedom to roam and move.

A follow-up positive email about A’s support of E was sent to the school.


	Date Document completed: 14TH October 2022





















Appendix 04d - Session 2 - Observation Sheet - Learning Factors

	Session number:	2	Date: 	14/10/2022		Location: SP Woods	Weather: sunny, few clouds

	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	· U H
	Passenger/Protester
	5
	3

	B
	+ R
	Participant
	3
	4

	C
	+ R
	Participant
	3
	4

	D
	· U
	Protester
	2
	3

	E
	-R
	Passenger
	4
	4

	F
	+R
	Participant
	3
	3






Appendix 04e - Session 3 - Observation Journal

	Observation from Practitioner: Summary of the session

	Date: 4th November 2022
Session number: 3 
Weather: Sunny, mild, light rain, 12C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	3
	Guess my emotion ^ 
	Body Scan^
	Foraging
	Clay Faces/Natures Sculpture& 
	Kelly Kettles +
	Gift from, Nature+



Participants:

	Young Person
	Attended?

	A
	Y

	B
	Y

	C
	Y

	D
	Y

	E
	Y

	F
	N




	Summary:

Check-in: B started the check-in – said she’s had a good week and has her exams next week but is not worried. Said that she does not see what effect exams will have on her future. She couldn’t explain what she meant by that comment. C said he was happy as he’d received an early birthday present of a game he wanted. He was also going to see his father at the weekend for his birthday. He mentioned seeing his father often (divorced from his mother) and this was something he looks forward to.

Mindfulness: All of the group struggled with doing this activity and understanding what to do. A make a ‘hulk pose’, which caused the group to laugh. This activity was cut short to move on to a more active one. 

Connection: All joined in with the emotion game activity. B and E needed support to identify the emotion they were given and how to act it out. They all played the game of finding each other in the woods, trying to guess the emotion and reporting back. C commented that they think they are “emotionless” and they “don’t feel much”. E said she enjoyed it but struggles a lot when people tell her they feel one thing but their face/body language shows something else – B said they found this hard as well. D and A didn’t want to comment but wanted to play hide and seek in the woods.

Creative Activity: All were happy to take part in this activity – a tree creature using clay and showing an emotion that was discussed. C found his tree from a previous session and exclaimed he was happy to have done so. A and D chose the same tree to work together on their faces – A finished very quickly and started helping D. Once both had finished, they decided to entertain themselves by throwing sticks into the bushes in the woods (away from others) – this was allowed. B and E took care and time with their clay faces – adding in plant parts. Everyone showed their faces to the group – C had made a story about theirs and named it “Bob”. B and E gave a brief description. When it came to A, the group praised the effort and work, but he went “nah” and tore it down. D copied this behaviour of A’s before there was a chance for discussion. Neither was showing a want for public praise.

Sensory Activity:  The group had some basic ID foraging instructions on collecting pine needles and nettles from the woodland for making tea. All of them engaged, D held back and collected a cupful (mostly pine needles).

Learn: The next part was to learn the use of a Kelly kettle (storm kettle) for boiling water and the foraged items. In pairs ( E wanted to work on her own), they were shown how to use the kettle. A helped D when he struggled with setting the fire and lighting. B and C worked together, cept B complained about getting “dirty with mud stuff” from kneeling on the ground – she was reminded that being dirty wasn’t a bad thing. All tasted the pine tea that they made and agreed it tasted nice. 

Give: The group was tasked to find a woodland item to give to someone in their lives to show they appreciated them. The group went off to find something and were invited back to share the item and who they would give it to. A found a nut on the ground but refused to say who they would give it to – they threw it in the woods. D followed and did the same. E commented on this and called them “stupid”; the teacher intervened and removed A for a few moments whilst the group continued. E found a twisted twig and said they’d give it to their younger brother as it looks like a “wizard’s wand”. C found an oak leaf and said he’d give it to his mum as “she likes the colour yellow”. B said they didn’t find anything and wouldn’t want to give anything anyway to anyone as she didn’t “feel like it”. 

Check out: C had a lot to say at check out. Recently he said that he hasn’t been attending other interventions due to his mother going in and out of the hospital. She has heart problems due to previous smoking habits and he is worried something will happen whilst she is in there and fears she won’t come out again. He said this causes anxiety for him and he avoids going to places because of it. We chatted about anxiety, catastrophising and what happens in our minds. C said he picks up a lot of his mother’s feelings and thoughts and how he feels as how his mother feels, how his mother feels, how he feels.
C carried B’s school bag on the walk to the car park, he said it was the first time he carried a school bag in three years.
When questioned on his favourite activity of the session, A said it was the clay making on the tree. D, B,C and E said it was making the tea. 
B said they were feeling “pleased”, C, “happy”, D “Yeah good” E “Happy” and A “yeah”

	Additional notes: 
This session occurred after a 2-week break – one week (21st Oct) was a half day with the school, so they cancelled the session; the other week (27th Oct) was the school’s term time holiday. F was off with illness.

Really good engagement from A and D – a lot less complaining from D this session. Routine and structure seem to have been established.

D did not want to join in the foraging activity at first. Held back to stand-by staff. Mentioned, unprompted, that they were going into respite after the session for the weekend. When asked how it made them feel they said “nervous, I don’t know who they are” and that he “hates my social worker” – then he ran off to join A.
His LAC placement is recent. The staff member says he doesn’t talk about this, this was the first time he’s mentioned anything. Reported to school.

The teacher commented that they’d not seen A be helpful to another pupil during school. Said A mainly kept a distance unless they were trying to provoke a fight. 

Walking back to the car park, A+D played ‘hide and seek’ with the group in the bushes en route.

	Date Document completed: 4th November 2022











Appendix 04f - Session 3 - Observation Sheet - Learning Factors

	Session number:	3	Date: 04/11/2022		Location: SP Woods	Weather: Sunny, Mild. Light Rain 

	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	+R H
	Participant
	5
	4

	B
	+R
	Passenger
	4
	4

	C
	+R
	Participant
	4
	5

	D
	+RH
	Passenger
	4
	4

	E
	+R
	Participant
	4
	5

	F
	-
	-
	-
	-






Appendix 04g - Session 5 - Observation Journal

	Observation from Practitioner: Summary of the session

	Date: 18th November 2022
Session number:  5
Weather: Sunny, feeling colder 10C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	5
	Take a Step Back^
	Clouds in the Sky^&
	Found Treasure# /Totems
	Making Music+
	Team Bow Drill
	Honouring Others*



Participants:

	Young Person
	Attended?

	A
	Y

	B
	Y

	C
	N

	D
	N

	E
	Y

	F
	Y




	Summary:

Issues with the taxi service meant this session was delivered in the Forest School area on the school site. 

C+D were absent (see notes). The programme was adjusted due to location (see notes). The regular school staff member was off as well.

Check-in: After a conversation about why the session was at the school, B said that they “missed being in the woods” and preferred it to school “I don’t feel like doing much cause it’s at school”. E said they were more self-conscious about being seen by others they knew “I can be more myself in the woods”. F said he felt “calmer, less stressed in the woods”.

Connection: Due to timing issues, this activity did not take place. 

Mindfulness: The group were asked to sit for a while and watch the clouds. B “I’ve not done this before”. It was new for many. A found it hard to be still so the teacher took them away for a short while with F joining. B and E chatted together about what they saw. This activity was linked to intrusive thoughts etc. B said they had fewer negative thoughts when in the woods. E said they have fewer negative thoughts when asleep! But did agree that being away from school helps them – they said they were “less worried”.

Sensory Activity: Tasked with colour cards, they worked to find natural items matching that colour. 
F “I hadn’t seen all these colours before” to which E replied, “Have you tried opening your eyes?” This upset F, and they removed themselves from the group to speak with the school staff member. A saw this as a competition and collected the most, he also passed on some items to B (first time seen interacting with B in this way!) so they completed their colour card. They all agreed they enjoy activities like this where they can run about “without being shouted at by a teacher” (B) 

Creative Activity: Using the items found, they had to use them to create a picture. A decided it was time to have a time-out, which the teacher took him away for. B, E and F were happy to make an image but lacked in the imagination of what to do. Examples were given but they still couldn’t think of pictures to make. It was decided to move on from this as it was seemingly starting to cause frustration and upset. B helped me to make a picture of a bird with leaves.

Learn: All were focused on this activity, with A taking the initiative to manage himself and the process. B, E and F needed support. B was concerned about getting dirty/unclean hands but said “Oh well” and created a handprint in flour on themselves. For B, they’ve been conscious about keeping clean but are starting to accept mess on themselves without concern.

Give: As several cakes were made, the group was tasked to give a cake to someone in their life as part of honouring them. A (who was expected to decline and/or throw the item) said “Sir you can have it” but without handing it to them, then walked away. B said they would “honour my foster carer” and asked to take the recipe back with her. E wanted to give it to a support worker in the inclusion department, so went off to do this. F wanted to copy A but was encouraged to think of someone else – so decided their dad could have it.

Check-in: A didn’t want to check out – at this stage, he was very energetic, so the teacher took him for a movement break (but they didn’t return by the time the end of school bell rang). B said they were “good. I’m messy. I don’t like it but I’m good”. E said they felt “tired, busy day” and F said they felt “all right”.


	Additional notes: 

Some activities we changed due to a missed week. The projected programme is above; the programme that ran on the day was:

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	4/5
	Take a Step Back^
	Clouds in the Sky^&
	Nature Colours&
	Nature/Mud Art&#
	Outdoor Cooking# - Cake in an Orange.
	Honouring Others*


The reason for the change was due to the location change at the last minute. The school was using taxis to transport the young people to the woodland, however, the taxi firm cancelled on the day. These activities were considered more appropriate for a school setting with outside space, but no woodland access.

D was excluded on this date. He had been verbally abusive to a teacher. He has also thrown something in their face at them.
C was struggling to get into school because their mum was having medical problems and he was staying at home due to anxiety: he was concerned that an issue will happen with her, and he won’t be there.

It was observed by the teacher that A responds negatively to many in-class tasks – often repeating “no, no, no” and they were surprised to see how “settled” he was and how “engaging” he was in the activity. In class, A will refuse and escalate behaviours until he is removed.

More ‘snarky’ comments during this session towards one another than in the woodland.


	Date Document completed: 19th November 2022











Appendix 04h - Session 5 - Observation Sheet - Learning Factors

	Session number:	5	Date: 	18/11/2022		Location:  School Site	Weather: Sunny, colder

	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	+ R H
	Passenger
	5
	3

	B
	+ R
	Participant
	4
	3

	C
	-
	-
	-
	-

	D
	-
	-
	-
	-

	E
	+R
	Passenger
	3
	3

	F
	+R
	Passenger
	4
	3







Appendix 04i - Session 6 - Observation Journal

	[bookmark: _Hlk146805561]Observation from Practitioner: Summary of the session

	Date: 25th November 2022
Session number:  6
Weather: drizzling, wet, cold, 11C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	6
	Dreamcatcher +
	Group Imagination#
	Scream Away#
	Nature Printing&
	Shelter Building – Tarp + Natural Materials+
	Written Leaf Appreciation



Participants:

	Young Person
	Attended?

	A
	N

	B
	Y

	C
	N

	D
	Y

	E
	N

	F
	Y




	Summary:

Check-in: D very much refusing (see notes): “Nope, not doing that. No, don't want to do that. No, you do that, not me. No, I don't wanna go here. No I don't wanna be here.” 
B was very much a cheery self. She said she “looks forward to the Fridays” “just quite nice” and “makes a change from school” F “yeah miss, feeling ok”
Walking to the site, D walked ahead of everyone else. Picking up things and throwing them hard into the bushes. The staff stepped in to intervene but was asked not to until he directed any projectiles at people (which he didn’t).

Connection: Given the nature of the weather (drizzling, wet, cold), the attitude of the group and the ground conditions the connection activity was introduced but the group wasn’t keen on doing it. Same with the mindfulness activity – so it was decided to come back to this activity at the end of the session if possible.

Sensory Activity: To get the group moving and engaging more, it was decided they were to go for a walk and do this activity on the move. They were encouraged to lead and explore the area. B and F decided they wanted to hide from the staff, so ran ahead and ‘hid’. It was easy to see them, but the staff played along. D felt they wanted to hide as well, so all three ‘his’ again and the game was played again.
D found a black smooth stone and it was mentioned that it could be used as a “worry stone” for when he’s feeling nervous. D passing it to me “, oh, you can have it” then “like oh, actually” and slipped it into his pocket. It must be noted at this stage there was a lot less refusal from D, and a lot less negative talk as well. 
The group was encouraged to be loud, jump in puddles, scream if they wanted to, and shout something that was bothering them B “school” F “homework” D “people”. 

Creative Activity:
The creative activity was abandoned due to the recent wet weather and coldness. Keeping the group moving was for their comfort and warmth. A back up activity was geocaching so, after explaining the game, they used GPS units to find the cache. D led the way with B and F following. B and F chatted about the mud they were stepping in. When we got to the site, it was F that found the geocache. The ‘swag’ (toy items) and log book were explained. D picked up a toy, “oh, I like this, but I want another child to have it” so put it back in the box. F said they were “kind”. B said they like to do the activity again, but we didn’t have time.

Learn: The group were encouraged to build a small den in our meeting area – nothing too significant to note about this. They all engaged and helped find sticks for placing in the den. B was getting dirtier and dirtier but didn’t seem to mind – they rubbed their hands on their jeans and jumped in the mud – when their socks got wet, they asked to call their mum to bring them clean socks. Their white shoes were now brown, but they said that “didn’t matter” and they felt “calmer, for being dirtier” “I can’t believe I once fussed over a speck of mum, look at me now.” (laughing). Time ran out to finish the den, so did the checkout and ended the session.

Check out: Throughout the session, D wanted to be in front, but walking back he was walking side by side with the staff and group, reintegrating himself back in. D didn’t give a response like the others, just said “yeah” when the teacher asked if they enjoyed it today – decided not to investigate and leave it on a positive. Spoke to the group about Mondays being a fresh start at school and even a horrible week can be left behind: the staff were there to support without judgement and that all students struggle at times. B said “Yeah I struggle in my foster home, but I can get away from that at school. I wouldn’t want them sending me home. Ugh. Can I stay in the woods? I like it here, I can live here”. F said they felt “really good”. 



	Additional notes: 

A is excluded for fighting – not being able to back down from a situation until he’s had/been punched

C – non-engagement at all, mum has been in hospital. Non-attendee to other interventions this week.

E- couldn’t attend as had to leave school early for a medical appointment. 

D has been disruptive at school this week due to LAC. The staff mentioned D is struggling and the reality is setting in and the placement is longer than D thought it would be. Staff mentioned that social worker hasn’t handled D well and D refused to go back to the home after school one day. Social worker didn’t visit D to support. D was in respite the previous weekend. Foster Carers have told D that he will not be living with them anymore if he keeps getting in trouble at school. 
D is presenting as very demanding of staff. Refusal to do as asked, often says “no” and an expectation to do as he asks. Strategy is to refuse his demands. 

B (LAC) is seeing Mum this weekend and going bowling after the session. Part of a parent/child relationship-building programme. 
This was the first time B really tried to engage with D. She has mentioned in the past that she doesn’t have many friends “I just sit at the back of the class not speaking to anyone”. It might have been that because A wasn’t there, she had the opportunity to do so.


	Date Document completed: 25th November 2022
















Appendix 04j - Session 6 - Observation Sheet - Learning Factors

	Session number:	6	Date: 	25/11/2022		Location:SP Woods	Weather: drizzling, wet, cold


	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	-
	-
	-
	-

	B
	+R
	Participant
	3
	3

	C
	-
	-
	-
	-

	D
	-R
	Participant
	4
	4

	E
	-
	-
	-
	-

	F
	+R
	Passenger
	3
	3




Appendix 04k - Session 7 - Observation Journal

	Observation from Practitioner: Summary of the session

	Date: 2nd December 2022
Session number:  7
Weather: Overcast, cold, slight frost happened overnight 9C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	7
	Juggling Thoughts ^
	‘Whoosh’ Breathing
	Blindfold Drum Stalk +
	Whittling Sticks
	Outdoor Cooking# - Twists
	Fire Bowl Ritual&



Participants:

	Young Person
	Attended?

	A
	Y

	B
	Y

	C
	N

	D
	Y

	E
	Y

	F
	N




	Summary:

Check-in: Compared to the last session, D was presenting as happier, relaxed, and willing to engage with the group. B was quieter “Yeah, all good. Everything is alright. Nothing too fun” (deadpan). A excited “What are we doing? What are we doing? What are we doing?” E “It’s been good miss. I feel ok”. B then went on to talk about auditioning for a school play and “getting involved with school more” as they felt “it’s not time to be scared anymore”. Recently found out that they’d joined the school the previous year.

Connection: This activity didn’t go well as planned and they didn’t fully understand what to do (passing the items around the circle to indicate thoughts) so took a couple of attempts – by this time it was felt that the group was losing interest due to their body language (A pretending to throw items) and conversation (“ugh” “I don’t get this”) and to move on to the next activity. 

Mindfulness: The group found the breathing activity comical, and all decided to give it a go. It was a more active breathing activity but had to be shortened as A and D were getting carried away with the activity – more focusing on making comical noises and exaggerated breathing noises. Still, all laughed and were smiling. 

Sensory Activity: D did not want to be blindfolded, so closed his eyes to take part (he ‘cheated’ by not fully closing them). Everyone else enjoyed following the sound of the drum beat blindfolded as it moved – a lot of laughter. A couple of goes were requested – D had a go on the drum and got a little carried away drumming it quickly – all gave the drumming a go and at the end requested they could do the activity again at the end of the session. 

Creative Activity: A was very quick to pick up the activity without the support and completed the task quicker – hyper-focused. It was decided that he should have a movement break as he didn’t want to extend the task with another and that he’d disturb the others’ concentration. B struggled at first, a few pointers were given, and they relaxed into it. A reminder was given to all that it’s just a skill they are learning that things take time and the more you practice the easier it gets “Well I don’t get this” B said in reply. 
D’s starting comments were “I can’t do this”, getting louder and louder and “It’s not perfect” throwing the whittling stick; but then settled a lot more with an adult sitting next to them and following their example. At the end, they exclaimed to the others “Look at mine!” showing it around.  
E was reluctant to start until others had started – they were watching and then trying to copy. They did not like being told what to do, so corrections were given on other’s techniques for E to copy as well. E completed the task and said that they enjoyed “taking my mind off other things” with the activity.
In the last part of this activity, they were given new sticks and told to strip the sticks of bark for their twists. All did this well and D asked if A needed one, so made one for A. 

Learn: The group was excited about this activity – E “I love cooking”. A had re-joined at this point and worked on his own and quickly- when D was struggling to get the right consistency of the mixture, A took the bowl and finished the job for him. B and E managed it ok with B taking the longest – when A pointed this out B told them to “shut up” laughing. D was impatient to cook their twist resulting in the inside being uncooked, but they said they didn’t mind then added more jam to it. A said that they really liked this and ate quickly – putting a stick on the fire – at this point they had another movement break away from the group (shouting and running in the woodland). All were settled well around the fire, cooking their twists, and eating them – a quiet group actually! 

Give to Others: It was noted to the group that there had been a lot of help and giving today. For this activity, each young person was given a couple of dried oak leaves and a pen. They had to write on their leaves one wish for themselves and one for someone close to them – something good they wanted to be happy for themselves and the other person. This was a private activity, so they weren’t asked what they’d written. Intentions were explained to them and positive mindset B “I don’t have a positive mindset” was the comeback – the teacher felt B says a lot of these statements to get attention and doesn’t mean them. 

Check out: A said that they felt “better” and that they’ve had “fun”. B felt “meh, but good miss”. D said “Yeah good.” And that they wanted to do the twists again. E said they felt “happy” after the session and could they do the twists again next time as they really enjoyed that. 

Very positive session today. The weather was surprisingly good – cold, but sunny. 


	Additional notes: 
F was off with illness
Staff informed that C was still not attending any intervention due to anxiety around their mother’s illness. His mother is unable to walk him to school and he’s too anxious to walk by himself (the school has offered to send a taxi to collect but he refuses to get into one). He has recently been told as well that he will have to go back to school on a phased return, which he hasn’t taken the news well. His interventions have shown he is able to engage with others, including staff, so can try school. The school believe he’s refusing intervention as well because of this recent news. 
B the body language and slow, but enthusiastic participation in activities is positive compared to the negative statements and language (not aggressive) used. 
Throughout this session, E showed a few self-managing techniques (e.g., observing and copying others, and checking information was correct before starting). More so than seen before in previous sessions – this seems to be a positive development of helping manage/support their ASD condition. 
A was engaged, quick to complete the tasks, and had several movement breaks to allow the rest of the group to focus undisturbed – these breaks helped A remain with the group and avoid unwanted behaviour (e.g. climbing trees, using items dangerously). There was a discussion with the staff member about whether A was on new ADHD medication or had forgotten to take it – the staff member said they were unaware, and this was the most active they’ve seen them. 

	Date Document completed: 2nd December 2022



Appendix 04l - Session 7 - Observation Sheet - Learning Factors

	Session number:	7	Date: 	02/12/2022		Location: SP Woods	Weather: overcast, cold, frost


	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	+R H
	Passenger
	5
	4

	B
	+R
	Participant
	4
	4

	C
	-
	-
	-
	-

	D
	+R
	Participant
	5
	5

	E
	+R
	Participant 
	3
	4

	F
	-
	-
	-
	--





Appendix 04m - Session 8 - Observation Document

	Observation from Practitioner: Summary of the session

	Date: 9th December 2022
Session number:  8
Weather: Sunny and overcast, 11C
Activities: 

	Session
	

	
	Connection
(Shared experience)
	Pay Attention
(Mindfulness)
	Physically Active
	Learn 
(Bushcraft)
	Give to Others

	
	
	
	Sensory Activity
	Creative Activity
	
	

	8
	Growing from Mistakes ^ 
	Sneaking Circle+
	Snorting Sorting Game+
	Leatherwork 
(pouch)
	Fire Lighting – Challenging # +
	Leather Pouch Gifting



Participants:

	Young Person
	Attended?

	A
	N

	B
	Y

	C
	N

	D
	Y

	E
	Y

	F
	Y




	Summary:

Check-in: A very positive start to the session – all arrived chatty when departing from the taxi. The participants explained that the school has started on Christmas-themed activities and they’re looking forward to receiving presents. B said that they were feeling “calm” but that they “hated maths I had today” which prompted a conversation with others. D checked-in by saying they felt “good yeah”, E said they felt “ok, I had maths today, but I like it” F said they felt “happy, Christmas is coming”. Generally, a positive start with everyone seemingly feeling present at that moment and willing to participate in the session. 

Connection: We talked about mistakes and how everyone makes them “a new day, a new start” E said. D was quiet throughout this activity and just said when asked why “I’ve just had a bad week” so was taken by the school staff for a short walk whilst the others continued the activity. The activity was cut shorter as the participants didn’t get into an in-depth discussion around resolving mistakes etc, citing it was too cold for them and they wanted to move about. 

Mindfulness: This was a favourite game within the group. They were a lot more willing to listen to the instructions and all engaged and joined in. As usual, D did not want to wear anything over his eyes but was happy to take part in a sneaking role. They all worked well together on the task and asked to do it again at the end of the session if there was time. There was nothing of note, other than E joined in more without complaining as much as they have previously in games. 

Learn: Given the coldness that was in the woodland, the group wanted to make the fire up quickly so as not to get cold. The activity involved creating fire bundles with hay and lighting char cloth with a ferro rod, then building the fire from there. D and F found this process easy to do with little guidance. E, needed a little help with creating the bundle, then watched how others did it. B said they “didn’t have enough breath” and wanted someone else to do it for them – with a little encouragement, they managed it. F,E and D asked if they could do it again, B stood by the fire and said that it was “too cold to be out in the woods” and that “I won’t come again if it’s this cold”. The fire took a while to build up as the group was reluctant to move away from the flames to collect wood nearby, so this activity took longer than planned. 

Sensory Activity: given the length of time it took for the fire to get started and going, this activity was skipped.

Creative Activity: After explaining how and demonstrating how a bag is made, aside from D who wanted to tend to the fire, the rest of the group was eager to make their own. Help was given to all as they found, due to cold hands, hard to cut the leather. B was pleased with theirs and said “I enjoy making things. I would have thought about making something like this”, E said they would “put something special in for my mum”. F liken it to “those bag things that Vikings have” What was noticeable about this activity was how much the participants held on to their bags and were reluctant to hand them over for photographing/checking. When D saw those bags, they exclaimed they wanted to make one as well. B and F offered to help. F explained to D what to do and they worked on making on together – E and B moved to the fire to continue keeping it going and warm. 

Give to Others: Once completed, it was explained to the group that giving to others can improve our well-being. So, they were tasked with thinking of whom they might give their leather pouch to and going into the woods to find items they could put in it for this person. 
B said they would give their bag to their mother. B found a couple of yellow leaves as “this is a nice colour which I think she’d like”.
D said they would give their bag to a teacher at school “he’s been helping me this week when I’ve gotten in trouble” and found a stone that looked like a football “Sirs football mad”.
E said that they didn’t know who they would give their bag to and asked if they could keep it. It was suggested they could gift it to themselves. They didn’t want to put anything “dirty” from the woods in it but will put their favourite small statues in it when they got home. 
F said they wanted to give it to “me nan, cause she’s my nanna” When searching for woodland items, F really struggled and was very indecisive. In the end, they decided to put in yellow leaves as well based on what B had done. 

Check out: “Are we doing this again after Christmas?” E asked during check out. B responded with “I won’t if it’s cold, I hate the cold” F said that “This was fun, I hope we get to do it again” D said they weren’t sure what they felt but they enjoyed today’s session. 

It has been explained that the session would be longer because of the focus group interview. They were all asked if they wanted to be a part of it, to which they said yes and, after preparing a warm drink, sat around the fire. 

	Additional notes: 

After the activities within this session, the group engaged in a focus group interview.

A was absent due to wanting to go to normal school sessions, than this intervention. Given the nature of his behaviours during the week, the school decided it was best to avoid affecting the rest of the group. 

C was still not attending any interventions throughout the week due to family situation. 

	Date Document completed: 9th December 2022



Appendix 04n - Session 8 - Observation Sheet - Learning Factors


	Session number:	8	Date: 	09/12/2022		Location:SP Woods	Weather: Sunny and overcast


	






PARTICIPANT
	MOOD


Positive	(+) or
Negative  (-)


Responsive	(R) or
Unresponsive (U)


Hyperactive  (H)
	ENGAGEMENT ON TASKS

Participant – Active; Happy and Responsive; Engaged

Prisoner – Disinterested; Coerced to engage

Passenger – Engages; BUT Coasting; Take easy options

Protester – Complains openly; Disrupts; Negative
	WELLBEING (1-5)
1= EXTREMELY LOW = No wellbeing signs. Dejected, crying, sad, angry, withdrawn, harmful (to self or others)

2= LOW = Discomfort or ill at ease. But less explicit or as constant as in 1.

3= MODERATE = Neutral posture. Flat emotions. Not sad or happy.

4= HIGH = Obvious satisfaction as 5, but less constant or intense.

5 = EXTREMELY HIGH = Blatant
pleasure. Maybe high energy. Fish in water; expressive; confidence; open.
	ACTIVITY INVOLVEMENT (1-5)
1= LOW = Absent. No cognitive demand or energy. Simple activity only.NB Maybe thinking, processing, or dreaming

2= FREQUENTLY INTERRUPTED = Only
50% time is engaged and the rest as in 1.

3= MAINLY CONTINUOUS = Busy but only routinely, with no REAL involvement or concentration. Easily distracted.

4= CONTINUOUS WITH INTENSE
MOMENTS= Intense moments of real involvement signals as in 5. Not easily distracted and quick to return.

5 = SUSTAINED AND INTENSE = Constant
concentration, creativity, persistence and
energy – Strong signals of INVOLVEMENT.

	A
	-
	-
	-
	-

	B
	+R
	Participant
	4
	4

	C
	-
	-
	-
	-

	D
	+R H
	Participant
	5
	4

	E
	+R
	Participant
	4
	4

	F
	+R
	Participant
	4
	4





[bookmark: _Hlk146722708]Appendix 05 – Focus Group Questions and Transcript

Questions
Questions arose from the presenting attitude towards engagement, mood, well-being, and activity involvement across the sessions with the participants, with a focus on well-being through nature engagement.  
The presentation of these questions considered the comprehension levels of the participants involved. 
1. What can you tell me about the word well-being? What does it mean to you?
2. What do you like/dislike about being outside?
3. How often do you go outside when you’re not in school?
4. What did you enjoy most about the sessions we did and why?
5. How did you feel about taking part in the mindfulness activities?
6. We took part in lots of different activities, what did you think of them? 
7. Which activity made you feel better about yourself?
8. How did being in the woods for these sessions make you feel for the rest of the week?
9. How do you all feel about each other now you’ve spent more time together in the woods?
10. Do you feel that nature-based activities, like mindfulness and sensory activities, in nature help your well-being?

Participants present during the Focus Group - B,D,E,F, including school staff.

Focus Group Transcript

	Ref:
	Time Stamp
	Speaker
	Conversation
	Additional Context

	01
	00:00:02
	Instructor
	OK guys, OK let's start this up. OK so this is the last session of our 8 week programme. Let’s start this group interview. Sit down please. 
	

	02
	00:00:12
	Instructor
	So, what I want to find out is because all these sessions focused on well-being and things that you could do to help support your well-being. It's on fire. Relax Lacy.
	Marshmallow on fire.

	03
	00:00:23
	B
	I've got it. I've got it.
	Putting out the flame.

	04
	00:00:25
	D
	You don't need that.
	Towards another child.

	05
	00:00:27
	F
	Don't burn your mouth.
	

	06
	00:00:34 
	Instructor
	Right OK guys, listen up, listen up.
	Gaining their attention

	07
	00:00:37
	Instructor
	D, B, D, B
	Gaining their attention

	08
	00:00:40
	Instructor
	[bookmark: _Hlk137191248]OK, let’s begin. Listen up. So, our session's have all been around well-being and being outside. What can you tell me about the word well-being? What does it mean to you?
	

	09
	00:00:48 

	B
	It’s when you feel good about yourself. You’re happy and doing well. A well being. [laughs]
	

	10
	00:00:54 
	F
	I'm a well-being. [laughs]

	

	11
	00:00:57 
	D
	It’s about the food you eat. Must be good.
	Eating a marshmallow

	12
	00:00:59 

	B
	That stuff, not necessarily how good you are. Mental health, yeah?

	

	13
	00:01:01 
	F
	Mental health, mental. Being mental?
	

	14
	00:01:04
	Instructor
	So, we’ve had some good words – happy, doing well, good food, mental health. Anything else?
	

	15
	00:01:08
	D
	Yeah, Well-being about yourself. Being outside.

	

	16
	00:01:10 
	B
	Excuse me, OK?

	Responding to being interrupted

	17
	00:01:18
	B
	Well-being OK is all about Wellness.

	

	18
	00:01:25 

	Instructor
	Wellness?

	

	19
	00:01:28

	F
	OK.
	

	20
	00:01:28 
	B
	Yeah, like where am I going?
	

	21
	00:01:30 

	Instructor
	I’m not sure I understand.
	

	22
	00:01:34
	D
	No one understands B. 
	

	23
	00:01:41 
	B
	Shut up!
	

	24
	00:01:44
	Instructor
	No thank you D, no needed. B?
	

	25
	00:01:52
	B.
	Ok, so. It’s like, being positive in where you’re going in life. Feeling well. Good health. Got money. No school.
	

	26
	00:01:59
	F
	No school makes me feel good.
	

	27
	00:02:02
	Instructor
	Put them on the tin foil.
	Directing to putting used skewers on foil.

	28
	00:02:04 
	Instructor
	E?
	Getting E’s attention

	29
	00:02:05
	Instructor
	E, you’ve been quiet. What are your thoughts about what well-being means?
	

	30
	00:02:18
	E
	Erm, like the stuff we did. Thinking good thoughts, breathing slowly, erm, being outside, erm, fresh air. I dunno. That stuff.
	

	31
	00:02:26
	F
	Marshmallows!
	[shouting]

	32
	00:02:28
	Instructor
	Thanks F
	

	33
	00:02:38
	Instructor
	Let’s put all that we’ve said into a definition of what well-being is. What the word means. Who wants to try first?
	

	34
	00:02:49
	B
	Oh, me, me!
	

	35
	00:02:53
	B
	Erm, 
	

	36
	00:02:54 
	B
	Erm,
	

	[bookmark: _Hlk145773454]37
	00:02:56
	B
	When you feel good about yourself and your life. Erm, happy, erm, healthy, living well.
	

	[bookmark: _Hlk145773475]38
	00:03:13
	F
	Don’t forget about the food. 
	

	39
	00:03:19
	D
	[laugh] GOOD food.
	

	40
	00:03:21
	E
	Ha!
	

	41
	00:03:22
	B
	Sure D, food.
	

	42
	00:03:25
	Instructor
	Anyone else?
	

	43
	00:03:27
	F
	I dunno.
	

	[bookmark: _Hlk145773469]44
	00:03:29
	E
	Relaxing, breathing.
	

	45
	00:03:32 
	Instructor
	Interesting, why do you say that?
	

	46
	00:03:36
	E
	Well, it made me feel better about myself. Being here makes me feel better than at school. 
	

	47
	00:03:42
	B
	Yeah, I like it here. Not all the time though.
	

	48
	00:03:44
	D
	So much better than school.
	

	49
	00:03:45
	F
	[mmm]
	Eating.

	50
	00:03:46
	Instructor
	[bookmark: _Hlk137191362]OK, let me see here. So what do you guys like/dislike about being outside? Yeah, why do you say no B?
	

	51
	00:03:48
	B
	Well not during cold months, only summertime.
	

	52
	00:03:50
	E
	Ugh, it’s too cold to be outside.

	

	53
	00:03:53
	B
	It is, it's just cause I'm always ill.

	

	54
	00:03:55
	School Staff
	D likes to be outside, don't you, D? You tell me you do in school. What do you like about being outdoors?
	

	55
	00:04:10
	D
	It's fun.
	

	56
	00:04:11
	F
	Yeah 
	

	57
	00:04:13 

	D
	Erm, like, it’s open. There’s no rules or school work. Erm, it’s quiet, just us, sunny at times.
	

	58
	00:04:27
	B
	And cold. Bugs.
	

	59
	00:04:29
	E
	And wet.
	

	60
	00:04:32
	F
	But there’s food.
	

	61
	00:04:34
	B
	[laughing] marshmallows and hot chocolate.
	

	62
	00:04:41
	Instructor
	F, what about you?
	

	63
	00:04:43
	F
	You can be yourself outside
	

	64
	00:04:49
	Instructor
	Can you expand on that?
	

	65
	00:04:53
	F
	In school I’m quiet
	

	66
	00:04:55
	E
	[interrupting] he is
	

	67
	00:04:56
	F
	Too many people, and it’s too noisy. Teachers always shout.
	

	68
	00:05:02
	D
	And tell you off!
	

	69
	00:05:04
	B
	Yeah
	

	70
	00:05:05 
	Instructor
	E, what about you? What do you like about being outdoors?
	

	71
	00:05:16
	E
	Well it’s like this. If I could be here everyday then I would be. It’s nice here. I love seeing the trees, they’re so pretty.
	

	72
	00:05:31
	F
	Yeah, everyday would be great.
	

	73
	00:05:35
	B
	We need more outside time.
	

	74
	00:05:38
	D
	And no exams. 
	

	75
	00:05:41
	E
	We don’t get much time outside in school. Like, we get 30 minutes for lunch, you get your food then you haven’t got much, then you have lessons, then go home. It’s all lessons, lessons, lessons. 
	

	76
	00:06:01
	Instructor
	Do you go outside at lunchtime?
	

	77
	00:06:03
	E
	No cause people pick on me. I get my lunch then go to Inclusion and stay there. 
	

	78
	00:06:07
	F
	Yeah, 
	

	79
	00:06:08
	B
	[interrupting] fire’s going out.
	

	80
	00:06:11
	School Staff
	I’ll sort it.
	

	81
	00:06:14
	Instructor
	Thanks. Use the wood from the bag there.
	

	82
	00:06:17
	Instructor
	So, who goes outside at lunchtime here?
	

	83
	00:06:19
	B
	Only when it’s warm.
	

	84
	00:06:20
	D
	Sometimes.
	

	85
	00:06:22
	B
	We don’t get enough time outside. We need more. 
	

	86
	00:06:25
	Instructor
	How much do you think you need?
	

	87
	00:06:28
	B
	I dunno, at least an hour
	

	88
	00:06:30
	F
	Yeah, 
	

	89
	00:06:31
	E
	It could be more. They [teachers] can give us more, they just don’t want to.
	

	90
	00:06:34
	D
	We had playtime in primary. That was always outside.
	

	91
	00:06:37
	B
	Yeah, I miss playtime. 
	Poking the fire.

	92
	00:06:40
	Instructor
	How often do you go outside when you’re not at school?
	

	93
	00:06:43
	B
	I don’t, I’m not allowed out unless I’m with my carer.
	[Referring to LAC status. This was confirmed by school]

	94
	00:06:44
	F
	I play on my Xbox on weekends.
	

	95
	00:06:47
	Instructor
	What about after school during the week?
	

	96
	00:06:50
	F
	Sometimes. Not a lot. I play on my Xbox.
	

	97
	00:06:53
	Instructor
	What about you D? E?
	

	98
	00:06:56
	D
	Only when I walk the dog. 
	

	99
	00:06:59
	Instructor
	How often is that?
	

	100
	00:07:01
	D
	I dunno. Sometimes. 
	[shrugs]

	101
	00:07:03
	B
	It’s hard to get outside. There’s nowhere to go. Everything is so far away. There’s no woods nearby unless we take a taxi.
	

	102
	00:07:10
	F
	Yeah
	

	103
	00:07:11
	E
	I don’t like going outside, there’s nothing to do. It’s boring. If there’s something to do then I would go outside.
	

	104
	00:07:15
	Instructor
	Ok, so you guys don’t go outside after school really unless you need to walk the dog. No one goes out to the woods to play?
	

	105
	00:07:19
	B
	No I’m not allowed.
	

	106
	00:07:23
	D
	I just said didn’t I?
	[responding to staff looking at him]

	107
	00:07:25
	Instructor
	Ok, it’s ok D, I have to ask these questions. Thank you for staying with me so far. Just to recap. You all feel that you don’t get enough time outside during the school day and that the time you get – which is lunchtime – you spend it indoors? 
	

	108
	00:07:33
	F
	Yeah .
	

	109
	00:07:35
	D
	If I’m not in detention, I’ll go on the field at lunchtime to play football. 
	

	110
	00:09:37
	B
	If it’s cold, I’m inside.
	

	111
	00:09:40
	E
	There’s just nowhere to go outside. Just the quad and the field, so everyone goes to Inclusion. 
	

	112
	00:09:43
	B
	I hate Inclusion. They think I’m dumb. 
	

	113
	00:09:45
	F
	Nah, they got games there. You can get out of lessons and go there. 
	

	114
	00:09:48
	B
	What? I get told I can’t! [humph]
	Folds arms in protest.

	115
	00:09:52
	D
	Can I have more marshmallows?
	

	116
	00:09:54
	Instructor
	Sure.
	[Students take time to pop marshmallows on skewers and place them over the fire]. General murmurs and rustling of plastic bag.

	117
	00:10:31
	F
	Oops, its on fire. 
	

	118
	00:10:34
	Instructor
	Ok, let’s sit back down and get back to the questions. 
	

	119
	00:10:35
	D
	How much longer?
	

	120
	00:10:35
	Instructor
	Not long, you’re doing well D. 
	

	121
	00:10:36
	Instructor
	E, can you sit down please? Thank you.
	

	122
	00:10:40
	Instructor
	Ok, so we took part in lots of different activities during our time together. I’m going to ask you what your thought about each activity and whether you thought they helped you and your well-being ok?
	

	123
	00:10:43
	F
	[mmm] yep.
	

	124
	00:10:44
	Instructor
	Ok, let’s just remind ourselves what activities we did. Does anyone remember at the beginning when I explained which areas that we are going to do activities that involve these areas… can anyone remember?
	

	125
	00:10:47
	B
	Nope
	

	126
	00:10:50
	E
	No
	

	127
	00:10:54
	D
	Fires?
	

	128
	00:11:00
	Instructor
	Ok, the five ways to well-being. Anyone remember?
	

	129
	00:11:03
	B
	Oh, that breathing stuff. Yeah…
	

	130
	00:11:06
	Instructor
	Mindfulness
	

	131
	00:11:30
	B
	Yeah, that stuff. 
	

	132
	00:11:42
	F
	Making fires, shelters, learning things. 
	

	133
	00:11:54
	Instructor
	Yep, learning new things is one of them. 
So, we have two so far – mindfulness and learning new things. Can anyone remember any more?
	

	134
	00:11:59
	School Staff
	Can you remember any D? What did you like doing with the clay?
	

	135
	00:12:16
	E
	Making pictures with leaves and twigs
	

	136
	00:12:19
	D
	Yeah, making a tree man. 
	

	137
	00:12:26
	Instructor
	Yep, we did some creative activities. 
So that’s three now, mindfulness, learning and creative. There’s a couple more, can any have a guess?
	

	138
	00:12:27
	B
	Would the writing on leaves and stuff be one? Like, saying what we’re thankful for.
	

	139
	00:12:29
	Instructor
	Yes, well remembered B. We call that gratitude, giving thanks to others.
One last one, anyone?
	

	140
	00:12:31
	Instructor
	No?
	[young people contemplate for a while]

	141
	00:12:37
	Instructor
	Ok, I’ll remind you. We had mindfulness, learning new things, creative activities, and gratitude. We also did some activities where we built a connection to each other and some that were about our senses. 
	

	142
	00:12:37
	D
	Oh yeah, like tasting and hearing stuff. 
	

	143
	00:12:41
	Instructor
	Yep, what other senses did we use?
	

	144
	00:12:42
	E
	Erm, we heard stuff.
	

	145
	00:12:44
	Instructor
	Well done, E. 
	

	146
	00:12:45
	B
	What we saw.
	

	147
	00:12:47
	Instructor
	Yep, correct, there’s two left. 
We’ve had taste, hearing, seeing, what else?
	[making hand gestures]

	148
	00:12:52
	F
	Oh! Touch! 
	

	149
	00:12:53
	Instructor
	Yep, one more. 
	[touching nose]

	150
	00:12:55
	F
	Oh! Smell!
	

	151
	00:12:57
	Instructor
	Ok, so we have them all – mindfulness, connecting to others, activities, like learning new things and using our senses and being thankful to others, gratitude. 
I’m going to ask you about which activities you liked and didn’t like and why.
First question though, what did you enjoy most about these sessions we did and why?
	

	152
	00:13:16
	B
	Fire.
	

	153
	00:13:17
	Instructor
	That was quick B. You like making the fire, any particular reason why?
	

	154
	00:13:21
	B
	Because I like it. Like, it makes you warm. Protects you from the cold. It’s nice to play with.
	

	155
	00:13:26
	Instructor
	Oh, that's a good word protection, actually, yeah, protect you, B
	

	156
	00:13:29
	Instructor
	Anyone else, what's been your favourite activity we’ve done, D?
	

	157
	00:13:33
	D
	Erm, going into the woods.
	

	158
	00:13:35
	Instructor
	Going and exploring the woods? Is that what you mean?
	

	159
	00:13:36
	D
	Yeah. 
	

	160
	00:13:37
	Instructor
	Why’s that D?
	

	161
	00:13:40
	D
	Just fun. Playing hide and seek. Seeing the trees. Learning about nature. Finding that beetle, that was cool.
	

	162
	00:13:49
	F
	Yeah, that was cool. You should have squished him. 
	

	163
	00:13:49
	B.
	Ew. No.
	

	164
	00:13:50
	Instructor
	What about you E? what did you enjoy most about these sessions we did and why?
	

	165
	00:13:59
	E
	Erm, I guess. I dunno. I liked when we went walking and had to collect things. 
	

	166
	00:14:06
	Instructor
	Oh, that’s nice to hear. Any why did you like that the most?
	

	167
	00:14:08
	E
	Erm, I found lots of leaves. We found that bug. I liked stepping on the leaves and in it mud. 
	

	168
	00:14:12
	B
	Being dirty is fun. Mud, yay.
	[interrupting. Sarcastic tone.]

	169
	00:14:14
	Instructor
	[laughing] You seemed to like it most of all at the end B. I remember when you started and you didn’t want to get dirty.
	

	170
	00:14:20
	B
	Yeah, don’t mind now. [laughing]
	

	171
	00:14:23
	Instructor
	F, what about yourself? What have you enjoyed the most?
	

	172
	00:14:24
	F
	Marshmallows!
	[shouting]

	173
	00:14:25
	School Staff
	F, be sensible. 
	

	174
	00:14:26
	Instructor
	[Laughing] Is that it? Come on, there must be more than that. 
	[Mock shock]

	175
	00:14:28
	F
	Er. It was all good. Yeah.
	

	176
	00:14:32
	Instructor
	So there’s not one thing you really really liked?
	

	177
	00:14:35
	F
	Er. I liked when we went into the woods and found that hole. That was good. Those box things that were hidden. 
	

	178
	00:14:42
	School Staff
	Geocaching?
	

	179
	00:14:42
	D
	They were good. 
	

	180
	00:14:34
	F
	Yeah, that word.
	

	181
	00:14:36
	Instructor
	Thanks F, guys shall we get a drink then come back to this? [all agree]
	Group stopped at 14minutes 36 seconds. Drinks were provided and the young people were able to stretch and walk about for a bit. 

	182
	00:14:39
	Instructor. 
	Ok, sit, sit, sit. Thank you. Let me see where we are. Not long now guys, you’re doing incredibly well. 
	

	183
	00:14:43
	D
	Can we play a game?
	

	184
	00:14:45
	Instructor
	After this, I promise.
	

	185
	00:14:46
	F
	Oh, can we play hide and seek?
	

	186
	00:14:46
	D
	Oh yeah,
	

	187
	00:14:47
	Instructor
	Yep, but this first please?
	

	188
	00:14:47
	B
	Yay
	

	189
	00:14:48
	Instructor
	Ok, another question. How did you feel about taking part in the mindfulness activities?
	

	190
	00:14:50
	B
	The mindful what now?
	

	191
	00:14:51
	Instructor
	What we did after the check-in. Where we focused on our bodies and breath
	

	192
	00:14:53
	D
	Oh that. Boring.
	

	193
	00:14:54
	F
	Yeah, they were boring. 
	

	194
	00:14:56
	E
	I liked them.
	

	195
	00:14:58
	Instructor
	Can you tell me more guys about why you liked them/didn’t like them?
	

	196
	00:15:02
	B
	They just seemed pointless. 
	

	197
	00:15:02
	Instructor
	Pointless?
	

	198
	00:15:03
	B
	Like, what did they do? Like, nothing. 
	

	199
	00:15:05
	D
	They made me want to fall asleep. 
	

	200
	00:15:07
	E
	I like the hand one we did. 
	

	201
	00:15:07
	B
	Meh.
	

	202
	00:15:08
	F
	That one where we had to sneak up on each other. That was good
	

	203
	00:15:10
	D
	Yeah! Can we do that one again?
	

	204
	00:15:11
	Instructor
	The mindful walking activity?
	

	205
	00:15:11
	F
	That one where we had to be quiet over the leaves. 
	

	206
	00:15:12
	Instructor
	Oh yes, that one. What did you like about that?
	

	207
	00:15:13
	F
	Well, you had to be quiet and think about where to move to. 
	

	208
	00:15:15
	D
	Yeah, that was fun. Can we do it again?
	

	209
	00:15:16
	Instructor
	Sure Sure, but not right now, at the end maybe. 
	[squeals of happiness from group]

	210
	00:15:21
	Instructor
	Ok, thank you guys. Let’s try another question. Erm.
	[Checking notes]

	211
	00:15:24
	Instructor
	Do you remember when we took part in lots of different activities? So the ones where we made the clay face, the leather bag, making food, finding things in the wood, the mandalas… let me see… oh we whittled, started fires, made pine needle tea. Erm, what did you think of them?
	

	212
	00:15:36
	B
	I didn’t like that tea. Yuck. 
	

	213
	00:15:37
	E
	Leather bag? Oh, that thing we made today!
	

	214
	00:15:37
	D
	You weren’t there
	

	215
	00:15:38
	E
	Yes I was! Can we make them again?
	

	216
	00:15:42
	Instructor
	Maybe, what was your favourite thing E?
	

	217
	00:15:44
	E
	Erm. I didn’t like getting my hands dirty. 
	

	218
	00:15:45
	B
	Dirty is fun. 
	

	219
	00:15:46
	E
	Erm. I like collecting things and making the circle thing. 
	

	220
	00:15:48
	School Staff
	The mandala. 
	

	221
	00:15:49
	E
	Yeah, my mum liked the photo. Erm. Starting the fire and using that thingy to start it with. Can I have another drink please?
	

	222
	00:15:53
	School Staff
	Sure
	

	223
	00:15:54
	Instructor
	How about you B? What did you enjoy the most from the activities you did?
	

	224
	00:15:56
	B
	Ohhh, I liked using the knife to [makes hand motion of whittling] saw the wood. 
	

	225
	00:15:59
	Instructor
	Whittling?
	

	226
	00:16:00
	B
	Yeah. I didn’t trust myself at first. I thought I would cut myself but I didn’t. I made a good pointy stick though. 
	

	227
	00:16:03
	D
	Yeah, which you stuck in me! 
	

	228
	00:16:03
	B
	Haha. 
	[grinning]

	229
	00:16:04
	Instructor
	Ok, Ok, thanks B. F, what about you? 
	

	230
	00:16:06
	F
	Erm. I liked making food. 
	

	231
	00:16:07
	B
	Yeah that would good. I liked that too. That cake thing. 
	

	232
	00:16:08
	F
	Yeah, making and eating it. 
	

	233
	00:16:09
	D
	Marshmallows!
	[shouting]

	234
	00:16:09
	F
	Marshmallows!
	[shouting]

	235
	00:16:10
	Instructor
	Thanks D, F, ok, so everyone. Another question!
	

	236
	00:16:13
	Instructor
	Which activity made you feel better about yourself? Think hard and pick one.
	

	237
	00:16:16
	Instructor
	Let’s go with B first.
	

	238
	00:16:19
	B
	Erm, using that knife made me feel good.
	

	239
	00:16:23
	Instructor
	How come?
	

	240
	00:16:25
	B
	Like, I was scared at first, but then once I started doing it I was ok and it was kinda fun in the end. I felt that I could do that again. 
	

	241
	00:16:30
	Instructor
	So you felt that you got over feeling scared and found it enjoyable?
	

	242
	00:16:33
	B
	Yeah. Yeah. It was good. 
	

	243
	00:16:35
	Instructor
	Thanks. E, what about yourself? What activity do you do that made you feel good about yourself?
	

	244
	00:16:42
	E
	Er. I dunno. 
	

	245
	00:16:45
	School Staff
	What about the sit spot? You wanted to do that in school when we got back?
	

	246
	00:16:50
	E
	Yeah, I liked that one. I just don’t like being around people and that let me have a time out away from them. I was able to think. I feel better after being alone.
	

	247
	00:17:01
	D
	People don’t like you.
	

	248
	00:17:01
	School Staff
	D! That wasn’t nice!
	

	249
	00:17:03
	Instructor
	D, that wasn’t necessary. Thank you E. D, it seems to have something to contribute. What activity did you do on these sessions that made you feel good about yourself?
	

	250
	00:17:08
	D
	Nothing. 
	

	251
	00:17:08
	Instructor
	Nothing at all?
	

	252
	00:17:09
	D
	NO Nothing.
	[raising voice]

	253
	00:17:10
	School Staff
	I think we’ll go for a walk D
	

	254
	00:17:10
	D
	Why?
	

	255
	00:17:12
	School Staff
	Come one, let’s go for a walk.  [gestures to D] [everyone is silent]
	[D follows teacher after a short while]

	256
	00:17:23
	E
	Uh-oh. He’s in trouble.
	

	257
	00:17:24
	Instructor
	No, he justs need to go for a little walk. F! How about you? What activity has made you feel good?
	

	258
	00:17:30
	F
	Erm. You already asked me. 
	

	259
	00:17:32
	Instructor
	Did I? I thought I asked you which you enjoyed, this one is what activity made you feel good about yourself?
	

	260
	00:17:36
	F
	Oh. Erm. Cooking. I liked the cooking. 
	

	261
	00:17:38
	Instructor
	And that made you feel good about yourself?
	

	262
	00:17:41
	F
	Yeah.
	

	263
	00:17:43
	Instructor
	Thanks F. Right guys, anyone for a biscuit?
	[biscuits are handed around] 

	264
	00:18:03
	F
	Are we going to play a game after this?
	

	265
	00:18:05
	Instructor
	Yes, I only have a couple more questions to ask you then, we’ll play a game. 
	

	266
	00:18:07
	F
	Ok, cool. 
	

	267
	00:18:11
	Instructor
	[bookmark: _Hlk137215134]Ok. How did being in the woods for these sessions make you feel for the rest of the week?
	

	268
	00:18:15
	B
	Good. I looked forward to them each week. I liked that they were on a Friday, but wished they were on a Monday morning instead. 
	

	269
	00:18:21
	Instructor
	How come?
	

	270
	00:18:23
	B
	Just a good start to the week
	

	271
	00:18:24
	E
	Yeah, but if they were on a Monday then you have the rest of the week to go.
	

	272
	00:18:26
	B
	That’s true. 
	

	273
	00:18:31
	B
	It's too cold, these sessions. Why did we have to do them when it was cold?
	

	274
	00:18:33
	Instructor
	That’s just how it was timetabled.
	

	275
	00:18:34
	B
	Are we going to do this after Christmas?
	

	276
	00:18:36
	Instructor
	Maybe, I will let you know. 
	

	277
	00:18:38
	B
	Ok, I wish we could have them everyday. I like being out in the woods, just not when it’s cold. 
	

	278
	00:18:44
	E
	Yeah, but these won’t help you with school. 
	

	279
	00:18:46
	Instructor
	What makes you say that E?
	

	280
	00:18:47
	E
	Because it's nothing to do with school.
	

	281
	00:18:49
	B
	But it’s about life and gives us time to talk about our problems. Gives you a break from school, doesn't it?
	

	282
	00:18:54
	E
	I don’t have problems. 
	

	283
	00:18:56
	B
	My problems are actual. Just not here.
	

	284
	00:18:59
	Instructor
	So B, you’re saying here you don't have problems.
	

	285
	00:19:06
	B
	Not really. I mean, I HAVE problems. I just don’t have them here.
	

	286
	00:19:08
	Instructor
	How does that make you feel?
	

	287
	00:19:12
	B
	Happy. Like, at school I feel better after being here or knowing I’m coming here. 
	

	288
	00:19:15
	E
	You can’t hide from your problems.
	

	289
	00:19:17
	B
	I know [sarcastically]. But I can take my mind off them. 
	

	290
	00:19:19
	E
	Whatever.  
	

	291
	00:19:25
	Instructor
	F, we haven’t heard from you yet. How did being in the woods for these sessions make you feel for the rest of the week?
	

	292
	00:19:30
	F
	Yeah good. I enjoy them. Yeah, alright. Feels good.
	

	293
	00:19:36
	Instructor
	In what way F?
	

	294
	00:19:38
	F
	Erm. Happier. Nice to be outside. I’ve only had one detention since coming here.
	

	295
	00:19:44
	Instructor
	OH, I didn’t know that. How often were you getting detentions?
	

	296
	00:19:47
	F
	Yeah. A couple of times a week. Teacher says I can go to Forest School after Christmas as I’ve done so well. 
	

	297
	00:19:53
	E
	I’ve never had a detention. 
	[interrupting]

	298
	00:19:55
	Instructor
	That’s great to hear F. How does that make you feel F, about not getting lot of detentions?
	

	299
	00:19:59
	F
	Yeah, alright. Mum is happier. I’ve got more time on my Xbox. 
	[D approaching]

	300
	00:20:15
	Instructor
	Welcome back D, just in time. 
	[D and school Staff return]

	301
	00:20:16
	School Staff
	Sorry miss. 
	

	302
	00:20:17
	Instructor
	No, that’s ok miss. Have a seat D, good to see you again. 
	

	303
	00:20:26
	Instructor
	We were just asking D how these sessions have made us feel for the rest of the week. Do you want to share we us how they’ve made you feel?
	

	304
	00:20:33
	D
	Nothing. 
	

	305
	00:20:35
	Instructor
	Nothing? Just nothing? You sure?
	

	306
	00:20:38
	D
	Prefer not to do anything.
	

	307
	00:20:39
	D
	And just sleep 
	

	308
	00:20:41
	F
	Yeah, I would too. I love sleep. 
	

	309
	00:20:43
	School Staff
	I think we’re getting a little tired miss. 
	

	310
	00:20:45
	School Staff
	D often gets tired after these sessions, but he has been having a few good weeks since they’ve started.
	

	311
	00:20:49
	Instructor
	Thanks miss. Do you want a biscuit D? Here you go. 
	[hands D the biscuit packet]

	312
	00:20:57
	Instructor
	Pass it round. Thanks.
	[Waits for biscuits to be handed round]

	313
	00:21:38
	Instructor
	So guys, we’ve spent a lot of time together these last few weeks. How do you all feel about each other now you’ve spent more time together in the woods?
	

	314
	00:20:46
	B
	Yeah, I didn’t know you or you. I’ve only seen you around school. 
	[points in order from E, to F then D]

	315
	00:20:51
	F
	I didn’t think I would get on with anyone here.
	

	316
	00:20:53
	Instructor
	How come?
	

	317
	00:20:56
	F
	I dunno. Don’t know anyone. 
	

	318
	00:20:58
	D
	It’ll be better if SHE wasn’t here
	[points to E]

	319
	00:21:01
	School Staff
	Not necessary D. Be nice. 
	

	320
	00:21:04
	E
	Yeah, I like people here, but not you.
	[looks at D]

	321
	00:21:06
	B
	It’s always scary meeting new people, I think we’ve gotten along better now. 
	

	322
	00:21:09
	F
	We help each other more.
	

	323
	00:21:11
	D
	Still don’t like each other though.
	[looks at E]

	324
	00:21:13
	Instructor
	Let’s move on. I can see where this is going to go. 
	

	325
	00:21:14
	School Staff
	Yes. 
	

	326
	00:21:15
	Instructor
	So, last question!
	

	327
	00:21:17
	F
	Then a game?
	

	328
	00:21:19
	Instructor
	Yes, F, then a game. 
	

	329
	00:21:23
	Instructor
	[bookmark: _Hlk137215152]Listen Carefully. Do you feel that nature-based activities, like mindfulness and sensory activities, in nature help your well-being? Remember what we defined wellbeing as? Feeling good about yourself and living well.
	

	330
	00:21:33
	B
	Probably yeah.
	

	331
	00:21:35
	B
	I have felt better about myself. 
	

	332
	00:21:38
	F
	Erm, I’m not sure. 
	

	333
	00:21:40
	D
	No.
	

	334
	00:21:41
	School Staff
	D. Be honest. 
	

	335
	00:21:43
	D
	I AM.
	[shouting]

	336
	00:21:45
	School Staff  
	[sighs] ok.
	

	337
	00:21:52
	D
	I dunno. Just yeah. At times. Then I have to go to that stupid place for the weekend. 
	[referring to respite placement] [picks up sticks and throws them]

	338
	00:21:55
	Instructor
	It’s ok D. Do you want to go with miss and pick which game we are going to play?
	

	339
	00:22:08
	D
	OK. 
	[gets up]

	340
	00:22:12
	Instructor
	We won’t be much longer miss. 
	[leaves with school staff]

	341
	00:22:14
	School Staff
	OK
	

	342
	00:22:35
	Instructor
	Ok, where were we? E, let me read the question again for you. Do you feel that nature-based activities, like mindfulness and sensory activities, in nature help your well-being.
	[Waits for them to be out of sight]

	343
	00:22:51
	E
	Erm. Yes. 
	

	344
	00:22:54
	Instructor
	Why is that?
	

	345
	00:22:58
	E
	Cause I’m not near people. It’s so busy at school, I hate it. There’s nowhere to go that’s quiet. It’s quiet here.
	

	346
	00:23:13
	E
	And open. I like how big the place is. 
	

	347
	00:23:15
	F
	And you can hide here. 
	

	348
	00:23:17
	B
	You’re not very good at hiding. Haha
	

	349
	00:23:19
	F
	Shut up. [laughing]
	

	350
	00:23:23
	Instructor
	F, how have you felt?
	

	351
	00:23:26
	F
	Yeah, ok. 
	

	352
	00:23:33
	F
	It’s nice not having to do school work. It’s too hard at times. 
	

	353
	00:23:37
	B
	And you get shouted at for getting it wrong, even though its right.
	

	354
	00:23:44
	B
	And you get shouted out for wearing the wrong pair of trainers – like, excuse me miss but this is all my carer can afford!
	

	355
	00:23:56
	F
	Yeah. Can we play a game now?
	

	356
	00:24:01
	Instructor
	Does anyone have anything more to add?
	

	357
	00:24:04
	E
	Erm, no. 
	

	358
	00:24:09
	F
	No.
	

	359
	00:24:14
	B
	Are we coming back after Christmas?
	

	360
	00:24:16
	Instructor
	I’m not sure yet, would you like to?
	

	361
	00:24:19
	B
	Yeah
	

	362
	00:24:22
	F
	Yeah
	

	363
	00:24:23
	E
	I dunno. 
	

	364
	00:24:26
	Instructor
	Ok, guys, thank you for being so patient with these questions and giving me your opinions. Let’s get this stuff packed away, go find D and see what game he’s picked for us to play. 
	

	
	00:24:32
	Tape Recorder Stopped. 






Appendix 06 – Emerging Themes

	Category name:  Engagement with nature and nature-based activities
	Category name: Social Interactions
	Category name: Emotional Well-being

	Outcome Proposition: Adolescents engage with nature and nature-based activities in a proactive manner.
	
Outcome Proposition: Being involved in nature-based activities outdoors stimulates positive social interactions among adolescents.

	Outcome Proposition: Adolescents with complex needs experience increased emotional well-being whilst being in nature.

	
	
	
	

	Practitioner Fieldnotes:
	Practitioner Fieldnotes:
	Practitioner Fieldnotes:

	Positive
	Negative
	Positive
	Negative
	Positive
	Negative

	A+D+F tried to collect as much as possible [Sensory Activity - Scavenger Hunt] S1

D found a stag beetle [Sensory Activity - Scavenger Hunt] S1

creating then recreating and recreating their mandala again so it was “perfect. [Creative Activity - Nature Mandala] S1

he [C] asked to take a photo of it to show his mum. [Creative Activity - Nature Mandala S1

B, E and C said they enjoyed this activity because of the sensory experience with their hands and being up close to a tree. [Sensory Activity – Tree] S2

C said that he liked “taking it slow, just taking time and the quietness [because others weren’t speaking]”; he also enjoyed discovering what the tree looked like afterwards. [Sensory Activity – Tree] S2

All were attentive to this activity and listened/watched carefully. [Learning Activity – Fire Lighting (easy intro)] S2

C found his tree from a previous session and exclaimed he was happy to have done so. [Creative Activity – Clay Faces] S3

B and E took care and time with their clay faces – adding in plant parts.  [Creative Activity – Clay Faces] S3

A found a nut on the ground but refused to say who they would give it to. 
E found a twisted twig and said they’d give it to their younger brother as it looks like a “wizard’s wand”. C found an oak leaf and said he’d give it to his mum as “she likes the colour yellow”. [Give to Others – Gift From Nature] – S3

they [teaching support] were surprised to see how “settled” he [A] was and how “engaging” he was in the activity. [Additional Notes] – S5

B said that they “missed being in the woods” and preferred it to school. [Check In] – S5

E said they were more self-conscious about being seen by others they knew “I can be more myself in the woods”. [Check In] – S5

F said he felt “calmer, less stressed in the woods”. [Check In] – S5

F “I hadn’t seen all these colours before” [Sensory Activity – Natures Colours] S5

D found a black smooth stone and it was mentioned that it could be used as a “worry stone” for when he’s feeling nervous. [Sensory Activity – Scream Away] S6

B said …“Can I stay in the woods? I like it here, I can live here”. [Check Out] – S3

B was getting dirtier and dirtier but didn’t seem to mind – they rubbed their hands on their jeans and jumped in the mud. Learning Activity – Den building] – S6

The group found the breathing activity comical, and all decided to give it a go. [Mindfulness Activity – Whoosh Breathing] – S7

A was very quick to pick up the activity without the support and completed the task quicker – hyper-focused. Creative Activity – Whittling Sticks] S7

They all worked well together on the task and asked to do it again at the end of the session if there was time. [Mindfulness Activity – Growing from Mistakes] – S8

F,E and D asked if they could do it again. Learning Activity – Leather Pouch] – S8

B was pleased with theirs and said “I enjoy making things. I wouldn’t have thought about making something like this. It feels so soft. Is this really from nature?”. Creative Activity – Leather Pouch] S8



	B complained about getting “dirty with mud stuff” from kneeling on the ground. Learning Activity – Making Pine Tea]  S3

Given the nature of the weather (drizzling, wet, cold), the attitude of the group and the ground conditions the connection activity was introduced but the group wasn’t keen on doing it. [Check In] – S6

They didn’t want to put anything “dirty” from the woods in it [Leather Pouch] [Give to Others – Leather Pouch Gifting] – S8





	D took charge without prompting and guided the team well. [Connection - Landmines Activity] S1

A was trying to do most of the activity himself and directing others – which F and D complied but E struggled. E was taken to one side by the teacher as they were getting angry with A [Learning Activity - Shelter Building] S1
…eventually A was able to help him by showing him [D]what to do. [Learning Activity – Fire Lighting (easy intro)] S2

A and D chose the same tree to work together on their faces – A finished very quickly and started helping D.  [Creative Activity – Clay Faces] S3

A helped D when he struggled with setting the fire and lighting. Learning Activity – Making Pine Tea]  S3

The teacher commented that they’d not seen A be helpful to another pupil during school. Said A mainly kept a distance [from other students in school] unless they were trying to provoke a fight. [Additional Notes] – S3

He [A] also passed on some items to B (first time seen interacting with B in this way!) [Sensory Activity – Natures Colours] S5

[D] settled a lot more with an adult sitting next to them and following their example. At the end, they exclaimed to the others “Look at mine!” showing it around.  Learning Activity – Whittling Sticks] – S7

D was struggling to get the right consistency of the mixture, A took the bowl and finished the job for him. Learning Activity – Twists] – S7

Throughout this session, E showed a few self-managing techniques (e.g., observing and copying others, and checking information was correct before starting). More so than seen before in previous sessions – this seems to be a positive development of helping manage/support their ASD condition. [Additional Notes] – S7


	E was taken to one side by the teacher as they were getting angry with A [Learning Activity - Shelter Building] S1

E decided to walk in the other direction away from others, [Sensory Activity - Scavenger Hunt] S1

For him [A], he said it was more about the challenge of ‘winning’ over others [Sensory Activity – Tree] S2

They [A, E] bickered and threw insults at each other to the point the school staff had to intervene. [Sensory Activity – Tree] S2

D really struggled and the more frustrated he got the more he refused help from others. [Learning Activity – Fire Lighting (easy intro)] S2

E wanted to work on her own.  Learning Activity – Making Pine Tea]  S3

E commented on this and called them “stupid”; the teacher intervened and removed A for a few moments. [Give to Others – Gift From Nature] – S3

D walked ahead of everyone else. Picking up things and throwing them hard into the bushes.  [Check In] – S6

D’s starting comments were “I can’t do this”, getting louder and louder and “It’s not perfect” throwing the whittling stickLearning Activity – Whittling Sticks] – S7


	C said he was “proud of his” and “really liked it” [Creative Activity - Nature Mandala S1

Staff reported that A was quiet, engaged and focused – which was the first time he had been that day. [Sensory Activity – Tree] S2

C struggled to get his lit as quickly as others – he said he was disappointed but kept trying “I usually give up on things but I want to do this”. One he lit his (laughing) “that was hard but I’m glad I stuck with it. I’m proud of myself”. [Learning Activity – Fire Lighting (easy intro)] S2

B was concerned about getting dirty/unclean hands but said “Oh well” and created a handprint in flour on themselves. Learning Activity – Making Cake in an Orange] – S5

The group was encouraged to be loud, jump in puddles, scream if they wanted to, and shout something that was bothering them B “school” F “homework” D “people”. [Sensory Activity – Scream Away] S6

D picked up a toy, “oh, I like this, but I want another child to have it” so put it back in the box.
[Creative Activity – Geocaching] S6

Their [B] white shoes were now brown, but they said that “didn’t matter” and they felt “calmer, for being dirtier” “I can’t believe I once fussed over a speck of mud, look at me now.” (laughing). Learning Activity – Den building] – S6

E completed the task and said that they enjoyed “taking my mind off other things” with the activity.  [Creative Activity – Whittling Sticks] S7


B said that they were feeling “calm” [Check In] – S7

	A struggled to receive positive comments and destroyed theirs in front of others. [Creative Activity - Nature Mandala S1

D needed encouragement as they said it was a “girl’s activity”. [Creative Activity - Nature Mandala S1

D said they “don’t have much good right now”. 
C said they “enjoyed doing that” and “will do it again for his mum”.
B said they felt “happier” to think about a good thing in their life. [Give to Others – Gratitude] – S2

D expressed that he had a “bad morning, so I’m going to have a bad afternoon as well” [Additional Notes] – S2

[C’s}…mother going in and out of the hospital. She has heart problems due to previous smoking habits and he is worried something will happen whilst she is in there and fears she won’t come out again. He said this causes anxiety for him and he avoids going to places because of it. We chatted about anxiety, catastrophising and what happens in our minds. C said he picks up a lot of his mother’s feelings and thoughts and how he feels as how his mother feels, how his mother feels, how he feels. [Check Out] – S3

C commented that they think they are “emotionless” and they “don’t feel much”. [Connection – Guess my emotion activity] – S3

E said she enjoyed it but struggles a lot when people tell her they feel one thing but their face/body language shows something else – B said they found this hard as well. [Connection – Guess my emotion activity] – S3

A, the group praised the effort and work, but he went “nah” and tore it down. D copied this behaviour of A’s before there was a chance for discussion. [Creative Activity – Clay Faces] S3

D did not want to join in the foraging activity at first. Held back to stand-by staff. Mentioned, unprompted, that they were going into respite after the session for the weekend. When asked how it made them feel they said “nervous, I don’t know who they are” and that he “hates my social worker” – then he ran off to join A. His LAC placement is recent. The staff member says he doesn’t talk about this, this was the first time he’s mentioned anything. Reported to school. [Additional Notes] – S3

D very much refusing (see notes): “Nope, not doing that. No, don't want to do that. No, you do that, not me. No, I don't wanna go here. No, I don't wanna be here.” [Check In] – S6

B “I don’t have a positive mindset” . [Check Out] – S7

B stood by the fire and said that it was “too cold to be out in the woods” and that “I won’t come again if it’s this cold” Learning Activity – Fire Lighting (challenging)] – S8








	
	
	

	Category name:  Engagement with nature and nature-based activities
	Category name: Social Interactions
	Category name: Emotional Well-being

	Outcome Proposition: Adolescents engage with nature and nature-based activities in a proactive manner.
	
Outcome Proposition: Being involved in nature-based activities outdoors stimulates positive social interactions among adolescents.

	Outcome Proposition: Adolescents with complex needs experience increased emotional well-being whilst being in nature.

	Focus Group Transcribed comments
(line number, Participant, comment)
	Focus Group Transcribed comments
(line number, Participant, comment)
	Focus Group Transcribed comments
(line number, Participant, comment)

	Positive
	Negative
	Positive
	Negative
	Positive
	Negative

	46	E	Well, it made me feel better about myself. Being here makes me feel better than at school.
47	B	Yeah, I like it here. Not all the time though.
48	D	So much better than school.

57	D	Erm, like, it’s open. There’s no rules or school work. Erm, it’s quiet, just us, sunny at times.

63	F	You can be yourself outside

71	E	Well it’s like this. If I could be here everyday then I would be. It’s nice here. I love seeing the trees, they’re so pretty.
72	F	Yeah, everyday would be great.
73	B	We need more outside time.

85	B	We don’t get enough time outside. We need more.

152	B	Fire.
153	Instructor	That was quick B. You like making the fire, any particular reason why?
154	B	Because I like it. Like, it makes you warm. Protects you from the cold. It’s nice to play with.

165	E	Erm, I guess. I dunno. I liked when we went walking and had to collect things. 
166	Instructor	Oh, that’s nice to hear. Any why did you like that the most?
167	E	Erm, I found lots of leaves. We found that bug. I liked stepping on the leaves and in it mud. 
168	B	Being dirty is fun. Mud, yay.


	47	B	Yeah, I like it here. Not all the time though.

51	B	Well not during cold months, only summertime.
52	E	Ugh, it’s too cold to be outside.
58	B	And cold. Bugs.
59	E	And wet.
103	E	I don’t like going outside, there’s nothing to do. It’s boring. If there’s something to do then I would go outside.


	5   F   Don’t burn your mouth.

288   E  You can’t hide from your problems.

308   F   Yeah,  I would too. 

314   B   Yeah, I didn’t know you or you. I’ve only seen you around school. 

315   F   I didn’t think I would get on with anyone here. 

320   E   Yeah, I like people here. 

321   B   It’s always scary meeting new people, I think we’ve gotten along better now. 

322   F   We help each other more. 

331   B   I have felt better about myself. 

349   F   Shut up [laughing]


	23   B   Shut up!

66   E   [interrupting] he is.

106   D   I just said, didn’t I?

214   D   You weren’t there.

227   D   Yeah, which you stuck in me!
228   B   Haha. 

247   D   People don’t like you. 

250   D   Nothing. 

256   E   Uh-oh. He’s in trouble.

258   F   Erm. You already asked me. 

289   B   I know [sarcastically]
290   E   Whatever.

317   F   Don’t know anyone. 
318   D   It’ll be better if SHE wasn’t here. 

320  E  but not you.

323   D   Still don’t like each other though. 

348   B   You’re not very good at hiding. Haha.





	10	F	I'm a well-being. [laughs]

226	B	Yeah. I didn’t trust myself at first. I thought I would cut myself but I didn’t. I made a good pointy stick though.

238	B	Erm, using that knife made me feel good.

240	B	Like, I was scared at first, but then once I started doing it I was ok and it was kinda fun in the end. I felt that I could do that again.

283	B	My problems are actual. Just not here.
284	Instructor	So B, you’re saying here you don't have problems.
285	B	Not really. I mean, I HAVE problems. I just don’t have them here.

287	B	Happy. Like, at school I feel better after being here or knowing I’m coming here.

294	F	Erm. Happier. Nice to be outside. I’ve only had one detention since coming here.

310	School Staff	D often gets tired after these sessions, but he has been having a few good weeks since they’ve started.

331	B	I have felt better about myself.

	65	F	In school I’m quiet.
[Mindfulness Activity]
192	D	Oh that. Boring.
193	F	Yeah, they were boring. 
194	E	I liked them.
196	B	They just seemed pointless.
249	Instructor	…What activity did you do on these sessions that made you feel good about yourself?
250	D	Nothing. 
251	Instructor	Nothing at all?
252	D	NO Nothing.

303	Instructor	Do you want to share we us how they’ve made you feel?
304	D	Nothing. 
305	Instructor	Nothing? Just nothing? You sure?
306	D	Prefer not to do anything.
307	D	And just sleep 
308	F	Yeah, I would too. I love sleep. 
309	School Staff	I think we’re getting a little tired miss. 













Appendix 07 – Quantitative Data Findings


WEBWBS Scores – Individual Participants
Graph 01: Participant A, changes from WEMWBS before and after scores


Graph 02: Participant B, changes from WEMWBS before and after scores


Whilst Participant C completed a WEBWMS before the sessions, C did not complete the eight sessions, therefore did not complete a follow up Scale after the last session.




Graph 03: Participant C, changes from WEMWBS before and after scores



Graph 04: Participant D, changes from WEMWBS before and after scores












Graph 05: Participant E, changes from WEMWBS before and after scores



Graph 06: Participant F, changes from WEMWBS before and after scores









Graph 07: Mean WEMWEBS Scores Before and After Intervention
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Graph 08: Proportion of Wellbeing Before and After Intervention
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	Respondent code
	Gender
	Age (years)
	Employment status
	Time 1 (T1)
	I’ve been feeling optimistic about the future
	I’ve been feeling useful
	I’ve been feeling relaxed
	I’ve been feeling interested in other people
	I’ve had energy to spare
	I’ve been dealing with problems well
	I’ve been thinking clearly
	I’ve been feeling good about myself
	I’ve been feeling close to other people
	I’ve been feeling confident
	I’ve been able to make up my mind about things
	I’ve been feeling loved
	I’ve been interested in new things
	I’ve been feeling cheerful
	Total baseline WEMWBS Score
	Level of wellbeing (automatic)

	A
	Male
	13-15
	Full time Education
	07/10/2022
	1
	2
	3
	4
	5
	1
	4
	3
	1
	1
	2
	3
	4
	5
	39.0
	Low

	B
	Female
	13-15
	Full time Education
	07/10/2022
	3
	3
	4
	3
	2
	3
	3
	2
	3
	5
	3
	5
	4
	5
	48.0
	Moderate

	D
	Male
	13-15
	Full time Education
	07/10/2022
	1
	1
	2
	1
	4
	2
	3
	1
	1
	1
	1
	1
	4
	2
	25.0
	Low

	E
	Female
	13-15
	Full time Education
	07/10/2022
	3
	3
	4
	4
	2
	2
	2
	4
	4
	1
	3
	3
	3
	3
	41.0
	Low

	F
	Male
	13-15
	Full time education
	07/10/2022
	1
	2
	3
	2
	2
	3
	2
	2
	1
	1
	2
	2
	3
	3
	29.0
	Low


Table 01: WEMWEBS Well-being Questions Before Intervention Results


Table 02: WEMWEBS Well-being Questions After Intervention Results

	Respondent code
	Gender
	Age (years)
	Employment status
	Time 2 (T2)
	Is date more than 2 weeks since baseline?
	I’ve been feeling optimistic about the future
	I’ve been feeling useful
	I’ve been feeling relaxed
	I’ve been feeling interested in other people
	I’ve had energy to spare
	I’ve been dealing with problems well
	I’ve been thinking clearly
	I’ve been feeling good about myself
	I’ve been feeling close to other people
	I’ve been feeling confident
	I’ve been able to make up my mind about things
	I’ve been feeling loved
	I’ve been interested in new things
	I’ve been feeling cheerful
	Total follow up WEMWBS Score
	Level of wellbeing (automatic)
	Change from baseline
	Meaningful positive change?
	Meaningful negative change?

	A
	Male
	13-15
	Full time Education
	12/12/2023
	yes
	4
	5
	4
	5
	5
	3
	3
	3
	4
	5
	4
	5
	5
	4
	59.0
	Moderate
	20.0
	yes
	no

	B
	Female
	13-15
	Full time Education
	09/12/2022
	yes
	4
	4
	4
	4
	3
	4
	3
	4
	4
	5
	3
	4
	5
	4
	55.0
	Moderate
	7.0
	yes
	no

	D
	Male
	13-15
	Full time Education
	09/12/2022
	yes
	3
	4
	3
	3
	4
	3
	3
	2
	2
	5
	4
	2
	4
	4
	46.0
	Moderate
	21.0
	yes
	no

	E
	Female
	13-15
	Full time Education
	09/12/2022
	yes
	4
	3
	5
	4
	3
	3
	2
	4
	3
	3
	2
	1
	4
	3
	44.0
	Moderate
	3.0
	yes
	no

	F
	Male
	13-15
	Full time education
	09/12/2022
	yes
	3
	3
	4
	2
	4
	3
	3
	4
	4
	3
	3
	4
	2
	4
	46.0
	Moderate
	17.0
	yes
	no



Table 03: Attendance of Participants During Sessions

	
	Session

	
	1
7th Oct
	2
14th Oct
	3
4th Nov
	4 
11th Nov
	5
18th Nov
	6
25th Nov
	7
2nd Dec
	8
9th Dec
	Sessions
attended
	Percentage of
 Attendance

	Participant
	A
	Y
	Y
	Y
	No Session (Covid)
	Y
	N
	Y
	N
	5
	71.43%

	
	B
	Y
	Y
	Y
	
	Y
	Y
	Y
	Y
	7
	100%

	
	C
	Y
	Y
	Y
	
	N
	N
	N
	N
	3
	42.86%

	
	D
	Y
	Y
	Y
	
	N
	Y
	Y
	Y
	6
	87.71%

	
	E
	Y
	Y
	Y
	
	Y
	N
	Y
	Y
	6
	87.71%

	
	F
	Y
	Y
	N
	
	Y
	Y
	N
	Y
	5
	71.43%



Table 04: Recording of Weather and Temperature During Sessions.

	
	Session

	
	1
7th Oct
	2
14th Oct
	3
4th Nov
	4 
11th Nov
	5
18th Nov
	6
25th Nov
	7
2nd Dec
	8
9th Dec

	Weather
	Sunny, few clouds 

16C
	Sunny, few clouds 

16C
	Sunny, mild, light rain, 

12C
	No Session (Covid)
	Sunny, feeling colder 

10C
	drizzling, wet, cold, 

11C
	Overcast, cold, slight frost happened overnight 
9C
	Sunny and overcast, 

11C

	Attended
	6
	6
	5
	
	4
	3
	4
	4



Table 05: Recorded Moods of Participants During Sessions.

	
	Session
	Most 
Occurring 

	
	1
7th Oct
	2
14th Oct
	3
4th Nov
	4 
11th Nov
	5
18th Nov
	6
25th Nov
	7
2nd Dec
	8
9th Dec
	

	Participant
	A
	+RH
	-UH
	+RH
	No Session (Covid)
	+RH
	-
	+RH
	-
	+RH

	
	B
	+R
	+R
	+R
	
	+R
	+R
	+R
	+R
	+R

	
	C
	+U
	+R
	+R
	
	-
	-
	-
	-
	+R

	
	D
	-U
	-U
	+RH
	
	-
	-R
	+R
	+RH
	+RH/-U

	
	E
	-U
	-R
	+R
	
	+R
	-
	+R
	+R
	+R

	
	F
	+R
	+R
	-
	
	+R
	+R
	-
	+R
	+R



Key

	Mood Key

	Positive	(+) or
Negative  (-)

Responsive      (R) or
Unresponsive (U)

Hyperactive  (H)





Table 06: Recorded Engagement on Tasks of Participants during sessions

	
	Session
	Most 
Occurring 

	
	1
7th Oct
	2
14th Oct
	3
4th Nov
	4 
11th Nov
	5
18th Nov
	6
25th Nov
	7
2nd Dec
	8
9th Dec
	

	Participant
	A
	Part
	Pass/Prot
	Part
	No Session (Covid)
	Pass
	-
	Pass
	-
	Passenger

	
	B
	Pass
	Part
	Pass
	
	Part
	Part
	Part
	Part
	Participant

	
	C
	Pris
	Part
	Part
	
	-
	-
	-
	-
	Participant

	
	D
	Pris
	Prot
	Pass
	
	-
	Part
	Part
	Part
	Participant

	
	E
	Pris
	Pass
	Pass
	
	Pass
	-
	Part
	Part
	Passenger

	
	F
	Part
	Part
	-
	
	Pass
	Pass
	-
	Part
	Participant



	Engagement on Tasks Key

	Participant – Active; Happy and Responsive; Engaged

[bookmark: _Hlk145772873]Prisoner – Disinterested; Coerced to engage.

Passenger – Engages; BUT Coasting; Take easy options.

Protester – Complains openly; Disrupts; Negative 




Table 07: Recorded Leuven Well-being Scale Scores

	
	Session
	Average Score 

	
	1
7th Oct
	2
14th Oct
	3
4th Nov
	4 
11th Nov
	5
18th Nov
	6
25th Nov
	7
2nd Dec
	8
9th Dec
	

	Participant
	A
	4
	5
	5
	No Session (Covid)
	5
	-
	5
	-
	4.8

	
	B
	3
	3
	4
	
	4
	3
	4
	4
	3.57

	
	C
	3
	3
	4
	
	-
	-
	-
	-
	

	
	D
	2
	2
	4
	
	-
	4
	5
	5
	3.67

	
	E
	2
	4
	4
	
	3
	-
	3
	4
	3.33

	
	F
	3
	3
	-
	
	4
	3
	-
	4
	3.4



Table 08: The Leuven Scale for Well-being Scale

	Level
	Well-being
	Signals

	1
	Extremely low
	The child clearly shows signs of discomfort such as crying or screaming.  They may look dejected, sad, frightened or angry.  The child does not respond to the environment, avoids contact and is withdrawn.  The child may behave aggressively, hurting him/ herself or others.

	2
	Low
	[bookmark: _Hlk145787399]The posture, facial expression and actions indicate that the child does not feel at ease.  However, the signals are less explicit than under level 1 or the sense of discomfort is not expressed the whole time.

	3
	Moderate
	The child has a neutral posture.  Facial expression and posture show little or no emotion.  There are no signs indicating sadness or pleasure, comfort or discomfort.

	4
	High
	The child shows obvious signs of satisfaction (as listed under level 5).  However, these signals are not constantly present with the same intensity.

	5
	Extremely high
	The child looks happy and cheerful, smiles, cries out with pleasure.  They may be lively and full of energy.  Actions can be spontaneous and expressive.  He/she is open and accessible to the environment.  The child expressed self-confidence and self-assurance.



Table 09: Activity Involvement Scores

	
	Session
	Average Score

	
	1
7th Oct
	2
14th Oct
	3
4th Nov
	4 
11th Nov
	5
18th Nov
	6
25th Nov
	7
2nd Dec
	8
9th Dec
	

	Participant
	A
	3
	3
	4
	No Session (Covid)
	3
	-
	4
	-
	3.4

	
	B
	3
	4
	4
	
	3
	3
	4
	4
	3.57

	
	C
	2
	4
	5
	
	-
	-
	-
	-
	3.67

	
	D
	1
	3
	4
	
	-
	4
	5
	4
	3.5

	
	E
	3
	4
	5
	
	3
	-
	4
	4
	3.83

	
	F
	4
	3
	-
	
	3
	3
	-
	4
	3.4



Table 10: The Leuven Scale for Activity Involvement Scale
 
	Level
	Well-being
	Signals

	1
	Extremely low
	Activity is simple, repetitive, and passive.  The child seems absent and displays no energy.  They may stare into space or look around to see what others are doing.

	2
	Low
	Frequently interrupted activity.  The child will be engaged in the activity for some of the time they are observed, but there will be moments of non-activity when they will stare into space, or be distracted by what is going on around.

	3
	Moderate
	Mainly continuous activity.  The child is busy with the activity but at a fairly routine level and there are few signs of real involvement.  They make some progress with what they are doing but don’t show much energy and concentration and can be easily distracted.

	4
	High
	Continuous activity with intense moments.  They child’s activity has intense moments and at all times they seem involved.  They are not easily distracted.

	5
	Extremely high
	The child shows continuous and intense activity revealing the greatest involvement.  They are concentrated, creative, energetic and persistent throughout nearly all the observed period.







        Appendix 08 – Constant Comparative Method of Analysis
 
The constant comparative method is a valid and constructive method of conducting an inductive analysis of qualitative data (Glaser and Strauss, 1967; Lincoln and Guba, 1985). For this research, four stages of the constant comparative method (CCM) by Maykut and Morehouse (1994) were utilised for the analysis of the substantial amounts of data this case study produced. 
Stage 1 – Discovery
This stage began with reading and familiarisation of the data. Then the selection and identification of potentially relevant and recurring concepts, phrases, sentences, themes, and experiences in accordance with the research aims. This generated a list in each data set (observation and focus group) of emergent themes:
· Anything related to nature,
· Anything related to engagement,
· Positive language,
· Negative language,
· Behaviour,
· Anything in regard to communication, verbal or non-verbal,
· Anything a student discloses,
· Anything related to the expression of mood.
Stage 2 – Inductive Category Coding
From the discovery phase, the next stage progressed to the grouping, categorising, checking, and rechecking for significance and meanings, with a simultaneous comparison of the obtained data (Glaser and Strauss, 1967). Prominent ideas were isolated and strong emergent provisional categories were noted. Categories with strong, significant data were organised under general headings:
· Anything related to engagement with nature or nature-based activities,
· Positive/ negative language and communication, verbal or non-verbal,
· Self-view/View of others, 
· Behaviour, mood, interactions with others, 
· Miscellaneous. 
Stage 3 – Propositional Statements
This stage progressed into writing the rules for the inclusion of categorised data into propositional statements (Lincoln and Guba, 1985). Rules of inclusion involved highlighting data, such as quotes, that identified properties in that category and convey the meaning of said category. With the abundance of data, the research took in Braun and Clark’s teaching: “…more instances do not necessarily mean the theme itself is more crucial.” (2006, p 82), therefore, generated propositional statements stemmed from the quality of the data in relation to the research aims over quantity.
Generalised, non-descriptive categories were reorganised and new categories with a rule for inclusion, stated as a proposition, was developed, for example:
· Category name: Social Interactions
· Rule for inclusion: Individuals experience more social interactions whilst in nature or are involved in nature-based activities. 
Categorising positive and negative interactions. 
Some researchers opt to develop only propositional statements from abundant positive instances within the data (Taylor and Bogdan, 1984), whilst others revise their statements to include both positive and negative instances (Kidder, 1981). In agreement with Kidder (1981), the inclusion of various attitudes, views, and opinions in all instances, develops an in-depth overview of the experiences of the participants, thusly leading to a stronger discussion and conclusion of the research being conducted, therefore the propositions in this research will take account of both. 
Stage 4 – Outcomes Propositions 
Lastly, the categories and propositions were checked and redefined to produce significant outcome propositions which contribute to the understanding of the focus of the research aims and inquiry. These outcome propositions were formed by the relationship between other propositions, either through the subject themselves or through their interactions with nature or nature-based activities – the most significant relationship were the subjects involved in this case study.
· Category name: Engagement with nature and nature-based activities
· Outcome Proposition: Adolescents engage with nature and nature-based activities in a positive manner.
· Category name: Social Interactions
· Outcome Proposition: Being involved in nature-based activities outdoors stimulates positive social interactions amongst adolescents.  
· Category name: Emotional Well-being (Verbally expressed/observed)
· Outcome Proposition: Adolescents with complex needs experience an increase in emotional well-being whilst being in nature.
Appendix 09 – Warwick Edinburgh Mental Well-being Scale
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WEMWBS Scores - Participant A

Before	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	1	2	3	4	5	1	4	3	1	1	2	3	4	5	Post	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	4	5	4	5	5	3	3	3	4	5	4	5	5	4	



WEMWBS Scores - Participant B

Before	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	3	3	4	3	1	3	3	2	3	5	2	5	4	5	After	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	4	4	4	4	3	4	3	4	4	5	3	4	5	4	



WEMWBS Scores - Participant C

Before 	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	1	1	3	2	1	1	1	2	4	3	1	1	5	4	After	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	1	1	1	1	1	1	1	1	1	1	1	1	1	1	



WEMWBS Scores - Participant D

Before	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	1	1	2	1	4	2	3	1	1	1	1	1	4	2	After	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	3	4	3	3	4	3	3	2	2	5	4	2	4	4	



WEMWBS Scores - Participant E

Before	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	3	3	4	4	2	2	2	4	4	1	3	3	3	3	After	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	4	3	5	4	3	3	2	4	3	3	2	1	4	3	



WEMWBS Scores - Participant F

Before	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	1	2	3	2	2	3	2	2	1	1	2	2	3	3	After	I have been feeling optimistic about the future	I've been feeling useful	I've been feeling relaxed	I've been feeling interested in other people	I've had energy to spare	I've been dealing with problems well	I've been thinking clearly	I've been feeling good about myself	I've been feeling close to other people	I've been feeling confident	I've been able to make up my own mind about things	I've been feeling loved	I've been interested in new things	I've been feeling cheerful	3	3	4	2	4	3	3	4	4	3	3	4	2	4	



image3.png




image4.png




image5.png




image6.png
The Outdoor Mental Health Interventions Model

Integrated
Outdoor Therapy

Professional
registrant

Therapeutic
knawledge

Therapeutic Competence

minded

Peychologically

\
Fersonally 1 Ay Ouidoor
capable ‘competent professional

Outdoor Competence

2020 Co-authors Kaye Richards, Ardy Hardie, Nezl Andersan




image7.png
The Outdoor Mental Health Interventions Model

Integrated
Outdoor Therapy

Professional
registrant

Therapeutic
knawledge

Therapeutic Competence

minded

Peychologically

\
Fersonally 1 Ay Ouidoor
capable ‘competent professional

Outdoor Competence

2020 Co-authors Kaye Richards, Ardy Hardie, Nezl Andersan




image8.jpeg
Fig 1. The Five Ways to Wellbeing activities

Connect... with the people around you - with family,
friends and neighbours, at home, work, school or in your
local community. Think of these as the comerstones of
your life and invest time in developing them. Building
these connections will support and enrich you every day.

Be active... Swap your inactive pursuits with active
ones. Go for a walk. Step outside. Play a game. Garden.
Dance. Walk or cycle when making short journeys. Being
active makes you feel good. Most importantly, discover a
physical activity you enjoy and that suits your level of
mobility and fitness

Take notice... Be curious. Catch sight of the beautiful
Remark on the unusual. Notice the changing seasons,
Savour the moment, whether you are walking to work,
eating lunch or talking to friends. Be aware of the world
around you and what you are feeling. Reflecting on your
experiences will help you appreciate what matters to you

Keep learning... Try something new; rediscover an old
interest. Sign up for that course. Take on a different
responsibility at work. Fix a bike. Leam to play an
instrument or how to cook your favourite food. Set a
challenge you will enjoy achieving. As well as being fun,
learning new things will make you feel more confident.

BENRES

Give... Do something nice for a friend or a stranger.
Thank someone. Smile. Volunteer your time. Join a
ccommunity group. Look out, as well as in. Seeing yourself,
and your happiness, linked to the wider community can
be incredibly rewarding and creates connections with the
people around you.

Source: Bitly/NHSWWellbeing
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Figure 3 - Indicators of Competence

Indicators of Outdoor Competence

Personally Capable Activity Competent ‘Outdoor Professional

Has experience of the activity  Leads and instructs activities  Develops and delivers

and outdoor setting: safely in the outdoors: progressive learning and
« Plans activity,locationand » Can deliver sills learning  Change using a range of
timing within own skills or participation outcomes |2ctivties in the outdoors:
and knowledge. alongside an activity. « Applies values & principles.
« Is ‘Adventure Smart’ ~ « Evidence of competence of outdoor learning.
considers equipment, that meets or exceedsthe | » Selects a sequence of
weather, abilities and risks. ~ Outdoor Activty Instructor activities underpinned by a
« Able to manage changing occupational standard. theory of change.
weather and terrain. « Training and experiencein Holds activity competence,
« Has support systems in the activity that meets teaching and faciltation
place appropriate to the recognised good practice or  abilities, and professional
individual, activity and an awarding body/NGB. judgement.
location for first aid, award.  Manages risk and benefits.
emergencies or late return. Complies with HSE accepted o Awareness of standards,
risk management and good practice and
sector good practice. research in the field.

« Registered Member of 0L« Upholds professional code
of ethics and ongoing CPD.

Indicators of Therapeutic Competence

Is concerned for the cognitive  Purposefully engages in a Actively enables learning and
and emotional well-being of helping relationship to support  change to address.
self and others: mental health and well-being:  psychological difficulties,

« Builds high-quality, « Actively applies models of  9isorders, meaning & growth:
non-judgemental psychological change and » Significant training and
relationships. human development. supervised practice ina

 Supports self-directed « Utilises counselling or psychological therapy.
development and change. coaching skills to facilitate  » Understanding of how to

« Mindful of the health and understanding and change. work with a range of mental
wellbeing needs of the  Knowledge of broad client health and mental illness
people they are working group issues, e.g. inactivity, conditions.
with. social isolation, neglect, etc. o Registered member of a

« Awareness of mental « Knowledge of specific body holding a Professional
health first aid approaches. mental health conditions, Standards Authority

« Signposts to relevant e.g. anxiety, trauma, eating Accredited Register — UKCP,
specialist mental health disorders, depression, etc. BPS, BACP, COSCA, BPC, etc.
and well-being services. o Access to specialist support  ® Upholds professional code

and advice for their work. of ethics and ongoing CPD.





image10.png
Figure 1-
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Blending outdoor
activity and
psychotherapeutic
practices to enhance

targeted interventions.

Integrating professional
competence in both
outdoor learning and
psychological therapy
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Warwick Edinburgh Mental Wellbeing Scale
(WEMWBS)

Below are some statements about feelings and thoughts.

Please select the answer that best describes your experience of each
over the last 2 weeks.

I've been feeling optimistic about the future 1 2 3 a 5
I've been feeling useful 1 2 3 4 5
I've been feeling relaxed 1 2 3 4 s
I've been feeling interested in other people 1 2 3 4 5
I've had energy to spare 1 2 3 4 s
I've been dealing with problems well 1 2 3 4 5
I've been thinking clearly 1 2 3 4 s
I've been feeling good about myself 1 2 3 4 5
I've been feeling close to other people 1 2 3 4 s
I've been feeling confident 1 2 3 4 5
I've been able to make up my own mind about things 1 2 3 4 s
I've been feeling loved 1 2 3 4 5
I've been interested in new things 1 2 3 4 s
I've been feeling cheerful 1 2 3 4 5

Warwick-Edinburgh Mental Wellbeing Scale (WEMWBS) © University of Warwick 2006, all rights reserved.
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Teacher Reference Number:

has attained qualified teacher status (QTS), meets the requirements for employment in
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Has completed the necessary training and assessment to demonstrate competence
and understanding within this field. The Centre of Excellence awards this certificate
in recognition of the achievement.
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