 The importance of place in outdoor education
Education is derived from the Latin ‘educere,’ which translates to ‘leading or bringing out’ (Jeffs, 2018). In the United Kingdom (UK), education encompasses a wide variety of settings, topics, age groups and approaches. The main themes that link each one is the notion of education as a ‘process of learning designed to equip people and groups with knowledge and skills to enable them to flourish, socially, spiritually and economically’ (Jeffs, 2018). 
Outdoor Education is one such approach. However, trying to define this term is more problematic. Many have attempted to (NAOE, 1971; Department for Education and Science (DES), 1975; Hopkins & Putman, 1993; Higgins & Loyne, 1997; Nicol, 2003 & Anderson, Harvey & Crosbie, 2021). However, others have also avoided trying to provide an overarching definition, highlighting how problematic it can be (Humberstone, 2000 & Dickinson & Gray, 2022). Hopkins & Putman (1993) suggested that the word outdoor ‘is simply a statement about location; it describes where something happens’. Just because learning takes place outdoors, on its own it is not an approach or philosophy, nor should it be taken for granted that it is ‘worthwhile’ (Hopkins & Putman, 1993). 
Many mainstream educational approaches have an individual history, particular formats and a theoretical or philosophical bedrock underpinning its identity (Jeffs, 2018), this is not the case in outdoor education (Higgins & Loyne, 1997; Nicol, 2002b; Nicol, 2003 & Leather, 2018). Allison (2016) suggested there were ‘six waves’ of historical development in outdoor education. Throughout this period, it has ‘adopted’ several philosophical underpinnings, such as experiential learning (Leather, 2018) and social constructivism (Williams & Wainwright, 2020). Whilst it is acknowledged that outdoor education has been located temporally, historically, culturally, and socially throughout this development (Dickinson & Gray, 2022). It has been suggested that without this necessary foundation, outdoor education will struggle to manifest itself within mainstream delivery (Nicol, 2002b). 
Yet education is much more than delivery of curriculum-based knowledge and skills. Dewey (1897) believed ‘that education is the fundamental method of social progress and reform’.  Dickinson & Gray (2022) suggested that education should ‘support a student’s holistic growth and development across well-being, resilience, communication skills, ecological literacy, empathy, and agility to adapt to the diverse situations they will face across their life’s journey’. Currently, the education system in England seems to be ‘less concerned with social reform’ than it is with measuring progress against a fixed curriculum, with a range of tests and examinations (Jeffs, 2018). In neoliberal, postmodern England, how effective this system is in preparing society to meet the needs of the 21st century is subject to debate (Dickinson and Gray, 2022). 
An insight into the contribution that outdoor education makes to learning, alongside its struggle for recognition within the formal curriculum will be explored. Both within the wider context of its philosophical and cultural issues, as well as the day-to-day pragmatic delivery within the current educational system. Place-based pedagogy will also be critically examined, with consideration given to the role this may play as a future focus/practice of outdoor education delivery in the UK. Highlighting the many educational and personal benefits it could bring, in terms of building a connection to nature, improving physical and mental health, and developing individuals to be prepared for the challenges the 21st century will bring.
Outdoor Education in the UK was first defined when the National Association for Outdoor Education (NAOE) formed in 1970, as ‘a means of approaching educational objectives through guided direct experience in the environment, using its resources as learning material’ (Hopkins & Putman, 1993). The association was formed to organise and formalise the rapid growth of provision (Ogilvie, 2013). Accelerated in part, by the inclusion in the 1944 Education Act and the requirement for Local Education Authorities (LEAs) to provide resources to support provision (Cook, 1999). It is evident that the policy makers were starting to recognise the potential benefits of outdoor education as part of the school curriculum. The definition given by the NAOE was criticised at the 1975 Dartington Conference, convened by the DES. The conference raised the concern that the definition ‘did not help to identify and emphasise certain important educational aims’ (DES, 1975 in Leather, 2018). Hopkins & Putman (1993) stated that this was the first ‘systematic attempt. . . to identify and categorise the different goals of outdoor education and to identify the process by which they may be achieved’. The NAOE countered this in the early 1980’s with a model that conceptualised and highlighted the learning outcomes that outdoor education could potentially bring (see Fig. 1).
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Fig. 1: NAOE model of outdoor education (Leather & Porter, 2006)



Since these early days of growth and development there has been a growing body of literature, to support the appropriation of outdoor education into mainstream education. With some focus on attempting to adopt the historical, cultural, theoretical, and philosophical underpinnings required to achieve this (Nicol, 2002b; Nicol, 2003 & Leather, 2018). It should be acknowledged that each of these aspects have shaped and influenced practice today. It is not the authors intention to pass judgement or negate any contribution or approach. It is important though to explore critically, albeit with the benefit of hindsight, enabling the continuation of the developmental process. One such example of this is what Brookes (2003) posited as the ‘Neo-Hahnian’ approach to outdoor adventure, in relation to ‘character building’. Specifically in terms of how ‘personal trait changes’ are firstly, brought about by taking part in challenging activities in unique environments and secondly, that these can be successfully adopted and transferred to other everyday life situations. Whilst Brookes (2003) could also be criticised in respect of the underpinning psychological theories he ‘adopted’ to support his research, there are others who support the premise of his argument. Beames, Higgins & Nicol (2012 pg.3) suggested that provision based around this traditional approach ‘has developed in the absence of a substantial and convincing body of evidence to support it’. Further, Wattchow & Brown (2011 pg. 26-27) suggested that ‘these beliefs now function at the level of taken-for-granted cornerstones of practice and as such are rarely questioned’. 
It is difficult to counter the contribution that Kurt Hahn (1886-1974) made to the development of Outdoor Education in the UK. He was one of the great agents of change, with Priest & Gass (2017) bestowing the moniker of the ‘Grandfather of adventure programming’. It is also important to recognise that his contributions were politically and culturally located in his time. The ‘character building wave’ followed the ‘exploration wave’ (Allison, 2016), characterised by experiences of adversity in conquering distant countries, seas or mountain peaks. Hahn developed his own philosophy around the perceived personal development this imbued and how this could be used to heal the social ills of the time (Ogilvie, 2013). Hahn was greatly influenced by philosophers such as Plato and Rosseau (Priest & Gass, 2017 & Wattchow & Brown, 2011). Rosseau (1712-1778) developed an educational philosophy based around child-centred and nature-based experiences, conveyed through his book Emile (1762). Rosseau’s ideas influenced European Romanticism, a ‘movement of reaction against the values, tastes and ideas of the preceding century’ (Hay, 2002 in Wattchow & Brown, 2011). A century in which capitalism, mass industrialisation, rapid urbanisation and consequently, environmental and societal impacts were starting to become evident. Romanticist’s put nature and wild spaces on a pedestal of beauty, serenity and the untamed and that spending time in such places could provide solitude, knowledge, environmental awareness, a search for self-improvement and spirituality (Wattchow & Brown, 2011).  It is clear the impact these founding philosophies have underpinned much development and practice in outdoor education today. Much of the premise has been that taking part in adventurous activities, often in small groups in wild country, helps to develop cognitively, positive personal traits and an awareness of the environment (as shown in Higgins & Loynes, 1997 model – see Fig. 2). However, outdoor education is still struggling for recognition and acceptance in what Allison (2016) suggested was an identity crisis.
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Fig 2: Range & Scope of Outdoor Education: Higgins & Loyne (1997)
It is important to recognise that other factors have contributed to the adoption of current outdoor adventure education practises. Ogilvie (2013) and Cooper (2018) highlighted the shift in market forces in the early 1980’s which has impacted all aspects of the economy and policymaking. Two aspects, particularly related to outdoor education, being education and the marketing of the adventure experience and its associated accoutrements. The introduction of the National Curriculum in response to the 1988 Education Act and the associated parameters of how success is measured, and funding distributed have also impacted on outdoor education practice, or rather the lack of it in the formal curriculum. Beames, Higgins & Nicol (2012) suggested that the rigidity of the curriculum allows little time and space for holistic and alternative pedagogical approaches. Also, the positioning of outdoor adventure as part of Physical Education that occurs infrequently, often as residentials in locations far removed from the local environment. Alongside this, market forces have influenced the commodification of activities and facilities in response these founding pillars (Loynes, 1998 & Beames & Brown, 2014). As well as widening the gap in accessibility and participation recreationally, due to technological developments in equipment and the media and cultural representation of taking part in activities and associated costs (Payne & Wattchow, 2008).
As with any developmental process, what has gone before influences where the research heads next. Recent research has examined the issues both with previous research and to explore the transferability and benefits of outdoor education experiences (Scrutton & Beames, 2015; Stott et al., 2015; Fiennes et al., 2015 & Prince, 2021). The activity type, duration of intervention, research protocols and in some cases how long, post intervention the impacts remained for, have all been considered. Stott et al., (2015) carried a thematic literature review on the benefits of expedition experiences, theming the results around Greenaways (1998) inward (personal), outward (others), upward (one’s potential) and downward (connection to earth). Thirty-five previous studies were included with a range of benefits ‘themed’ into Greenaways model. Benefits included personal and social development in terms of resilience, team building, self-sufficiency and an increase in environmental awareness, amongst many others. Stott et al., (2015) was also keen to highlight the limitations of this research in examining the long-term effects. Prince (2021) countered this carrying out a systematic review with a focus on studies that investigate the ‘lasting impacts’ (12 months post-intervention), examining datasets since 2015. Four retrospective empirical studies were found to be in scope for the review and the results were themed into confidence, teamwork, life skills, intra-personal skills, independence, aspirations and new opportunities/experiences (see appendix 1 for results). Prince (2021) also used the theoretical framework Theory of Change, a ‘map of causal links, which seeks to explain why and how an intervention has impact’ (Noble et al., 2017 in Prince, 2021). There are many benefits to this approach. Most significant in terms of this essay is that there is no one underpinning philosophy, method or theory. Rather a visual demonstration of a combination of these, attached to the main parameters in which the intervention is delivered, and the opportunities afforded by it, combined with the potential lasting impacts (see appendix 2 for an example). The utilisation of Theory of Change models in outdoor education was recommended by the Blagrave Report (Fiennes et al., 2015). A systematic literature review was performed to try and establish the existing evidence base for the effectiveness of outdoor learning. Alongside theory of change, recommendations were made in relation to future research. The findings of the report found that ‘almost all outdoor learning interventions have a positive effect’. However, the impacts are accentuated over time and are greatest closest to the intervention. It also reported that the longer the intervention, the greater the impact. 
[bookmark: _Hlk124613684][bookmark: _Hlk124070864]As the search for underpinning philosophies, theories and methodologies continue. One approach that has started to receive the attention of academics is place-based/responsive pedagogy (Grunewald, 2003; Wattchow & Brown, 2011; Beames, Higgins & Nicol, 2012 and Mannion & Lynch, 2015). Place-based education is concerned with ‘facilitating meaningful relationships with places’ (Mannion & Lynch, 2015), one of the first to explore the notion was eminent geographer Tuan (1977). Tuan highlighted the difference between space and place, with spaces being indistinct and applicable to any location, and places, ‘which are more local, personal and storied’ (Leather & Thorsteinsson, 2021). Leather & Thorsteinsson (2021) suggested that space becomes place through experiencing it both aesthetically and cognitively, developing belonging and attachment. 
The emergence of place-based education in relation to outdoor education can be seen as both a response to the modernity and globalisation, and the recent criticisms on dominant practices in outdoor adventure education. Wattchow & Brown (2011 pg. 51) suggested that its emergence has come from a ‘concern about the cumulative effects of modernity upon our ability to respect and care for the local places we call home and the remote places we encounter when we travel’. Paradoxically, as has already been discussed, is the impact that modernity has had on dominant practices in outdoor education. The focus on conquering nature to achieve a target, or ‘quick hit’ activities often in fabricated environments such as high ropes courses, contribute to what Wattchow & Brown (2011) called a ‘denial of place’…. ultimately, using the activity environment as space. Others have suggested that this also contributes to a lack of place sensitivity and missed opportunities to build connection to nature (Clark & Mcphie, 2014; Lugg, 2007 & Sandell & Ohman, 2013). It is interesting to note that the argument about transferability in relation to environmental awareness, resonates with that of character building (Clark & Mcphie, 2014). Environmental awareness has been one of the central tenets underpinning practice, as shown in both Fig 1 and 2 and through previous research (Mortlock, 1989; Ewert, Place & Stibthorp, 2005; Higgins, 1997 & Cooper, 2010). Yet the ‘landlessness’ endemic in much programming, means that the activities are taking place in what Baker (2005) labelled ‘Any Woods USA’, missing out on opportunities to build connection and awareness. 
Place-based pedagogical approaches encourage developing a connection with place that could be in the ‘near and far, urban and rural and everything in between’ (Beames, 2015). Williams (2019) suggested that considering the past, present and future use of land whilst in these places, encourages discourse and student-led learning. Payne & Wattchow (2008) recognised the importance of the ‘slowing down’ of our journeys, to allow a certain amount of ‘dwelling and responding’ (Beames, 2015). Higgins (2009 pg.48) argued that developing a connection with place ‘provides a start point for relationships (connections) with people within a community that allows further developmental outcomes, such as understanding the consequences of one’s actions and an ethic of citizenship and care’. Further, Gruenewald (2003) posited that developing an understanding of place allows a connection that is much deeper and at a more political level, could pave the way for people to take action to improve them. Once this occurs at a local level, it also has the potential to generate the knowledge and desire to act globally (Beames, Higgins & Nicol, 2012).
As this understanding of place develops, it is also important to take time to consider any negative connotations, and to start to question how and where it will fit into current practice. For example, Leather & Thorsteinsson (2021) remind us to be ‘mindful, reflexive, and sensitive to the possibilities of the misinterpretation of developing a sense of place in our facilitative approaches. They argue that it is important to have balance, especially when exploring local areas historically or culturally, and ‘to understand the difference between having a sense of pride and feeling of love, devotion and attachment to a community’, and ‘localism’ and ‘nationalism’, based more around causing harm to, and the exclusion of others. Other criticisms include how place will be integrated with current practices so focused on risk and adventure. Time, both in the formal and informal curriculum and current delivery approaches is limited and would take a sea change of educational policy, training of workforce and current marketing approaches (Leather & Thorsteinsson, 2021), to allow space to become place in adventure or take learning more regularly outside of the four walls of the classroom. Other paradigm shifts required are the move away from the anthropocentric view that we are separate from environment (Nicol, 2001), and the need to find a cognitive relationship through the reflective processing of experiences (Brown, 2009). Place also has a more-than-human past and Leather & Thorsteinsson (2021) argue that it is ‘vital that we learn to see ourselves as part of, and in relationship with, the wider ecology’ and to ‘acknowledge the differences between knowing and being’ in that place. Mannion & Lynch (2016) suggest ‘this kind of framing allows a renewed attention to an embodied and aesthetic experience’.
Future role of place – a case study
South Devon College is and further education (FE) college with a university centre attached, located centrally in Torbay. The Adventure Sports section run a range of provision’s (Level (L) 3 and L5 Apprenticeships, FE L3 and Higher Education (HE) foundation and top-up degrees) designed to develop the skills, knowledge base and behaviours required to pursue a career in outdoor adventure education (South Devon College, 2023). Torbay also has UNESCO Global Geopark designation status (English Riviera Geopark, 2023) and a partnership was formed initially, due to the way the Geopark locations were used for the delivery of practical skills training. This opportunity was seized to review the delivery approach in both the HE and FE provisions. FE had an environment module which had a UK focus, but the inherited HE provision did not. The UNESCO brand assisted the quick implementation of a L4 and L6 environment, impact and sustainability module, one with a local focus and the other global. 
It was evident that only a small percentage of our students realised they lived and studied in a UNESCO Geopark, even fewer knew that the Devonian period was named after the rocks that were studied in Torbay by Sedgewick and Murchison in 1839 (English Riviera Geopark, 2023). With the L4 HE module, all four learning outcomes and associated assessment are based around selecting a local river, moorland/upland or coastal environment. The learners are required to examine the existing geology, the geomorphological processes that have shaped the landforms we work in, and the habitats and wildlife that inhabit them. The second part of the module analysed the impacts of participation and the associated best practice, and to explore their professional relationship with the environment in terms of leading others. The L6 module includes connection to nature, mental and social health benefit theories linked to spending time in nature, and the critical examination of the impact of working globally in the outdoor environment. This included sustainability impacts and best practice around travel, equipment, cultural interactions, and the associated ramifications in terms of climate change. As well as developing national and international awareness of the topics introduced at L4. 
The intent was to:
· Develop local knowledge and a sense of place through vocationally based teaching and assessment. Learners who worked professionally in other areas of the country could base their outdoor learning resource and presentation on ‘their’ local area (Leather & Thorsteinsson, 2021).
· To reflect on the learners professional facilitation methods, with a focus on including this knowledge in their own delivery and practice. This is modelled in our own practical delivery, after several continued professional development (CPD) sessions for the staff team (doing their homework - Williams, 2019).
· Build awareness of and their role as a professional to encourage and role model best practice in minimising impact when participating in adventure activities (Prince, 2017).
· Critically examine the social construct which has influenced conceptions about what adventure and adventurous journeys are and could be. To encourage careful consideration of future journeys, such as the expedition the students lead in another module (Huddart & Stott, 2019).
Unwittingly a place-based approach has been incorporated into our practice. Other unintended outcomes include a better link with the community and the opportunity to send the L3 learners to Iceland on a Geopark exchange, funded by the Turing Project. The learners will be spending time carrying out work experience on a conservation project and educating Icelandic school children about the English Riviera Geopark, whilst developing their own understanding of a foreign one. Giving weight to the ideas around community and acting on a global scale.
Whilst it is acknowledged that this is a specific curriculum that has the flexibility to continuously review the approach, and that the impacts of this are yet to be measured scientifically. It is hoped that the training of the future workforce helps to move practice from ‘place-ambivalence’ to ‘place-sensitivity’ and that it permeates throughout the rest of the programme and into their professional skills, knowledge base and behaviours (Mannion et, al., 2011).
There could also be a role for place to bridge the gap between the current role of outdoor education in mainstream education, with the focus currently being primarily on personal and social development as part of the Physical Education curriculum, through promoting outdoor learning across other areas of the curriculum. 
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Fig 3. The four zones of outdoor learning (Higgins & Nicol, 2002 in Beames, Higgin & Nicol, 2012)
A theory of change model that incorporates both established underpinning theories, beliefs and assumptions such as experiential learning and social constructivism, as well as emergent models of adventurous activities (Williams & Wainwright, 2020) and place-based pedagogy would enhance each aspect of Higgins and Loynes (1997) model, for what is currently offered. As well as addressing some of the concerns raised about current practices. But as Beames, Higgins & Nicol (2012) highlight, these experiences occur infrequently and often far away from the locality of the school. As highlighted in the research already explored, for the impacts of outdoor education to be lasting, it needs to be delivered consistently over time. Utilising the local place for the delivery of other curriculum subjects would allow learning to occur in all four zones identified by Higgins & Nicol (2002, in Beames, Higgins & Nicol, 2012) (see Fig. 3). Outdoor education and its many benefits (physical and mental health, community building, experiential learning, ecological literacy, connection with nature, sustainability and intra and interpersonal skills development to name a few) to both learning and personal and social development could be consistently imbued. It is essential as educational establishments have the unique advantage of being able to offer these benefits to a wide demographic, especially for those that have the potential to be excluded due to accessibility issues including the associated costs. As well as to prepare future generations for the 21st century and the challenges it will face, particularly around climate change.
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Figure 1.1 The four ‘zones’ of outdoor learning
(adapted from Higgins & Nicol, 2002, p. 44)




