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In Wales (as well as internationally) outdoor learning has long been held in high regard by teachers, educationalists and researchers, and is seen as essential in a child’s holistic development, wellbeing and skills. Despite the research in this area suggesting many advantages of outdoor learning, student-teachers’ attitudes and confidence in this aspect of education affect its implementation in the classroom. Student-teachers are provided with a wide range of pedagogical and curricula information. Included in their studies is a small amount of time dedicated to outdoor learning. Post Graduate Certificate in Education (PGCE) student-teachers at University of Wales, Trinity St. David took part in this small-scale research project during a residential outdoor education course. Repeated questionnaires and semi-structured interviews were undertaken to establish attitudes and competences related to outdoor learning. Results suggested a positive correlation between their experiences of the outdoors, and their willingness to teach in the outdoors, this was accompanied by the desire to see outdoor learning as an accepted pedagogy in schools. The delivery of effective training opportunities played an important part in their competencies and ability to teach outdoors, as students and throughout their teaching careers. This indicates a need for increased training during initial teacher education. Based on the results of this research study future studies could be undertaken to identify best practices and to inform policy makers in order to ensure an appropriate amount of time is dedicated to this area of initial teacher training in Wales.
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This chapter provides the reader with background information on the current context of teaching in Wales and how this impacts student teachers’ competences and confidence when teaching in the outdoors. The focus of this research is to examine student-teachers’ attitudes and competencies towards outdoor learning during their initial teacher training programme.   
The launch of the 2022 experiential based curriculum in Wales marks a significant shift in the pedagogy of both primary and secondary schools, that was initiated by the introduction of the Foundation Phase, a child-centred curriculum that embraced experiential learning (Framework for children's learning for 3 to 7-year-olds 2008). Donaldson (2015) outlined his suggestions and aims for the children in Wales writing ‘Successful Futures’, a culmination of findings from stakeholders and in-depth research studies. The main reasons for change include; “the need for change is [also] very clear if we are to develop which supports and enables world-class teaching and learning in the twenty-first century” (Donaldson, 2015). The report highlights recognition of continuing support for certain aspects of the current curriculum place a wider emphasis on the advantages of outdoor learning and the use of authentic contexts. However, (Hughes & Lewis, 2020) identify possible tensions related to the implementation of the curriculum based around initial teacher training and professional development.

Teachers need to have the correct knowledge, skills and training to be able to deliver an effective meaningful curriculum (Waite, 2010). This being the case, the use of outdoor learning within teaching could well be overlooked. Other priorities such as theoretical understanding, subject knowledge along with pedagogy, reflective practice and professional development could be seen to take precedence during initial teacher training (Bilton & Waters, 2016a; Waite, 2010). Indeed, research has identified that teachers in Wales plan for the outdoors to enhance curriculum-based learning more than their English counterparts, however it remains an area that does not receive a great amount of time dedicated to it within Initial Teacher Education (ITE), (Estyn, 2011).

[bookmark: _Toc83484939][bookmark: _Toc83486267]Research Focus

It has long been established that children benefit from spending time in the outdoors. For example, Steiner (1996) suggested that children could lack motivation to engage in learning if they are exposed to academic work at an early age. He suggested that children should undertake meaningful experiences with adults, such as gardening and spending long sessions outside where they are unhurried and relaxed. In fact, he can be noted for suggesting that children should receive much of their learning outdoors (Pound, 2006).

In addition, the positive impacts on children’s social, cognitive and behavioural features have been recognised and discussed in relation to initial teacher training and continued professional development for some time (Rickinson, 2004). The last twenty years has seen an increase in international literature and research investigating the purposes and benefits of learning in the outdoors and encouraging practitioners to see the educational benefits (Bilton & Waters, 2016).  

This work is also supported by the Reggio Emilia Approach, strongly emphasising the environment and the community around the child, with Malaguzzi’s philosophy demonstrating a blend of theory and practice that promoted the child through the eyes of the educator as a capable and sophisticated learner (Strong-Wilson & Ellis, 2007). The outdoor environment is vital here to make any learning a meaningful experience, in fact he identifies the outdoor learning environment as the third teacher (Mphahlele, 2019). The body of evidence in the area of outdoor learning is explored in more depth in Chapter 2.

Working as a senior lecturer within a large initial teacher education (ITE) centre in Wales it became evident that many trainee teachers lacked the confidence and positive mindset to consider lesson delivery using the outdoors. With the launch of the 2022 Curriculum for Wales, schools have more scope to decide how the curriculum fits around the needs of children in their school, giving education staff more scope to include more innovative and appropriate learning opportunities (Welsh Government, 2020). Indeed, this time of transition and change provides teachers with an exciting opportunity to shape the curriculum around the needs of all their learners rather than the more restrictive previous curriculum guidelines (Hughes & Lewis, 2020).

Ernst (2014) identified the growing recognition that a child’s experiences of connecting to nature had a “profound influence” on their development in the future along with considerations for health, lifelong learning and behaviour (Ernst, 2014). This typifies much research that strengthens and supports the significant contribution outdoor learning plays in the education of our children, and in turn highlights the importance of student-teacher education and training in this field (Ernst, 2014).

Despite the wealth of evidence that supports the benefits of outdoor learning, in some cases this is underutilised for example, when considering how student-teachers are sufficiently equipped to incorporate this into their teaching. In this dissertation I wanted to explore how student teachers feel about outdoor learning, and how provision can support them to utilise it effectively
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The study was aimed at looking at student teachers’ attitudes and abilities related to teaching in the outdoors; an area that is sometimes overlooked within student-teacher education. Within programmes of initial teacher education it is often the case that little consideration is placed on the provision of outdoor learning for children and the value of this approach is often underestimated (Waite, 2017). Indeed, if there is limited understanding as to how student-teachers feel about taking the learning outdoors, then how can we establish the correct style and amount of guidance they require within an initial teacher education course. 

Therefore the study had the following research questions:

1. What are the student-teachers’ attitudes towards outdoor learning?
2. What are the implications for initial teacher education?
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Working in Initial Teacher Training the researcher wanted to be able to make improvements to the taught modules within the teacher education programme for the student-teachers undertaking the Primary PGCE programme. I think you need to strengthen this. Is there a gap in the existing literature that explores student teachers attitudes towards outdoor learning? Have module reviews/ mentor comments/ placement reports/ assignments etc highlighted this as an area needing more input
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At the time of the research (2018) this PGCE programme included a two-day residential outdoor learning course hosted by the Field Studies Council (FSC).  The FSC hold regular courses for children , students, teachers and the public, with the aim to inspire people to connect with the environment, to ultimately protect it. 

This was not a compulsory part of the programme as it was hosted and delivered by an external provider, however the training played an important part within the education process of the student-teachers’ development and it was strongly recommended that the student-teachers engage with this programme. It was costly (£70) and this may have prevented a number of student-teachers attending, although the student-teachers were able to pay in instalments in the weeks leading up to the training. The organisation had previously hosted courses for student-teachers and feedback was positive in that the training was seen as a useful, practical addition to the PGCE course. The fact that the course included an overnight stay away from the university may also have played an important part in preventing some attending. A few student-teachers attended the training but did not stay in the centre’s accommodation; this was a less costly option at (£15 per day). The fact that this was not a compulsory part of the course may have influenced how the student-teachers regarded outdoor learning. The fact that it was not ‘badged’ as compulsory and equal to other subjects such as literacy or numeracy could be a consideration worth exploring in future.

The main focus of the two day residential training session was to inspire and motivate the students into the benefits and advantages to using the outdoor environment within the Primary school day.  The course was delivered  by the Field Studies Council Limited and it was advertised as; 
“a two day residential course to introduce general concepts of teaching outside and equip you will some basic skills to ensure learning outside the classroom is a safe, challenging and rewarding experience for all”
(Field Studies Council Ltd., 2021, no page).

The course’s aims included developing an understanding as to how outdoor environments can support learner centered pedagogy and brain development, and how outdoor environments can be part of the whole school curriculum. This was the only practical session the student-teachers would engage with during their PGCE course. The student-teachers were informed about the aims and that in the evening they would be able to reflect on how working outdoors to progress learning and development in the school could benefit their professional development and possible employability skills. The course also gave the student-teachers the opportunity to focus on building their own skills, confidence, knowledge and understanding of different habitats in order to deliver activities that will enrich pupil experience. In addition they would learn the procedures needed to provide a safe outdoor lesson, and gain the ability to facilitate a range of skills appropriate to delivering outdoor learning lessons. In advance of the course, which ran in April 2018, the student-teachers were given a list of clothing items to bring, such as a waterproof jacket, wellington boots and warm layers.

This training event provided the researcher with a positive opportunity to capture the student-teachers’ views and perceptions about outdoor learning. They would be exposed to a number of practical sessions learning about the curriculum and how this could be taught through outdoor activities and experiences in the natural learning environment. The subjects that were focused on were history, geography, art, maths, literacy and music.

Additionally the study included an additional element of a number of semi-structured interviews with a later cohort of student-teachers. This would reinforce the triangulation element of the research as these student-teachers studied for their PGCE through the covid global pandemic. Much of their university teaching was online and the majority of their first two Professional Teaching Practices (PTE) were delivered remotely or under heavy constraints of social distancing, social bubbles and restricted teaching hours.

This is explored in more detail in Chapter 3.
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The use of outdoor learning in education is an area that is supported and advocated by many established theorists such as Froebel (1782-1852), McMillan (1860-1931), Rousseau (1712-1778), Bruner (1915-2016), Piaget (1896-1980) (MacBlain, 2018). Indeed, the McMillan sisters initiated a legacy, with its core at the heart of children’s health and well-being. They worked during a time of social reform, with many area of the United Kingdom experiencing some of the worst living conditions in Europe. It was estimated that between 1900 and 1950 around 30,000 homeless children lived on London’s streets. The sisters were influential in the introduction of free school meals and in-school medical inspections of children, they spoke on behalf of young children and instigated the Nursery Movement  (MacBlain, 2018). More current educationalists such as Maynard & Waters (2007); Moyles (1989); Waite (2017) and White (2014) promote the use of outdoor learning as an essential part of a child’s development and education. White suggests it is a child’s human right to “experience and enjoy the essential and special nature of being outdoors” (White, 2014, p. 69). This is supported by The United Nations Convention on the Rights of the Child (UNCRC) movement which has increased the use and recognition of the use of outdoor learning (UNICEF, 1990).

The use of outdoor learning can be linked with Piaget’s theory of constructivism, whereby the child learns best through independent discovery and exploration of their environment. His work identified that children learn best through real-life hands-on experiences, before they make connections with abstract thinking and learning (Halpenny & Pettersen, 2014). This constructivist theory where the learning is child-centred and interactive is strongly aligned to the principles of outdoor learning. For outdoor learning to be successful, research has shown that schools need to value it as a vehicle of achieving curricular goals, not merely an add-on initiative or an activity in isolation to their teaching as whole (Macquarrie, 2018). 

Waite recognises the plethora of definitions of what constitutes outdoor learning yet discovered a limited range of theory that underpinned “how and why learning outside the classroom might be beneficial and for what” (Waite, 2017). Cremin (2014) confers the high values that are placed on opportunities for learning outside the classroom. Learning builds on “vital and engaging experiences” that educate the child within the school’s grounds, the local environment and further afield (Cremin & Arthur, 2014). 

Ford (1989) defines outdoor learning as “outdoor education, is education in, about, and or, the out of doors” (Outdoor Education-Definition and Philosophy,1989). Fisher outlines the advantages of the outdoors in her recognition of the importance of “being in the fresh air, with space to run, time to play and the opportunity to experience those phenomena which can only be experienced outdoors” she continues with the emphasis that this is not just applicable to the early years  but to education of children of all ages (Fisher, 2002). This picture, though is not a true representation of the quality of provision one might observe as not all children are being offered such opportunities (Torquati & Ernst, 2013).
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Named outdoor spaces are an essential approach within education and many are familiar with the outdoors using Reggio Emilia’s pedagogical approach and the “third educator” of using the natura world to support the use of outdoor learning (Strong-Wilson & Ellis, 2007).
A 2019 American study demonstrated how teachers’ perceptions of learning outdoors was significantly beneficial for the children they taught. The study found that the teachers and students involved in the research positively perceived learning in the outdoors. The children were better behaved, engaged with tasks for longer periods than working within the classroom walls, and include a higher level of imagination and quality into their work. Indeed, the study also highlighted the point that not only did student well-being improve through learning outdoors, but the teachers’ well-being was also positively affected, demonstrating “satisfaction associated with exposure to the outdoors during the day” (Guardino et al., 2019).
Furthermore, work by Schneller (2017) argues that the underlying trend of using outdoor learning should be more prevalent within all curriculum-based sessions, suggesting that “preferably come from all domains of the school day rather than only the traditional domains” such as physical education (PE) sessions and regularly timed play times (Schneller et al., 2017). His research concludes that the idea of outdoor activity should be integrated in all aspects of the child’s school day, thus highlighting the positive effect that outdoor activity has upon children’s learning. In contrast, Dr C. Webster (2015) agrees that integrating movement and activity into lessons should not replace the traditional timetabled PE sessions. It is important, then to recognise the definition of outdoor learning rather than physical education sessions. The Institute for Outdoor Learning definition states:

“Outdoor learning involves the transformation of knowledge, skills, attitudes and behaviours through direct engagement with the outdoor environment for the personal and social benefit of individuals, families, society and the planet” 
 
                                                                         (Institute for Outdoor Learning,2021).
Importantly they emphasise that outdoor learning is more than just taking the learning outside, involving a range of benefits within the global, societal, interpersonal and intrapersonal levels. Morris (2003) goes into more depth, claiming the advantages include both background and planned benefits as well as bonus and wider benefits. Such benefits include participants gaining more value from an activity than was planned or expected (Nina Morris, OPENspace Research Centre, 2003).
In discussing the advantages of using the outdoors within the school day as a learning environment Grigg and Lewis suggest a number of advantages that would support the Welsh Government’s 2022 curriculum. It is agreed that employers do not, as yet, know what skills and dispositions they will need the future workforce to embrace however along with literacy and numeracy many of the skills are associated with learning in the outdoors. These include honesty, innovation, energy and resilience (Grigg & Lewis, 2016). In support Estyn, the Welsh Inspectorate advocate:

“Most practitioners report that learning outdoors promotes children’s engagement and enjoyment in learning. This in turn impacts positively on children’s personal and social development, general behaviour and wellbeing. Children persevere with activities for longer periods outdoors and will attempt new things more readily. They learn to co-operate and apply their thinking skills to real problems, such as making a water-tight den for characters in a story. Generally, levels of enjoyment are high and children take pleasure in what they do” 
                                                                                                   
(Estyn, 2011, p. 6)
This is further supported by OFSTED, the educational inspectorate for neighbouring England as they firmly promote Learning Outside the Classroom (LOtC) as an essential component of a broad and balanced curriculum, urging schools to make explicit reference to this in their self-evaluation, planning and practices (Outdoor Learning, 2021). However, Marchant et al.’s research undertaken in South Wales suggests that the inspectorate (Estyn) should offer support, training, engagement and additional assistance to schools in order to support more ‘non-traditional’ learning strategies to address curriculum pressures, which schools are currently measured and judged on (Marchant et al., 2019).
In support, (Scott et al., 2013) emphasise how children benefit from learning out of doors and the environment provides particularly good opportunities for them to develop a range of skills.  Their study concluded that the children involved in outdoor learning could be described by their teachers and themselves as being “motivated and engaged”. This is a regularly reported advantage of learning outdoors (Maynard et al., 2013; Nutkins et al., 2013; Perso, 2007). Certainly, Suttie (2018) mentions the many ways that teachers foster engagement however, interestingly her study identified that when students undertook a science based lesson outdoors not only were the pupils noticeably more engaged during the session, they “were significantly more engaged in their next instructional period on all measures”. An experimental design used by Faber, Taylor and Kuo (2009) compared children’s attention after a twenty-minute walk in the outdoors that included an urban area, suburban area or a natural area such as a park and found that the only area that facilitated attention recovery was the natural area (Faber Taylor & Kuo, 2009).  This presents a positive picture of the effects of the outdoor natural world on children, highlighting its importance and significance, across countries.

According to Laevers (2005) wellbeing provides a useful indicator of how children are developing emotionally, with emotional well-being a string prerequisite as to the child’s future educational and all-round success. The use of the outdoors within any educational settings has been shown to provide children with a host of benefits related to well-being, social skills, positive behaviour, interaction to name a few (Waite, 2010; Torquati et al., 2013; Grigg & Lewis, 206; Ernst, 2013). Norðdahl & Einarsdóttir (2015) found that the children in their study enjoyed the diverse opportunities in the outdoors; they wanted to challenge themselves physically, and feel secure in their surroundings. The study also revealed that the children liked “fun things, colours and beautiful objects in their outdoor environment” along with their preference for being with other children and grown-ups”  (Norðdahl & Einarsdóttir, 2015). Yet Olsen et al. suggested that during learning times in the outdoors, the main focus of the practitioner was on safety as opposed to planning and implementing effective opportunities for learning through engaging experiences  (Maynard & Waters, 2007).
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Many studies suggest that the use of outdoor learning has declined in recent years and this being the case children have become less tuned into the natural world (e.g. Grigg, 2016; Waite, 2010; Bilton and Waters, 2017). Grigg and Lewis consider a number of thought provoking facts related to children’s lack of engagement with the outdoors. This makes for uncomfortable reading as they identify the sharp lack of use of the outdoors in comparison to previous generations. The increase in issues related to safety for children, lack of space and the increase in the use of technology have all made an impact on the amount of time our young children spend outdoors. They discuss the “concrete children aged 8 to 12 who have never seen the United Kingdom countryside” (Grigg & Lewis, 2016, p157). Richard Louv’s ground-breaking work “The Last Child in the Woods” strongly identifies the need for children to connect with nature; he includes a range of interesting interviews with children regarding their preferences for learning indoors or outdoors. The recognition that children are less attracted to the outdoors increases the case for a higher integration of outdoor learning in our education curricular. His research shows a worrying trend of the breakdown to attitudes of both parents and children to using the outdoors with one child saying that they preferred to be indoors as that is where the electric plugs, presumably for electronic games or the internet, are situated (Louv, 2013). This raises the urgency in the need to incorporate and promote positive learning experiences into education as suggested by the Welsh Inspectorate Estyn (Estyn, 2011).

“Nature-deficit disorder describes the human costs of alienation from nature , among them; diminished use of senses, attention difficulties, and higher rates of physical and emotional difficulties” (Louv, 2013, p.89). This reinforces the importance and value of using the outdoors to educate, engage and motivate children.  In support, Kinver discusses Waite’s report, highlighting that “childhoods were dramatically changing, with fewer opportunities to spend time outdoors” and “to explore their surroundings” (Kinver, 2021). 

Similarly, the importance of natural spaces in education is not a new concept as educational theorists such as Malaguzzi, Froebel, Dewey, Steiner and Rousseau all highlight the role of experiences in nature for young children’s development and well-being. Each recognised children’s affinity for the natural environment. Indeed Wilson (2012) highlighted the growing recognition of the need to reconnect children and nature and unifies the importance of the competent, confident practitioner to lead such events. The importance of outdoor learning provision is further emphasised due to the decrease in the number of free safe accessible areas along with the amount of time that children spend outdoors (Tovey, 2007). (Ata Doğan & Boz, 2019) study of teachers’ views and practices within outdoor play in Turkey, indicated that practitioners highly valued outdoor learning as a means to support the holistic development of the children. They also found that there were obstacles that prevented the use of the outdoors, namely the worry of children having accidents, weather conditions and parental attitudes. However the study recommended:
“ universities be re-arranged to allow pre-service teachers to understand the importance of outdoor play activities; …be given pre-service training; and teachers be given in-service training about the importance of outdoor play practices”
                                                                            (Ata Doğan & Boz, 2019pp. 695-696).
 Significantly, this point is one that is continually echoed by other researchers such as (Waite, 2017; White, 2014; Grigg 2016; Barrable & Larkin, 2020). However, not usually as a priority, but as an additional recommendation, preceded by other priorities such as space, time and previous knowledge and experience. The use of outdoor environments with natural elements being available to children so that they provide quality, developmentally supportive and appropriate experiences that are beneficial to children’s learning and growth is supported through research by (McClintic & Petty, 2015).  Student-teachers are required to gain these skills that are often new and not reinforced by previous experiences in their own learning. To incorporate such knowledge in to a teacher training programme would be an ideal, however, in Wales, the need to adapt to the changing needs of a new curriculum appears top of the agenda. Interestingly, an Italian study found that only 16.8% of student-teachers were physically active, reaching the World Health Organisation (WHO) recommendation, with 56% being partially active with a further 27.2% being sedentary most of the time  (Francesca D'Elia & Tiziana D'Isanto, 2021).  This information is lacking for student-teachers in Wales although as a nation in 2008, 30% of the adult population were sedentary (Wales NHS. )includes the entire population and does not identify student- teachers specifically.
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 Torquati and Ernst’s (2013) American based research examined the extent that student-teachers were prepared to use natural environments as contexts and recommended that “teacher preparation programs provide opportunities for preservice teachers to become acquainted with educational and developmental affordances in natural environments” (Torquati & Ernst, 2013). They continue to emphasise the need to “scaffold” student teachers’ “own connections with nature” (Torquati & Ernst, 2013). This is echoed in Shume and Blatt’s (2019) sociocultural investigation that found 67.4% of participants (student-teachers) had positive intentions to take use the outdoors in their future teaching outdoors. His findings identified a number of obstacles that prevented student-teacher from implementing outdoor learning into their practice, such as the attitudes for senior members of staff within the school along with the need to traditionally report and assess within the confines of the classroom. Shume and Blatt (2019) identify the need to teacher education programmes to resist “practices that marginalise outdoor learning in order to create meaningful nature-based experiences for children within the scope of formal [elementary] education” (Shume & Blatt, 2019). 
In the American based study, no mention is made of how teacher training impacted perceptions of teaching in the outdoors. The theme that proved to demonstrate the highest significance being playing outside in the neighbourhood during, with comments such as “my sisters and I would go to our neighbour’s house because she had the lushest trees that we could climb” (Blatt & Patrick, 2014). Blatt identifies the importance of equipping student-teachers with the required skills to build upon their outdoor experiences. This concludes with discussion related to training during teacher training. Interestingly, they blame the lack of research for many teacher educators being unaware of the rich outdoor experiences their students-teachers may hold as well as their desire to use the outdoors in their teaching.  They suggest incorporating outdoor environmental activities such as tree planting so that trainee teachers can learn connect with the natural environment, thus avoiding the consequences of a “nature-deficit disorder generation” (Blatt & Patrick, 2014). This is supported by Humberstone and Stan’s study which strongly suggests teachers would benefit from professional development in outdoor learning so that all children can benefit from a positive experience (Humberstone & Stan, 2011). Indeed, their study although supporting the idea that outdoor learning is beneficial, they surmise that not all experiences are positive and this is very much dependent on the interaction between the teacher and the child. This is of relevance to my research as the study investigated the attitudes of student-teachers that would have been shaped by their past experiences.
Bandura (2012) put forward the idea that beliefs were the strongest indicator of why a person acts or makes decisions.  McClintic and Petty (2015) used their qualitative study to explore how teachers’ use of the outdoors, are shaped, and influenced by their beliefs and practices. They stated that the teachers’ own childhood and later experiences of the outdoors contributed to their own perceptions of using outdoor learning experiences. They found “teachers perceived that the physical design of the outdoor environment posed limitations for planning, preparation, and the implementation of activities” (McClintic & Petty, 2015).  Barrable and Lakin’s (2020) experimental study looked at nature relatedness (NR), using a numerical scale measuring self, experience and perspective relate to the outdoors (Barrable & Lakin, 2020). This showed the correlation between the feelings teachers had for the outdoors, along with their understanding of the benefits of the natural world, and their competence and willingness to teach outdoors. Being based in Scotland this research however found a strong correlation between “time spent outdoors and NR” (Barrable & Lakin, 2020). This builds on previous research which identified that limitations within initial teacher training acted as a barrier to teacher confidence to take the learning outdoors. Indeed, the study also found that students’ willingness to teach outdoors significantly increased following their participation in an outdoor experience. This is supported by Mygind et al.’s study which indicated that integration of outdoor learning experiences during initial teacher training sessions might offer a significant opportunity to ensure teachers were prepared to teach using regular outdoor sessions (Mygind et al., 2019). 
Currently outdoor learning experiences for student-teachers face significant limitations, with the indoor classroom or setting seems firmly regarded as the usual place for learning, yet outdoor learning is kept in high regard by educationalists and researchers “When something has been enjoyed personally, it is likely that this will affect the attitude to provision of similar experiences for others, so one might anticipate greater report of outdoor provision for the children in these practitioners’ care” (Waite, 2010, p. 76).  Supporting this she purports that outdoor provision is also greatly affected by practitioners’ own childhood experiences. 
The metaphor of embarking on a journey could be used to illustrate the learning processes and the dimensions of personal transformation associated with moving between different understandings and discourses of knowledge, related to outdoor learning. For the PGCE student-teachers, travelling from the familiar to the unknown, they process and assimilate new knowledge (Piaget, 1969; Kolb, 2015; Boud et al., 1985). The quality of understanding will depend on the learner’s ability to assimilate new knowledge as defined in Boud et al.’s (1985) model. Boud et al.’s reflective model (1985) suggests a generic framework that describes the reflection process that learners might experience. This is similar to Kolb’s reflective cycle (1984) and incorporates Piaget’s (1969) concept of assimilation of new ideas into the existing learning. The initial or foundation stage here includes going back to a feeling or an experience, thinking or analysing these feelings, adding a new level of understanding or knowledge, considering original understandings and then arriving at a new level of a more informed knowledge or understanding. Such action sor thoughts do not always occur in a recognised sequence, however the new knowledge is used for reflection and can be adapted by the student-teacher during the reflective process. The student-teacher would then adapt according to the “event being reflected on” as “reflection-on-action” (Schon, 1991). The student-teachers’ learning journey therefore is underpinned by a range of experiences, thoughts and opinions as well as new and developing issues they develop alongside their newfound understanding. For example, a student-teacher may not previously have considered health and safety issues prior to a session related to this area, the areas of learning best suited to the outdoors or parental views about the children being outdoors and not in the traditional four walls of the classroom.

To conclude, outdoor learning is a pedagogy universally supported, from the work of Piaget to the recognised Forest Schools organisation who prioritise frequent and regular sessions in a “natural (Forest School Association; Piaget et al., 1969). Much of the literature presented undeniable support for outdoor learning, with educationalists and researchers in little doubt as to its value and benefits. Indeed, much of the literature supported the use of this within education and from this it can be deemed an important component of initial teacher education. However, the literature also suggests that outdoor education is not always implemented by teachers. One possible reason for this lies in the attitudes, beliefs and experiences of teachers, and a lack of opportunity to develop these within programmes of initial teacher education. These findings helped to shape the focus of this study, and the research questions, namely:
1. What are the student-teachers’ attitudes towards outdoor learning?
2. What are the implications for initial teacher education?

[bookmark: _Toc83484948][bookmark: _Toc83486276]Outdoor Education and Initial Teacher Education

There are numerous published ideas and resources and tools that student-teachers or practitioners  can use to aid their teaching skills outside the walls of the classroom (Ridgers et al., 2012) (Grigg, 2016; MacQuarrie, 2018). Practitioners are described as “gatekeepers” who shape learners’ relationships with nature and outdoor learning (MacQuarrie et al., 2015). In training future practitioners it is important to understand their thoughts related to their teaching. Indeed, Kinver (2016) highlighted the view that pressures on teaching time and resources often meant that the benefits of outdoor learning are overlooked, this was in response Sue Waite’s report, pinpointed the fact that if schools and teachers were using the outdoors it was largely due to value placed on this by teachers. Wells (2003) supported this by noting outdoor learning has its benefits, with children developing physically, socially and creatively to become effective contributors and active global citizens. Indeed, the new Wales Curriculum (2022) emphasises the need for children to develop into:
“Ambitious, capable learners who are ready to learn throughout their lives.
Enterprising, creative contributors who are ready to play a full part in life and work. Ethical, informed citizens who are ready to be citizens of Wales and the world. Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society”  

(Welsh Government, 2020, p.24). 


Khan et al. (2020) claim that incorporating outdoor learning into school practices is reinforced by “research [that] highlights the benefits of outdoor learning on academic attainment, engagement and behaviour”, and recognises this is becoming more evident in schools worldwide  (Khan et al., 2020). This contradicts Humberstone and Stan’s (2011) findings claiming that how children enjoyed their outdoor experiences was dependent on the relationship between the adult and the pupil.

However, the use of the outdoors as a useful engaging learning resource can only be as good as the practitioner who is delivering this to learners. Ridgers et al., (2012) confirms that facilitating learning experiences with groups outdoors can be unpredictable and  there are many things that could go wrong. Waite’s research stresses how personal qualities and attitudes of the teacher are more ‘critical to their effectiveness than any methods they employ’. Crucially Waite identifies one of the strongest or most influential factors in practitioners valuing the use of outdoor learning is ‘ personal experience in their own youth’ (Waite, 2017). 

However, in examining the literature surrounding student-teachers’ perceptions and confidence related to the outdoors it is evident that there is a great deal of literature that supports and promotes outdoor learning, but a lack in specific research around outdoor learning within the training of teachers. This is more evident when discussing teacher training in the UK and specifically Wales. 

On analysis of Furlong and Maynard’s “Mentoring Student Teacher” (1995) there would appear to be evidence of a considerable gap in expected student attainment between what they believe trainees should be achieving or feeling and how they performed in the classroom. Indeed a study by John Furlong et al. (2021) identified teacher education in Wales as going through significant educational reform. It concluded that lecturers should take on a more permanent active role as an active researcher and take on a stronger role in “conversations where they are challenged, questioned and where there is a commitment to the process of ‘pursuing truth’” (Furlong et al., 2021). Torquati et al.’s (2013) American based research examined preservice teachers’ attitudes of the benefits an barriers  to using the outdoors for education. They found that their participants did not consider using outdoor learning as a particular difficult aspect to incorporate into their future teaching. Their preference of using the outdoors to promote learning about the natural world indicates their possible perception of the practitioner being the facilitator, or it may reflect their lack of confidence in exploring other learning opportunities within the outdoors. This may indicate the need for more detailed training during teacher training programmes which would provide student-teachers with the confidences and skills required to confidently take effective learning outdoors (Strong-Wilson & Ellis, 2007).
Furthermore, several sub-themes emerged following data analysis based around the range of responses, such themes included, experiences of nature and the outdoors toady and whilst growing up, health and safety, attitudes of other educator alongside the importance of nature and the role of educators in exposing students to nature (Blatt & Patrick, 2014). Marchant et al.’s British based research suggested that outdoor learning is a binding factor in collectively utilising all curriculum areas in one place. They discuss Wales and the implementation of the Foundation Phase, with the aim of enhancing children’s learning (Framework for children's learning for 3 to 7-year-olds in Wales = Fframwaith ar gyfer dysgu plant 3 i 7 oed yng Nghymru2008). Specific research related to Wales appears limited, they, however, make a significant observation that the pupils and the teachers in the study recognise the links between the personality of the teacher and their willingness to deliver outdoor education (Marchant et al., 2019). The study identifies a range of positive aspects related to outdoor learning, experienced pupils, and their teachers. Outdoor learning had given the children feelings of “freedom and fun”, as opposed to the “restricted physical environment of the classroom” (p12). The pupils had also benefited from “important multisensory experiences” that had helped strengthen their motor and sensory stimulation (Marchant et al., 2019). The new Welsh Curriculum, is an opportunity for educators to embrace outdoor learning as educators support the integration of the Areas of Learning and Experiences with the Four Purposes (Welsh Government, 2020). However Gatley, (2020) questions whether educators will manage to efficiently incorporate all areas into the curriculum which should be fluid and child-centred, indeed, she refers to the new documentation as “a piecemeal approach” to its ambitious aims  (Gatley, 2020, p. 211).
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[bookmark: _Toc83484950][bookmark: _Toc83486278]Research Aims

Mukherji and Albon (2010, p.250) define methodology as “ideas about how to approach research based on an underlying paradigm”, Somekh and Lewin (2005) define methodology as both, "the collection of methods or rules by which a particular piece of research is undertaken" and the "principles, theories and values that underpin a particular approach to research" (p.346). Definitions vary yet most suggest that methodology is the overriding approach to research that links to a paradigm. The method itself refers to procedures, orderly modes or tools for the analysis and capture of data. The decision I made regarding the chosen research paradigms was challenging. On reflection I leaned towards the more blended approach and the characteristics of the interpretive paradigm and as I was mainly concerned with the opinions and perceptions of post graduate trainees; the interpretive paradigm was a more appropriate model. I wanted to investigate how trainee teachers felt about or perceived the idea of outdoor learning and I wanted to know whether the trainees valued outdoor learning, I wanted to establish whether their thoughts about outdoor learning in their own experiences now shaped their values of using this in their teaching. Thus, phenomenology, an alternative to positivism was included through the questionnaire with such questions were concerned with “human experiences that are pure, basic and raw in the sense that they have not (yet) been subjected to processes of analysis and theorizing” (Denscombe, 2017, p.98). Through such a phenomenographical research approach, statements are made about the relationship that exists between a person and a phenomenon, in this instance how their understanding and perceptions support their practice and their responses to this area of learning. Such insights could inform tutors how outdoor learning could be better accommodated throughout the teacher training programmes.
[bookmark: _Toc83484951][bookmark: _Toc83486279]Design

The research design involved a combination of quantitative and qualitative methods; the latter methodology identified within the interpretivism paradigm. A mixed methodology was used in the form of questionnaires and semi-structured interviews.  I could have only carried out the questionnaires however the information provided enabled my research to examine and analyse a more detailed response and triangulate the findings. Using more than one method enabled triangulation to identify strengths of one method to overcome the weaknesses of the other (Mukherji & Albon, 2010). 

Educational Action Research has its foundations in the work of Dewey (1920, 1933) who believed that educators should become involved in community problem solving. Action research’s tools aide to promote a holistic approach to ‘problem solving’. Different research tools used common to the qualitative research paradigm are in this case participants’ questionnaires and interviews. McNiff (2017) states that research is about learning rather than achieving outcomes and ‘action’ is what we find out when we carry out that research. As a tutor and Senior Lecturer, I understood that my role was to create new knowledge, which in turn will inform theory and existing research, and to do this the researcher embarked on this research journey. My aim was to be able to make a valid contribution to future teacher training programmes at the point when Module content is considered, written and organised. This would be more robust and valued if backed up with evidence-based research. The participants being part of the university’s student cohort, I felt, should provide the study with a higher level of reliability. Action Research does not always provide an answer but implicates and encourages interesting questions, it provides further questions and can generate further investigation (McNiff, 2017). I was eager to determine what preconceptions and confidences related to outdoor learning support the student-teachers in their development as primary teachers and their understanding of the related pedagogy. I wanted to further my understanding of how training can support their development in becoming confident when using the outdoors within the school day. When carrying out any type of research several decisions needed to be made about the choice of methods, research design and the associated factors, measuring and improving the reliability and validity, the selection of participants and the relationships between the researcher and the participant, the analysis of data and ethical considerations. 

[bookmark: _Toc83484952][bookmark: _Toc83486280]The participants

Participants were student-teachers who held a degree and were studying for a Post Graduate Certificate in (Primary) Education at University of Wales Trinity St David 2017-2018 cohort. Participants at the time were attending a two-day residential course at an Outdoor Education centre that was attended by the researcher and would have been representative of the larger population of student-teachers at that time. All attendees were given verbal information regarding the research and those that opted to take part completed a written consent form (Appendix c.). These student-teachers were known to the researcher on a professional basis as they had attended my lectures and teaching sessions at the university, a small proportion were within my Special Interest Group, where we discussed, in some depth, the younger learners in the education system. At the time of the study the ages of the 48 participants ranged between 21 and 41 years of age.

The more recent small-scale research took place with the 2020-2021 cohort of student-teachers, studying the same qualification. Participants were members of my personal Tutor Group; this participant sample was at first a convenience sample, however stratification was evident that ensured the sample matched a wider population of student-teachers (Thomas, 2017). Indeed, UWTSD randomly creates the Personal Tutor Groups, giving the sample a degree of representation of the student-teachers attending the course. Due to COVID-19 restrictions the semi-structured interviews were held via Microsoft Teams at the end of a short session; participants were informed of the purpose of the research and all ethical considerations were adhered to. All participants were, at the time of the research, resident in South Wales within the geographical area from Pembroke Dock to the Newport area, this could have some bearing on the research as student-teachers from the Pembroke and Carmarthen areas may be better abel to access the outdoors, than say students from the inner city area of Cardiff

[bookmark: _Toc83484953][bookmark: _Toc83486281]Ethics

With all research designs there are obstacles, limitations and issues that need to be addressed throughout the research process. This process has been defined as its “commitment to a process [of research] in which the application of findings and an evaluation of their impact on practice become part of a cycle of research” (Denscombe, 2017). For this small scale research project to be ethical a series of codes have been followed and adhered to, in that all work has operated with honesty and integrity, participants’ rights and dignity have been respected and no harm has arisen to the participants from being involved in this research  (Denscombe, 2017).
BERA guidelines have been adhered to throughout this research, with ethical responsibilities of respect, fairness and dignity (British Educational Research Association, 2018). The UWTSD’s ethical guidelines (2017) as well as the Education Workforce Council (EWC) Code of Practice (2017) have been adhered to throughout.

Voluntary informed consent was obtained through a prewritten form that outlined the purpose of the research, confidentiality, the right to withdraw, and anonymity.  Each participant received a covering letter, information sheet and was invited to an initial awareness raising meeting, which outlined the aims of the project, the importance of consent and their legitimate right to withdraw from the study at any time. Participants were under no obligation to participate in any part of the research. It should be stated though, as they understood the questionnaire/research was for one of their lecturers’ own research project, they may have wanted to appear co-operative (Appendix c.).  The respondents may have felt they had to participate as the study was for their lecturer/tutor however they were reassured that they were not obligated in anyway and there would be no positive or negative consequence.

Ethical approval had been granted through the University of Wales, Trinity St David Ethics form (Appendix d.), with approval granted during an Ethics Committee Meeting. During September 2020 an updated version was approved due to a range of circumstances that had delayed previous completion. Additional research was approved through a further Ethics Committee Meeting at the University (Appendix b.). 

Participants could withdraw consent to participate at any point, without any reason provided and at any point. All participants had the contact details of the researcher. It was made clear to the participants that they were at no advantage whatsoever from taking part in the research, and that they would not be disadvantaged if they did not participate.

It was important to note that although the trainees provided useful and insightful information during the questionnaires and the interviews, it is a possibility that many wanted to give a good impression and supply the response that they thought was desirable rather than the truth. Indeed, trustworthiness is the term linked to describe the data used in a qualitative enquiry, with the term validity used within quantitative studies that “relates to the appropriateness of the tools used to collect data, the soundness of the study’s design, and the extent to which findings can be generated to other groups” (Efrat Efron, S and Ravid, R, 2020, p.76).

The Hawthorne effect, concerned with how participants can change their behaviour due to the interest being taken in them, was taken into consideration throughout. The contact could “spark enthusiasm, and the extra energy injected into the research situation may have positive consequences of various kinds” (Thomas, 2017). Information gathered was treated with confidentiality and anonymity, within the expected norms of educational research. All collected data has been anonymised, with pseudonyms used where appropriate. Names were provided for the only reason to match up the first and second questionnaire, ages and gender were asked but these questions did not encroach on any personal details. I respected those student-teachers that decided they did not want to take part in the research. Information has been password protected and saved on a USB device that has been locked away when not in use. No disclosures were made during the research; if this had arisen the correct and appropriate safeguarding procedures would have been followed. The student-teachers were treated fairly throughout the time of the research and were not subjected to any stressful conditions or situations, in fact the atmosphere during this time at the outdoor learning centre was relaxed, and of camaraderie.

The additional participants from the 2020-21 PGCE cohort were informed about the research via a Microsoft Teams meeting. They were told of the right to withdraw, their right not to participate and the guarantees of confidentiality and anonymity; all factors in line with the UWTSD and BERA codes (British Educational Research Association, 2018). 

[bookmark: _Toc83484954][bookmark: _Toc83486282]Data Gathering and Materials Used

The questionnaire included eleven sections (Appendix a). The first four include name, age, sexual identity and the participants’ preferred teaching phase, that is the Foundation Phase or Key Stage two. This was then followed by four questions that used the Likert scale, a well-known method of organising qualitative in relation to quantitative data. This gauged, for example how often the participants used the outdoors for play as a child, how often they use the outdoors as an adult, how they rated the importance of outdoor learning and how confident they are that outdoor learning will be included in their future teaching. This scale, developed by Rensis Likert is used primarily for measuring attitudes using an agreement scale, in this case a series of short statements or the range of strongly disagree to strongly agree with a statement (Thomas, 2017).

The last three questions were more opinions based, such as ‘what, in your opinion are the barriers to using outdoor learning’, ‘what would help you to use the outdoors more in your teaching’ and ‘do you think some areas of learning are better suited to being taught in the outdoors, if so which areas?’ The Likert questions may not have taken into consideration the opinion of those participants who wanted to respond in between the statements, and it did not provide any response outside the scale (Appendix a).

Questions three to seven were the responses that I wanted to look at in relation to before the training, and after the training. These four questions gave the participant the opportunity to show the impact of the residential course, which could them have implications for future teacher training programmes. If the outdoor learning input was delivered effectively then the results of these four questions should differ significantly. 

The questionnaires were given to the participants at the start of the residential session and again at the end. The timings of distribution of the questionnaires could be an issue for discussion relating to the validity of the responses provided. Due to the slight delay between the second questionnaire and the interviews, the quality of the responses may be influenced by the time the participants had to reflect on their time at the outdoor learning centre which could affect their responses. However, due to time constraints and circumstances this was unavoidable. 
The initial response rate was quite high with 48 completed questionnaires. This could be due to the enthusiasm and initial excitement of the student-teachers at the start of their time away from university and staying at a centre geared for their outdoor learning experiences. They were away from the usual university based teaching base and staying overnight in accommodation for the first time as a student-teacher group. The response rate for the repeat questionnaire was significantly lower, with 27 participating. This may have been due to the student-teachers eager to leave the centre after being away for forty-eight hours, they were tired and had endured late a late night and an early morning start. It was important that I matched the initial questionnaire with the second round of questionnaires so that a comparison could be made of the two sets of responses. This significantly lowered my research base. The number of respondents that completed both questionnaires was twenty-two. In hindsight the questionnaire could have been designed better and would have been modified as possibly the vocabulary was misleading and the formulation of the questions could have influenced how the student-teachers responded. 

 Those that responded to the two questionnaires were then invited to attend an informal semi-structured interview on our return to university. This again lowered my research base with six student-teachers attending. The interviews were conducted face-to-face for the first cohort, within an office that was familiar to the participants. Each interview lasted between 15-25 minutes and was based on the questions within the questionnaire but giving the respondents the opportunity to expand and elaborate on their responses. 

[bookmark: _Toc83484955][bookmark: _Toc83486283]Procedure

The research approach was conducted in two phases. In the first phase, reading the available literature concerning the area of preconceptions related to outdoor learning practice and composing the outline of my literature review. The second phase was the writing of the questionnaires to be presented or offered to a group of PGCE trainees whilst on a residential outdoor learning course. This determined the group of trainees to be selected, the refining of research questions and because of the analysis of the questionnaires I was able to select the sample of trainees for individual interviews. The researcher recognised that each participant had their own voice, views, experiences, and opinions and these were reported impartially. The uniqueness of each participant was acknowledged as well as a bias that could become evident on the part of the researcher or the participants (Walker & Solvason, 2014). 
Koshy (2010) outlines the cyclical process of action research as the initial phase involves addressing a practical problem, this is followed by the generation of knowledge and goals identified as art of the outcome. The process is participatory and the “cycles converge towards better situational understanding, improved action implementation, and are based in evaluative practice that alternates between action and critical reflection” (Koshy & Koshy, 2010, p.74).
Quantitative Research is associated with many different approaches to data collection. A fundamental characteristic is the approach is concerned with obtaining numerical information, which can be analysed using statistics where it does not need to go beyond the use of what is stated as descriptive (Silverman, 2016). One advantage of the quantitative approach is that it measures the response of many people to a limited set of questions, then analysing the “numerical” collated data, in this case as the questionnaires were repeated more data was collected. The approach that focuses on how events are understood or experienced by those involved is known as phenomenology and is “characterized by a particular interest in the basics of social existence” (Denscombe, 2017). Indeed a phenomenological approach focuses on “a description of how things are experienced first-hand by those involved”  and is a beneficial humanistic approach that has an emphasis on personal experiences, in this instance outdoor learning  (Denscombe, 2017).

The benefit of using questionnaires in this research was that it allowed the researcher to gain an insight into the perspectives of the trainees of outdoor learning and how these ideas are being used to support their teaching. The questionnaire to determine the key areas of understanding, perceptions and confidence in outdoor learning raised several questions when it was evident that other issues were becoming obvious, such as the proportion of male student-teachers that strongly supported outdoor learning along with experiences enjoyed during childhood and engagement with the outdoors as an adult. Koshy highlights three main advantages of questionnaires as they:

“. enable you to collect background and baseline information quite easily;
. provide information which can be followed up.
. provide a format which is easily to represent in frequencies if you wish to use them.
. are suitable for collecting initial information on attitudes and perceptions.”
					
						 (Koshy & Koshy, 2010, p. 78).

However, questionnaires are also deemed economical or cost effective, they offer standardised responses, are easy to organise and arrange and they encourage “pre-coded answers” (Denscombe, 2017). Indeed Koshy (2010) also lists many disadvantages, such as returns and response rates could be low, the researcher may influence the results as the respondents respond with what they believe the response should be (Koshy & Koshy, 2010).

Using questionnaires enabled information to be gathered from all respondents using the same questions, with no deviation from the given statements and response options. By using structured questions and statements, the trainees provided a response that could be analysed provide smooth coherent collation. Questions were based around perceptions and confidences to ensure that the trainees remained “motivated” and “engaged”. The style of the questionnaire was carefully considered to not ask leading questions although the statements could be deemed biased in nature and could lead the participants to make assumptions regarding the expected outcome.
The order of the questions began with those that would raise interest and a balance to allow trainees to become familiar with the layout. The researcher was conscious that in the research design there was the need to be logical and systematic in the questions asked. Some (4 out of 7) of the questions followed the Likert model. The research used the appropriate comparative method to ensure the data generated was ‘valid’, with the researcher considering the different responses to the same questions posed, but with an event occurring between the two questionnaires. Reliable comparative research conforms to certain standards that operate as criteria to judge the soundness and trustworthiness of the comparative research study; within conventional paradigms, these criteria are known as “validity”, “external validity”, “reliability”, and “objectivity” (Marshall & Rossman, 2016). 

Triangulation was used to reinforce these elements of the research. Denscombe (2017) likens triangulation to the solution to the main research methods competing; as they each contain their own set of beliefs. He suggests the researcher is guided by “more than one method when investigating a topic”, should “recognise the value of multi-methods…for enhancing the validity of data”, and should “appreciate that different methods might point in a similar direction but are unlikely to meet at some precise, unequivocal point (Denscombe, 2017). Similarly, triangulation is characterised by a combination of research methods, with “time triangulation” utilised to rectify the issues of longitudinal approaches (Cohen et al., 2018). An important reason for using more than one method within the same research study could be to provide triangulation of the results. Triangulation should “strengthen the study's usefulness” (Marshall & Rossman, 1993, p. 144) and it uses the collection and analysis of data to broaden the depth and scope of the research. Bryman (2004) states that triangulation is, “the use of more than one method or source of data in the study of a social phenomenon so that findings may be cross checked” (Bryman, 2004, p.545). If the researcher finds a range of similar results with from the two questionnaires and the semi-structured interviews, then it provides increased confidence that the results are valid and a useful conclusion. This is supported by Green who confirms that if research methods are mutually supportive then the results are consistent and display a higher validity and reliability rate (Green, 2000). Semi-structured interviews were then conducted to include an element of triangulation. Due to the delay in writing the analysis the same interview questions were asked to a small sample of PGCE student-trainees from the current year. Phenomenological perspectives were obtained, and the results provided evidence of the challenges faced by student-teachers when faced with taking the learning outdoors.
[bookmark: _Toc83484956][bookmark: _Toc83486284]Chapter Four: Analysis of Findings

This small-scale research project was conducted to explore PGCE student-teachers’ perceptions and competencies related to outdoor learning. The study included two groups of student-teachers located in South Wales and training at UWTSD. 
Data was collected through questionnaires completed before and after a two-day residential outdoor learning course. During this time attendees were provided with ideas for taking primary aged pupils outside to engage in a range of sessions that included all the areas of learning or subjects. For example, the students were shown how getting the children to collect leaves to use in their printing, matching, and counting experiences potentially enabled learning objectives to be achieved. Further examples included following simple plans and maps, singing, using books and stories and physical skills that supported fine and gross motor skills. Welsh language development suggestions were demonstrated to the student-teachers whereby they used simple sentence patterns and vocabulary to engage the children through repetition, rhymes, and songs in the outdoors.
Objectivity, reliability, and validity were aspects that the researcher considered throughout the project (Denscombe, 2017). The researcher’s role in the study called for a lack of involvement and an element of detachment from the data generated, thus maintaining a level of objectivity. The research instruments used would measure the same outcomes in a different study, thus ensuring reliability to an accepted extent. Validity was evident through the safeguarding processes such as the recognition of the researcher’s self as an influence within the study; this was noted and the awareness vital within the context of this research. Thomas (2017) promotes the use of theme mapping which illustrates the themes that emerge with quotations that emerge from the research questions. This method proved useful in examining and analysing the emerging themes, although the “grounded theory” for interpretating the data proved helpful within the inquiry (Thomas, 2017). A further analysis was undertaken based on Braun & Clarke’s work whereby the interview responses were transcribed, and themes identified that could be coded and explored.

[bookmark: _Toc83484957][bookmark: _Toc83486285]Results
All attendees of the outdoor training session were invited to participate in this study. Of these, forty-eight completed the consent form and the first questionnaire, with a significantly lower number of twenty-two completing the second. Six participants attended the interview. 















Significantly more female student-teachers responded to the questionnaire than male, with sixteen females compared with six male student-teachers. This is representative of the entire cohort; many educationalists are in agreement that we should be aiming to raise the quality of the workforce in education, but little is said in relation to the male/female gender imbalance (Mistry & Sood, 2016; Skelton, 2007). Indeed, the General Teaching Council for Wales (GTCW) stated that in 2015, the total number of male student-teachers entering the profession was 24.7%. therefore, the male/female respondent rate is representative of the wider cohort. The ratio of male and female respondents changed from the first and second questionnaire, with 8% less male respondents.
The age of the participants ranged from 21 to 41 years of age, with the (mean) majority aged 22 to 24 years old.  When asked their ‘preferred phase’ for teaching, only two male respondents identified the Foundation Phase as the area they wished to teach within in the future. This is in line with research whereby there has been a continually smaller representation of males within the primary education sector in the UK than their female counterparts (Sood, 2014).
The questions (numbered 1-7) identified several themes. These themes emerged as the responses to the questionnaires were analysed along with the semi-structured interviews that were transcribed. The data collected from the responses aligned closely with the literature review of this research study. The four main themes are evident in the table below, with their sub-themes that emerged following detailed analysis. The themes emerged from the questionnaires but were confirmed and strengthened through analysis of the responses recorded and annotated in the semi-structured interviews of the main (2017-2018 cohort) and subsequent respondents (2021 cohort). The interview responses added confirmation to responses that were hand-written often one word or short phrase responses on the paper questionnaire. The interviews were informal and the student-teachers were at ease and willing to expand on their answers, in some detail

	Main Theme
	Sub Theme
	Responses

	1. Experiences
	Childhood


Current attitudes

	“We were always out, it always seemed to be sunny, but we would be looking for ladybirds, caterpillars and sometimes we made homes for snails in shoe boxes, we had such a laugh”

“I have to get out, I love being out there, it just calms me down”

	2. Health & Safety



	Clothing

Equipment


Staff ratios

Weather

	“I suppose if they have proper waterproofs, they’d be fine, but staff will need this too” 

“you have to have the right space and resources, some schools have great areas, but I have seen some that just have a yard”

“What about a child falls, you need someone with you to help”

“We get so much rain, how can we go out in that?” “You can’t go out when it’s pouring”


	3. Training
	University


On-going training

	“This [the training] has been really useful, I’ve learned such a lot, I’m really excited about using some of the ideas we’ve seen”

“I’m going to need more sessions to get better at this, they [the trainers] make it look so easy but we are not a busy class of six year olds”

	4. Attitudes
	Support

Parental


Children’s


School ethos
	“you need to be in a school that wants to use this, you need support and to see other teachers outside”

“I’d tell the parents that the kids would be outside, I think I’d have to warn them, just in case they got really dirty”

“Some kids may not want to go out, they may just want to be in the warm, you have to think about them”


“The head and senior team needs to be on board otherwise I think it would just put me off, if I was the only one”

	
	
	



From research questions one and two it was evident that most participants (73%) had enjoyed some time or a lot of time outdoors during childhood. In fact, only two respondents claimed they had never or seldom used the outdoors. This became an emerging theme during the interviews as student-teachers spoke affectionately about the time they had spent outside as children. For example, Participant 2 stated, “I think I was always out. We played in the street and there was always something going on…a den being built or a trip on our bikes. My Mum used to give me a pound coin and tell me I could play out as long as I was home by the time it got dark”. Similarly, Participant 6 stated, “I think I was out all the time; it was a bad day when it rained. We lived on a council estate that backed onto woods, we lit fires, climbed, did some risky stuff that you wouldn’t see kids doing these days. I suppose we had to make our own fun, we didn’t have iPads or anything like that then”. 
Most participants claimed they used the outdoors for pleasure at least two to three times a week with only three able to go outdoors on a daily basis. As this study took place in April it is possible that respondents were considering their activity during the darker winter months. However, the responses could be linked to research indicating the experiences enjoyed during childhood have a direct influence of attitudes to including outdoor learning as an educator (Blatt & Patrick, 2014). The interviews reinforced the responses with participants able to tell me the activities they enjoyed, these included walking dogs, playing football, playing with their children, rugby, running or going for a walk. Participant 4 added, “I love being out, it just helps me sleep and get through the day, I get really grumpy and unproductive if I am inside all day”.
Respondents spoke with passion and pride about their childhood experiences, and the interviews raised the issue of technology being one of the main reasons children are reluctant to venture outdoors today. Respondent 4 emphasised, “when I was little we had to make our own entertainment, you went outside as much as you could, there wasn’t much to do indoors other than television – going outside meant I played with my friends”. Respondent 3 stated “I had a console, but I only went on this when it rained, going out to play with my mates was great fun, although nowadays kids can play together on their PlayStations so I suppose that’s better for them”.
These responses resonate with Louv’s (2013) work and is echoed by educational researchers (Louv, 2013; Waite, 2017), yet many did not use the outdoors for daily use. This may be due to several reasons that were explored during the interviews with participants claiming the workload during their PGCE studies was heavy and time was a factor as they attended sessions on campus during the day, and with travelling had little time to get outside in the evenings. It could also be due to the demands of daily life and the weather conditions endured in Wales.
[bookmark: _Toc83486286]Theme One: Experiences Participants’ personal and past experiences of the outdoors became a recurring theme and linked closely with other responses. The interview responses confirmed that experiences played an important part in participants’ views. This followed the literature and specifically Barrable and Lakin’s (2020) work and the views both interview groups. Interestingly despite the impact of the Covid 19 pandemic respondents were inclined to use the outdoors, emphasising its value and importance in their daily lives and routines. Both questions 1 and 2 linked closely with theme one; if participants did not enjoy using the outdoors, then they were less inclined to use the outdoors for their own enjoyment. Subsequently two sub-themes emerged, namely, attitudes gained from childhood, and attitudes currently held. 
It emerged that participants had differing views of how important the outdoors is for children. This linked closely with theme one as if the respondent felt strongly about the benefits of the outdoors, they were more likely to see its value for children within their education. How participants considered the importance of outdoor learning for children demonstrated that initially the number of responses that were “undecided” was quite high, however the “strongly agree” category was significantly high after the training; this was supported by the interviews which supported this question well, as the responses were reinforced by the new knowledge, confidence and understanding they had benefitted from during the training. At the start of the training not many student teachers were confident with only one participant placing themselves in this category. In contrast at the end of the sessions the figure had increased to 90% of respondents saying they were confident that the outdoors would be included in their teaching. This was further explored through the interviews, and it appeared that many were enthused about the ideas they had witnessed and were keen to trial these within their final teaching placements.
78% of participants named safety concerns within the second questionnaire; this was an area covered within the training session. Respondents mentioned clothing as a concern, respondents had been informed that children should be provided with correct clothing to go outdoors in all weather conditions. These included being mindful of hot sunny weather as well as wet, cold, and windy conditions. Alongside this, respondents were concerned about having the correct number of staff accompanying the children outdoors and having “a spare set of hands” to help deal with any accidents or toileting needs. The weather became a sub-theme here as respondents kept mentioning how this added a layer of challenge to outdoor learning. Respondents agreed that “if I don’t want to go out in the cold, how can I expect the children to be enthusiastic?” Others (23%) mentioned having experience of setting up a session outdoors in the rain and then finding items had blown away or become too wet to use. “I set up a session with a set of containers for the class to make potions using natural items in the sensory garden, but it all got blown away and it looked such a mess by the time the children got out there”. 
[bookmark: _Toc83486287]Theme Two: Health and Safety The overriding theme emerged through questions 4, 5 and 6 was Health and Safety. There appeared a shift in attitudes before and after the training sessions as student-teachers underwent the training and became more aware of professional issues related to outdoor learning. Through the thorough examination of answers, the commonalities, and differences in the responses, it became evident that sub-themes were emerging. Responses shifted which reflected the training that had been delivered, for example, the training emphasized that the weather was not a valid excuse for not using the outdoors, and that there was no such thing as bad weather, just inadequate clothing. Safety became an emerging theme throughout several questionnaire and verbal responses. It was evident that participants were concerned about accidents, inappropriate clothing, and staffing ratios along with the on-going issue of the weather.
All respondents identified this area as influencing using outdoor learning, although they named it “safety issues, pupil teacher ratios, health and safety, concerns regarding health and bad weather”. Indeed, more participants appeared to demonstrate an awareness of teacher pupil rations and mentioned this as a concern after the training had taken place than before, possibly due to this area being discussed by respondents. The interview responses were clearer in their identification and clarification of this area as respondents mentioned the completion of a school “risk assessment” being in place which removed the burden of responsibility from the teacher (Shume & Blatt, 2019). The sub-themes identified here included availability of equipment and appropriate areas to use outside the classroom. This linked to the research as being a fundamental area that could affect the integration of outdoor play and education within the school day (Davies & Hamilton, 2018; Lloyd et al., 2018; Passy, 2014). 

The graph above illustrates how attitudes and considerations altered prior to and following the training. Certainly, staff attitudes was an area that was mentioned in over 76% of the interviews. Respondents felt that although staff attitudes were important, they felt that with their own extended knowledge they would be better placed to address support staff’s issues or concerns. Additionally, resources became more of a concern for student-teachers; this could possibly have been due to the outdoor learning centre having an excellent range of resources, appropriate space and areas that were creative and conducive to learning outdoors, with high quality available equipment. The weather, although still an area that was discussed at length, became less of a barrier as the student-teachers became convinced that this was an unavoidable inconvenience that could be worked around.
[bookmark: _Toc83486288]Theme Three: Training emerged as a strong influence within the responses from the initial questionnaire and the second. Training was mentioned throughout the responses as participants wanted to succeed when taking the learning outdoors and felt that training was the key to ensuring this was effective and useful. The initial responses included limited depth of knowledge and limited consideration of the subject areas that were best suited to the outdoor learning environment (Macquarrie, 2018). The graph demonstrates how respondents’ attitudes changed over the time of training. Evidently the concern over confidence in delivery of outdoor learning significantly reduced once training had taken place, thus training needs emerged as a theme throughout this research.




The final question demonstrated of the questionnaire and the interviews demonstrated the greatest shift in responses when comparisons were made before and after the training session.  Respondents were asked whether they thought some areas of learning were better suited to being taught outdoors, if so which. Initially participants named scientific understanding, along with geographical and physical development as the main areas of learning that were better suited to the outdoors. This was in line with the literature, however when repeating the questionnaire following the outdoor learning sessions responses were varied and included subject areas that would have been mentioned during their time at the outdoor centre. Sessions attended included teaching student teachers how to use numeracy in the outdoors to count, look at shape, special awareness, as well as mathematical skills of counting, subtracting and numeracy skills. Students were also shown how to enhance musical skills through making sounds, creating beats and rhythms, and using simple sings and rhymes to move to. Further sessions enable the student-teachers to consider an educational theme or topic and then model their own sessions to include all areas of the curriculum so that they could teach these sessions to children. For example, one group of student-teachers agreed to look at ‘celebrations’. They considered all areas if the curriculum that could be taught to the children using outdoor learning as the main form of delivery. Some ideas that were generated from this activity included encouraging the children to forage for leaves and seeds that could be used to print patterns that made a card or an invitation. This enabled the student-teachers to see the value of teaching creative skills along with literacy in the outdoors, in light of the new Wales curriculum (Guardino et al., 2019; Welsh Government, 2020). 
A further example was getting the children to collect a variety of natural resources that they could then sort using classification rules. The breadth and scope of the activities were shared with all the groups of student-teachers with participation fully encouraged. This provided the participants with a range of ideas to take forward and to convince them of the value of outdoor learning within all areas of the curriculum (Barrable & Lakin, 2020). This would be the reason behind the different responses from the first and second questionnaire. These findings were reinforced during the interviews with both groups. Indeed, the responses were strongly echoed throughout the interviews as respondents mentioned how they had not realised how much curriculum content could be taught in the outdoors. Many were convinced that they could deliver this with training and within a supportive environment. 
The responses included: “I thought we had to stick with literacy, numeracy and the subject areas but I know now I can do these outdoors and they might work even better.” And “we have to make sure kids get out don’t we? As (the tutor) said, if we don’t get the children outside, they just won’t see the benefits there, will they? They get driven to school, driven home and then they stay indoors all evening, they really need to be outside more, so they’ll definitely be doing this with me”. This demonstrated the lack of familiarity with the expectations of the curriculum and learning outcomes, along with teaching strategies, along with their desire to make a difference.
The student-teachers expressed the need for on-going training. They appreciated the input from the Outdoor Learning Centre, and they understood that this would equip them with a basic grounding, but to continue they wanted to know about on-going, long term training opportunities that would support them throughout their teaching careers.
[bookmark: _Toc83486289]Theme Four: Attitudes played a further theme throughout the research study. Four sub-themes emerged from the responses that were evident within the interviews. Participants wanted to work in an environment whereby outdoor learning was seen as the norm; they did not want to be the only teachers delivering their lessons in this manner. This links to Vygotsky’s theory (MacBlain, 2018). Interestingly the semi-structured interviews enabled the participants to elaborate their responses in more detail. The responses to this question linked closely to the themes that had already emerged, namely supportive teaching colleagues, parental feelings towards the outdoors and the school’s ethos. The interviews, though, identified the additional area of the children’s attitudes. The respondents felt that ‘pupil voice’ was paramount and that there may be a child who prefers to stay indoors, or who simply does not see the benefits of being outdoors. Discussions took place here within the interviews as respondents considered how they would deal with such children. Participant four stated: “I think you have to respect their view but in school you can’t decide what you want to do all the time. Think of maths for example, if you don’t like maths, which I never did, you can’t say you’re not going to do it. So, I suppose they’d just have to get on with it. Mind you, I didn’t really want to go out this morning, but once I was out there it was so much better than the classroom”. This links with  Norðdahl & Einarsdóttir’s  (2015) study which promoted listening to children’s views and opinions, they state “many interests and viewpoints have to be taken into account, including children’s views” (Norðdahl & Einarsdóttir, 2015, p. 164).

Four out of the six interviewees expressed concern over not seeing other more experienced teachers using the outdoors. They did not want to “appear to know better of showy” by using outdoor learning when as NQTs they may not have established strong classroom management skills or have the support of additional staff, this is discussed in the study by Barrable & Lakin (2020) and reinforces the perceived willingness of student-teachers to teach outdoors. The respondents’ interview responses reflected this as they confirmed; “I’ll be new and don’t want to just do my own thing, I’ll have to do what the other teachers do, just to fit in at first, but if everyone goes out, then that’d be what I’d do too”. Also, “as a new teacher it will take me a while to feel comfortable I suppose, like when you get into your new class, for a while you think it’s not really your place to change things around – you need hat reminder that it is your classroom and you can manet the decisions”.

The school’s ethos and support of parents and other colleagues emerged as the other elements to this theme. Parents’ views were mentioned 16 times in the questionnaires, but 100% within the interviews. This may have emerged following university sessions on gaining parents’ trust and writing introductory letters to parents prior to commencing their final Professional Teaching Experience (PTE). Respondents showed concern over dealing with parents who may complain about dirty clothes or their children being cold or wet. The ethos of the school though was an area that student-teachers felt positive. They felt that the schools they had already visited had supportive views about taking the children outdoors and this encouraged them to work alongside supportive staff (Ernst, 2014; Macquarrie, 2018; Torquati & Ernst, 2013).



[bookmark: _Toc83484958][bookmark: _Toc83486290]Chapter Five: Conclusion and Recommendations 

[bookmark: _Toc83484959][bookmark: _Toc83486291]Aims
There are several important limitations to examine when considering the findings of this research study. The aim of this research was to establish the attitudes and competencies faced by student-teachers studying for a Post Graduate Certificate in Education (Primary) in University of Wales Trinity St David, and how these were affected by a two-day residential training programme that promoted outdoor learning.  There has been a sustained and continuous decline in outdoor education and specifically outdoor learning and education related to the outdoors, despite the recognition of its value and importance (Maynard et al., 2013) and so the researcher wanted to investigate how student-teachers’ competencies and attitudes shaped their future and intended use of outdoor learning once qualified teacher status (QTS) was awarded. The researcher hoped that this research would inform future content of taught modules as there was the possibility that the current course was not dedicating sufficient time to this area when compared with curriculum subjects. The results of the research study identified several themes. These themes included the need for the correct equipment to support adverse weather conditions, appropriate training, and a supportive education environment where practitioners shared similar thoughts and considerations to taking children outside the classroom. 
The project was restricted to one cohort initially, however the researcher gained addition ethical approval to include a small sample of participants from the 2020- 2021 PGCE cohort.  This enhanced my findings although was not as useful as I had hoped. Given that the responses gained were similar to the original responses from the main sample of participants this reinforced my findings rather than identifying anything unusual or remarkable. The triangulation of the questionnaires followed by the semi-structured interviews would have sufficed.

[bookmark: _Toc83484960][bookmark: _Toc83486292]Recommendations or Implications 

The findings suggest that the student-teachers who had positive experiences of the outdoors in their childhood were more likely to be positive about its use in their teaching. Such positivity was reflected in the semi-structured interviews with anecdotal recollections of happy memories from the past. In fact, it appeared from the responses that the participants saw outdoor experiences as a vital part of childhood and informal education. This was strongly supported by the literature with evidence of researchers identifying this within a range of published and peer reviewed studies, not just based in Wales, but in European countries, Australia, and America (Blatt & Patrick, 2014; Doğan & Boz, 2019; Guardino et al., 2019; Shume & Blatt, 2019).
The area of training required for student-teachers to feel competent and confident when using the outdoors is central to future research. The research demonstrates how initially, the student-teachers were limited in their considerations of useful subject areas that could be delivered using outdoor learning, yet, once they had received effective training sessions that showed them how to teach in a cross-curricular manner outdoors, their views significantly altered. 
Recommendations could be prepared to support future research projects, with the aim of including an appropriate balance of pedagogical knowledge related to outdoor learning. Indeed, it could prove useful if Initial Teacher Education (ITE) programmes considered including this area of learning as a central strand that permeated all areas of cross-curricular subject knowledge. Time constraints within the number of university-based teaching hours and practical teaching sessions in schools make this a challenge of all ITE providers. There is also the consideration to student wellbeing and student satisfaction that cannot be overlooked. The Covid pandemic placed a different set of pressures on students with many forced to spend hours online rather than in the school itself. However, the impact of the global Covid pandemic may present alternative findings with a recent study of student-teachers suggesting that:
“Teacher education programmes will continue on online platforms, requiring a new digital pedagogy. This means enabling teacher educators to manage Virtual Learning Environments (VLEs) to ensure that students engage” 
 (Barnes et al., 2021, p.12).
Potentially this could play a significant part in future programmes that may choose to concentrate more on blended learning rather than face-to-face sessions that include practical ‘hands on’ learning that perfectly lend themselves to outdoor education. If that is the case future research should be undertaken on a wide scale to investigate and examine the impact of a global pandemic on the delivery of outdoor learning training. 
An aspect that could also be investigated and researched is the pupils’ attitudes to learning outdoors. It was evident from the research that the student-teachers engaged with the outdoor education sessions, and they thought that the children would learn more effectively, but we cannot make the presumption that the majority of children would rather be outdoors rather than indoors. It is important that we support children in their learning and their wellbeing should always be considered; if a child wants to stay indoors, we need to weigh up the needs of that child and possibly make allowances related to their involvement as studied by Ferre Laevers (Nutkins et al., 2013). This links to Louv’s study where he documented how a child wanted to be near an electric socket and these could not be found outside the walls of the classroom (Louv, 2013). During the pandemic most teaching for children transferred to online platforms; it would be useful to research the long-term impact of this style of teaching and to assess whether children’s time outdoors suffered as a result. Indeed two recent articles related to children’s use of the outdoors and their eyesight claim that “more time outdoors had a protective effect and reduced the chances that a child would go on to need myopic refractive correction in the future, with increased time outdoors, say up to fourteen hours (a week), reducing a child’s chances of requiring glasses to about 20% (Zadnik & Mutti, 2021). Furthermore, research by the Department of Ophthalmology in Finland suggests that “additional time spent outdoors decreased the prevalence of myopia irrespective of the amount of near work time. Thus, to prevent myopia, it can be recommended that any increase in near work time should be accompanied by an equivalent increase in outdoor time” (Shu-Fang Shih & Killeen Olivia, 2021). These very recent research reports further highlight a benefit directly related to a child’s long-term health, with better chances of the child not requiring glasses.  
To conclude, with the introduction of the new Welsh curriculum in 2022, Wales faces a period of continued change and challenge as student-teachers learn to teach to the new curriculum whilst established teaching staff adapt to the new Areas of Learning and Experience, meeting the Four Purposes (Welsh Government, 2020). This provides challenge for ITE providers as they strive to gauge pedagogical content, practical teaching skills and professional teaching practices into a limited time to prepare their student-teachers to gain QTS.

[bookmark: _Toc83484961][bookmark: _Toc83486293]Professional Development

For this section I will write in the first person as these areas are related to my professional and personal development. The study has certainly aided my professional development in many areas. I found the reading interesting and fascinating; I found researching the literature time consuming, but this fed my desire to find out what other researchers and specialists thought. The reading helped develop my own academic writing style. This is useful within my work as a senior lecturer when teaching on the level six and level seven modules where student-teachers require guidance and support in writing critically, using the correct writing style and referencing techniques. 
The new knowledge I have gained from the reading and research has enabled me to think in a more critical manner and to heighten my sense of consideration and appropriate knowledge. I have become familiar with journals, text books, online resources, articles and websites. I have become familiar with the researchers themselves and have identified their style of work and writing. This will prove useful when teaching student-teachers and within the professional side of contributing to module design and content. 
The process of gaining ethical approval and consideration of ethical practices was useful throughout the research project. Having delivered sessions to student-teachers on ethical awareness it proved a valuable experience to have completed the process as a student myself. Indeed, the ethical approval form took more than one attempt to gain acceptance, and this provided a useful insight into the complete process of which I have subsequently been able to advise students.
Setting out the dissertation within a Microsoft Word formatted document has greatly aided my word processing skills which I am able to share with student-teachers in a practical manner. I have invested a great deal of time into my Information Technology (IT) skills that will benefit me in my future work. Also, using packages such as the university’s referencing package is a useful message that I can now share with my students as they embark on essay writing and academic assignments.

[bookmark: _Toc83484962][bookmark: _Toc83486294]Personal Development

On a personal level my oral and written communication skills have developed throughout this process. My skills in writing using packages linked to the university’s library services have become established along with my ability to format a document. I have an increased awareness of the expectations of work at master’s level and this will help my ability to contribute to more in depth discussions. Additionally, I feel a greater sense of confidence in being able to write, present and discuss academic research possibly at academic conferences and international platforms in the future. Having the master’s qualification, in fact, enables me to have the confidence to engage with colleagues at a more professional level that is and should be accepted within education establishments. It also allows me to consider helping student-teachers who are embarking on level seven writing, and with this in mind I feel that I could offer useful, relevant, and accurate advice.
The rigour involved in writing a dissertation that is fully referenced and researched has enabled me to develop my personal skills of time management to incorporate reading, research, and writing. I have found the process of study at this level to be both challenging and rewarding, writing whilst working full time meant that I had to be disciplined in the time I allowed myself to read and research. However on occasion I found that my university teaching aided my development as I tried to read as much new and up-to-date research as possible. This has been paramount during the Covid pandemic.

[bookmark: _Toc83484963][bookmark: _Toc83486295]Dissemination

In the future I hope to be able to present my research and other projects and studies to colleagues within professional sharing events, both within the university and outside Wales. I already work within an Erasmus Project and my research could be shared at one of the international sharing events as outdoor learning and teacher education links closely with the Global Sustainability Goals that I have been involved with to date. The project discusses opportunities for sustainability goals that “people need to apply successfully to their everyday life in order to be ‘globally competent’” (Southern, 2021). This could link closely with outdoor learning as it provides the opportunity for younger children to learn about the environment and the world around them. I would also consider working with BERA as they have the Small Grants Fund (SGF) that support research projects that investigate important aspects of education and educational research  (British Educational Research Association, 2018). The university has an internal platform where I could share my research as well as the Repository where it would be accessible for a wider audience. I would welcome the opportunity to work with colleagues to jointly write papers related to the area of outdoor learning and to develop links with established researchers in this area, which could in turn raise the profile of the university. Wales is undergoing a significant and exciting period of change as it recovers from the covid pandemic. As well as introducing a new curriculum schools and education establishments are having to adapt to new teaching styles, shaped by social distancing and government strategies to keep society safe.

[bookmark: _Toc83484964][bookmark: _Toc83486296]Evaluation/Suggestions for Further Research

The research has aided my professional and personal development. However, if I were to undertake this research again, I would do things rather differently. I think that I over complicated matters by having two questionnaires, where the follow up semi-structured interviews would have sufficed. Also, the extra group that were interviewed in the 2021 cohort, although they confirmed my results, they were an additional set of results that could have been further analysed and examined but did not add a great deal to the original research project. 
The research was limited to one main cohort at one ITE provider within Wales, in future, research could be widened to include student-teachers studying on the BA(Hons) with QTS programme at the same university, or on a wider scale; this would provide more valuable rich data. It could also be worth exploring a more diverse sample; to include the role of culture on experiences and perceptions relate to outdoor learning could prove an interesting viewpoint. 
A further limitation was the small sample of participants that took part in the semi-structured interviews. The interviews were held after the two-day training session had finished, possibly it would have been more relevant to the study if the interviews had taken place directly after or during the course. A further area to investigate could include a follow up interview with the participants now that they have started their second or third year of teaching. It would be beneficial to see how many of those who demonstrated enthusiasm for outdoor learning are using this in their day-to-day teaching at present. Indeed, it would also be informative to study how the influences they identified have, in practice, shaped their teaching. This may be an area to research in future.
Also, having continued to read about research methods I would have worded my questionnaire differently to interrogate the participants more. Experience and hindsight are invaluable here, on-line questionnaires may have reached a wider audience as they could have included those student-teachers who did not attend the two-day residential course; they may also have provided a greater level of privacy. I did question whether many of the responses were discussed in small friendship groups as they were being competed and this would have increased the similarity within the responses (Thomas, 2017).

Throughout this research study I have relied on attitudes and perceptions of student-teachers. In future, I would consider extending the research to look at whether this actually translates into practice. For example, through tracking students on placement to investigate how they actually use the outdoors in reality. I could scrutinize lesson plans, visit sessions and undertake teaching observations to see how these students teach using the outdoors, additionally I could assess and examine the learner profiles of the children taught.

A range of unavoidable circumstances prevented me from submitting this research earlier. This meant that the data could possibly be out of date and having studied it for so long I feel that it became too familiar to me. If I were to undertake a new study, it would be paramount to be strict with deadlines and writing time frames; the use of a ‘roadmap’ would certainly have helped keep to goals and to assign effective times to write alongside my work as a senior lecturer within ITE.

To conclude, my research questions enabled me to look closely at what initial teacher education should include in relation to time spent training future teachers to use the outdoors in their learning. The student-teachers that took part in this research were, on the whole in favour of outdoor learning. This can be said to be based on two main aspects: their own experiences and attitudes and the training they received that encouraged, inspired and enabled them to gain some confidence in being able to carry this out. 
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Examples of ‘pre’ and ‘post’ questionnaires
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Ethics update: September 2020

I am hoping to update/add to my research and so need your approval to add an update to my ethics form.
Since 2018, I have had three significant events that have prevented me from completing my Dissertation. I completed all my master’s modules well within the time limits specified. Firstly, my mother died in April 2018 of brain cancer which obviously upset me but also made me the main carer for my elderly Father. I then suffered a nasty fall in August of that year, which broke my shoulder that had to be operated on and a plate inserted to stabilise it. Then, last year, 2019 I had a diagnosis for breast cancer and then two lots of surgery followed by a course of radiotherapy which I completed last February. 
I have tried to remain positive, and I am very keen to complete my Masters. I have found though that my data, although current in 2018, would benefit from additional work with some 2020/21 students. I propose having an informal Teams ‘chat’ during my personal Tutor sessions to talk about some of the questions surrounding my initial research. They could be a small focus group which would update some of the views and include the element of disruption and alternative working that Covid 19 has imposed on us all.
I have added a short paragraph in my ethics form (page 3) to this effect – I hope you will approve this, but if you need any further information, please let me know.
Regards,
Gail
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University of Wales Trinity St David
April 2018.

Dear Student-teacher,

You probably know me already, but in case we have not met, I am a senior lecturer at the university, and I teach across the Primary Modules. 
As part of my master’s dissertation, I am interested outdoor learning in the primary sector. Having organised this visit to Margam Outdoor Education Centre it seemed a perfect time to use two questionnaires to collect your views and thoughts. These will be followed by an informal interview which will take place once we return to university after the Easter break.
There will be some questionnaires for your collection at teatime this afternoon. The second identical questionnaire will be available at teatime on the day of our departure. Completed questionnaires can be posted in the box next to the blank questionnaires.
 Your participation in this research is entirely voluntary and if you decide not to participate, no questions will be asked and there will be no consequences. You can participate in any part of the research and still withdraw at any time.
The personal information gathered will not be shared with anyone, and the responses will be used within my research and kept private. Once written, all the collected responses will be destroyed. If you would like a summary of the results these will be available on request at gail.parker@uwtsd.ac.uk.
If you would like to take part, please complete the tear off slip below and leave it on your seat. If you have any questions, please feel free to ask me or email me.
Many thanks
Gail Parker



Name:_________________________________________

I would like to be involved in your research project. I understand that my participation is voluntary and that I may withdraw at any time.

Signed________________________________________
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APPLICATION FOR ETHICAL APPROVAL

In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  


SECTION A: About You (Principal Researcher)

	Full Name:
	Gail Parker

	Tick all boxes which apply:

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


	Faculty/School/Centre:
	Yr Athrofa

	Campus:
	Townhill

	E-mail address:
	Gail.parker@uwtsd.ac.uk

	Contact Telephone Number:
	07540271004

	For students:

	Student Number:
	
	Undergraduate
	☐
	Programme of Study:
	MA Ed
	Taught Postgraduate
	x
	Director of Studies/Supervisor:
	Junnine Thomas-Walters
	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
	x	NO
	☐
	     
	Date

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

	
	Faculty Research Committee
	☐	

	
	Other (write in) 
Meeting with Tutor Junnine Thomas-Walters
	x	16.1.18


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.

	BERA (2011)
BERA (2011). Ethical Guidelines for Educational Researchers. Available at: www.bera. ac.uk/wp-content/uploads/2014/02/BERA-Ethical-Guidelines-2011. pdf?noredirect=1 (accessed 17 October 2017).
	x
	University Guidelines (2017) https://moodle.uwtsd.ac.uk/pluginfile.php/50980/mod_book/chapter/1418/FEC%20Ethics%20powerpoint%20Eng%20Sept%202017.pdf [accessed 8th April 2018]
	x

	EWC Code of Practice (2017)
https://www.ewc.wales/site/index.php/en/fitness-to-practise/code-of-professional-conduct-and-practice-pdf/file [Accessed 8th April 2018]
	x


















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

	
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
	


SECTION D: External Collaborative Research Activity


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:
	Pre and post conceptions of using outdoor learning in the Primary school following a residential training opportunity

	Proposed start date:
	April 9 2018
	Proposed end date:
	May 11 2018

	Purpose of research activity (including aims and objectives)


	Graham Donaldon’s “Successful Futures” has included outdoor learning within the new curriculum for all children. Previousy the “Foundation Phase Curriculum” had outlined the use of the outdoors for children age 3 to 7 years, Donaldson has increased the importance and relevance on the use of the outdoors within primary teaching. Consequently new teachers require a range of effective skills and confidences to use the outdoors within their teaching throughout the primary phase, along with an enthusiasm and positive mindset. The aim of this research is to explore the perceptions and confidences of students entering the teaching profession, currently undertaking the PGCE Primary course. The outcomes should benefit colleagues in their delivery of teaching on post graduate teacher training programmes by having a greater understanding of confidences and competences.
The purposes are: 
To gain a greater understanding of perceptions and confidences of teaching and learning outdoors. 
To understand whether a greater understanding of learning and teaching in the outdoors changes perceptions to this deliver
To understand whether with a greater understanding of outdoor learning,  has an impact on their teaching to include outdoor learning.


(this box should expand as you type)

	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)

	
A short questionnaire will be used with the participants after they have given informed consent. A random sample of 20 will then be used to invite for an informal recorded interview, this can be at a location/room chosen by the interviewee. The interview should take about ten minutes, but there is no time constraint. There are also no right or wrong answers and any additional comments will be noted. Interviews will be recorded using a voice recorder in full view and with full consent of the interviewee.
There will then be a further questionnaire after they have completed their outdoor training. This training is being delivered at a residential training event at Margam outdoor learning centre. 
The trainees will be working to gain the qualification:  Practicalities of going outside. Level 3. 

The learner will know the procedures needed to provide a safe outdoor lesson and;
1.1. Produce relevant risk assessment and risk - benefit assessments for outdoor learning lessons.
1.2. Implement the relevant procedures for working outdoors with children and supporting adults.
The learner will be able to facilitate a range of skills appropriate to delivering outdoor learning lessons.
2.1.Identify different habitats – woodland, freshwater, coastal, meadow/moorland 
2.2.Classify different species use keys to identify
2.3.Understand the interdependence of organisms and the importance of indicator species
2.4.Use a range of sampling techniques
2.5.Demonstrate the sustainable use of open ended resources in an outdoor space to support learning and development.
2.6.Reflect on practical activities, completed during the training, and explain how these could be taught to the children.
2.7.Demonstrate safe facilitation of the practical activities. 

(this box should expand as you type)




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

	Townhill campus, UWTSD, Swansea SA2 0UT and
Margam Discovery Centre, Margam Park, Port Talbot SA310UT
(this box should expand as you type)

	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.

	N/A

(this box should expand as you type)




SECTION F: Scope of Research Activity

	Will the research activity include:
	
YES
	
NO

	Use of a questionnaire or similar research instrument?
	X
	     

	Use of interviews?
	x
	☐

	Use of diaries?
	☐
	X

	Participant observation with their knowledge?
	     
	X

	Participant observation without their knowledge?
	☐
	x

	Use of video or audio recording?
	X
	☐

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

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

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

	Investigation of participants involved in illegal activities?
	☐
	x

	Use of procedures that involve deception?
	☐
	x

	Administration of any substance, agent or placebo?
	☐
	x

	Working with live vertebrate animals?
	☐
	x

	Other primary data collection methods, please explain in this box



	☐
	x



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?
	x
	☐

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

	Vulnerable adults?
	☐
	x

	Children under 18?
	     
	X

	Prisoners?
	☐
	x

	Young offenders?
	☐
	x

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

	People engaged in illegal activities?
	☐
	x

	Others (please identify):


	☐
	x



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

	There are 108 expected participants, identified by their attendance at an outdoor education residential course on 16 and 17 April. All will be invited to participate prior to attending the course.
this box should expand as you type)



	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?
	X
	☐
	☐

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

	Will you obtain written consent for participation? 
	x
	☐
	☐

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

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

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

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

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

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

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

	


(this box should expand as you type)






	Information for participants:
	
YES
	NO
	
N/A

	Will participants be paid?
	☐
	x
	☐

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

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

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

	If YES to any question, please provide full details 

	


(this box should expand as you type)





	[bookmark: _Toc82596452]
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.  

	[bookmark: _Toc82596453]Full risk assessment completed and appended? 

Yes                               ☐
 No                                   x


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

	Risks to participants are extremely low. Potential risks that participants will feel they are putting themselves in a vulnerable position by sharing information about their experiences, perceptions and confidence and that they may feel will have a detrimental impact on their progress and/or opportunities. Participants may feel that they want to provide the correct answers and may not be honest in their responses.
Colleagues will benefit from receiving data to inform their future planning. Participants will benefit from having an opportunity to reflect on their responses about the subject.
Participants will be reassured that any responses will have no bearing on their assessments at University or on placement.

(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

	N/A

(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

	The researcher is aware of safeguarding protocols in the unlikely event of a disclosure being made during the interview. The researcher will be in a room with the door open. The risk of accusation of treating some participants differently will be avoided by the maintenance of high professional relations. The researcher is aware of her responsibilities to ensure confidentiality of the research participants and the security of the data to be collected. In addition to the general guidance offered by UWTSD, the researcher will follow the Ethical Guidelines for Research published by the British Education Research Association (BERA). British Educational Research Association (2011) Ethical Guidelines for educational research London: British Educational Research Association. 


(this box should expand as you type)

	

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

	There is a very slight risk of participants voicing criticism of the PGCE course but this will be managed within a strict professional manner. There is also a very slight risk of the findings showing that trainees are not very prepared about outdoor learning and this taken to mean that the University is not preparing its trainees very well. 
 (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. 

	
In addition to the general guidance offered by UWTSD, the research will follow the Ethical Guidelines for Research published by the British Education Research Association (BERA). 
The participants will have opportunities to withdraw from the research at any time. Any recordings will be shared with them and they will be provided with copies upon request. Recording will comply with the school’s and University (Athrofa/SWWCTE) ethical procedures in terms of consent. 
 (this box should expand as you type)


SECTION H: Anticipated Risks




	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?
	x
	☐
	☐




SECTION I: Feedback, Consent and Confidentiality


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

	Immediately after their interview with the researcher the participants will be thanked and informed that their responses are confidential and useful for the research activity. Participants will receive an information sheet and any generic findings made available to Yr Athrofa. This will be given to the participants at the end of the data collection period, during May 2018.

 (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.

	All participants in the research will be required to agree and sign a consent form, following a discussion about the research and receipt of a written outline of the project. All participants are adults over the age of 18 years. Each participant will be sent a covering letter and information sheet and will be invited to an initial awareness raising meeting, outlining the aims of the project, the importance of consent and also their legitimate right to withdraw from the study at any time. The signed forms will be accepted as confirmation of understanding the supporting information, including agreement for interview, to be observed and recorded as well as consent to use anonymised quotations in the final report. 
Reassurance will be given that all data will be stored securely, locked and security coded. 
The researcher is aware that the participants may exercise their right to withdraw from the study at any time and will make no effort to coerce or encourage their further participation (BERA, 2011). Participants will be able to tell the researcher that they no longer wish to be involved, they can refuse to answer questions and leave the interview room at any time. They can also ask for their completed questionnaires not be used and to be returned to them.


	

	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. 

	
The researcher is aware of her responsibilities to ensure confidentiality of her research participants and the security of the data she collects. Full anonymity will be undertaken throughout.
In addition to the general guidance offered by UWTSD, the research will follow the Ethical Guidelines for Research published by the British Education Research Association (BERA). 
British Educational Research Association (2011) Ethical Guidelines for educational research London: British Educational Research Association. 
Anonymity within the parameters of the study will be maintained – for example, participants will be given pseudonyms so that they could not be identified as individuals within the study. I will make it clear to all participants that findings may be disseminated within the research community; but this dissemination will not identify individuals. For example, where narrative stories are collected, descriptions of individuals will be significantly disguised through the use of pseudonyms, omission / addition of non ‐ relevant details.

(this box should expand as you type)






SECTION J: Data Protection and Storage

	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.
	☐
	x

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

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

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

	University computers?
	☐
	x

	Private company computers?
	☐
	x

	Home or other personal computers?
	☐
	x

	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	X
	     

	“Cloud” storage or websites?
	☐
	x

	Other – specify:

	☐
	x

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

	
Data will be stored on the University’s secure IT systems and documents in a secure unit in a University office. Data will be protected by the university’s IT systems.


(this box should expand as you type)


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

	Electronic transfer of data in any form? 
	     
	X

	Sharing of data with others at the University? 
	x
	☐

	Sharing of data with other organisations?
	☐
	x

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

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

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

	Use of data management system?
	☐
	x

	Data archiving?
	x
	☐

	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):

	
Data will be archived on completion of the dissertation.  Password protected (with a computer generated code) memory stick will be used for data storage in line with the UWTSD Data Management Policy.

(this box should expand as you type)


 (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.
	☐
	x

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

	
(this box should expand as you type)




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

	
Gail Parker and Junnine Thomas-Walters and other MA Tutors.

(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:

	
Gail Parker

(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.  

	
Data will be archived on completion of the assignment in accordance with UWTSD policies.  Password protected memory stick storage will be used and locked away on University premises.


(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:
	G Parker
	Date:
	8.3.18



For students:

	Headteacher / Senior Mentor:
	

	Signature:
	
G Parker

	Date:
	8.3.18

	
Director of Studies/Supervisor:
	Junnine Thomas-Walters

	Signature:
	

	Date:
	



For staff:
	Head of School/Assistant Dean:
	

	Signature:
	


	Date:
	




Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	x
	I have read the guidance notes supplied before completing the form.

	x
	I have completed ALL RELEVANT sections of the form in full.

	x
	I confirm that the research activity has received approval in principle

	     
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	     
	
I have attached a full risk assessment (and have NOT completed Section H of this form) (where appropriate)


	x
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	x
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Head of School.




	RESEARCH STUDENTS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.



STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit  this form (and receive the outcome) via systems explained to you by the supervisor/module leader.

This form is available electronically from the Academic Office web pages: http://www.uwtsd.ac.uk/academic-office/
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Respondents to first questionnaire

Respondents	
Male	Female	6	16	

Respondents to second questionnaire

Respondents	
Male	Female	3	13	

Responses

prior to training	health 	&	 safety	staff attitudes	resources	weather	14	18	7	14	post training	health 	&	 safety	staff attitudes	resources	weather	22	9	11	3	



Pre-training responses

First Responses	Science	Geography	Physical development 	Games	15	9	16	15	

Post-training Responses

Second Responses	Science	Geography	Games	Physical development	Literacy	Maths	Music	Art	16	14	18	18	19	17	17	16	



32

image1.png




image2.png
im] @ Questior X | /0 Why UV X | |, ofstedir X | Workinc X 5 institute X @ IOL Hor X | & Actionr X | E https://v X | [ RefWork X | ‘ Virtual /X | + - X
& C m () File | C/Users/edu-gp/Pictures/Questionnaire%20example.pdf B 1= ® .
) UWTSD Sites s Radio 2 - Listen Liv... T UWTSD Moodle 20... Staff - Yr Athrofa ] Microsoft Office Ho... Q Admissions informa... & Google 0 My Meetings - Zoom Find a Quiz - Quizizz >
1 | of2 Q - 4+ ) & [y Page view Y Draw ~ F Highlight ~ & Erase =] & »

QUESTIONNAIRE REGARDING ATTITUDES AND COMPETENCIES TOWARDS OUTDOOR LEARNING

Age: Male/female/prefer Chosen or preferred | )
WGD'\QD FEJ'YUQ.Q teaching phase: mm Ph

22 not to say:
1 | Regarding your experiences of playing outdoors as a child | never used the outdoors. | | seldom used the Cﬁgthefw | used the outdoors a

(please underline or circle) outdoors. 1 ometimes. lot.

Name:

go outdoors 2 to
times a week for
pleasure.

1 go outdoors every
day for pleasure.

2 | Asan adult, how often do you use the outdoors for your own | | never go outdoors for | go outdoors about

pleasure? (please underline or circle) pleasure. once a week for
pleasure.

]
I
3 | Please rate your response (please underline or circle) Strongly disagree ‘ Disagree Undecided Agree trongly agree
4 | Please rate your response (please underline or circle) Strongly disagree Disagree Undecided Agree Strongly agree

Outdoor learning is important for children. |
1 am confident that | will be using the outdoors in my
teaching.

5 | What, in your opinion, are the barriers to using outdoor % L
learning? (please list) COPTCCECW,U\.@ / UL and autoR
Mo schools exines
Eenovows o ne clan

4

6 | What would help you to use the outdoors more in your

teaching? H&ppor*tu}c St ok i cuddloor Luanng
(please list) 5 b Y ;
More. courges / frainiig Ayt
G sesouwwcen and eguipnenk .
7 | Do you think some areas of learning are better suited to .
being taught in the outdoors, if so which areas? I brunl ol aucon aaan doe MW aukdoon
and  oepetially Qﬂ"wﬂ“&%a‘ oot ond madivg .

&YWSW&MWD&LUW =
U\ﬂ-ldaftmiZin,

Many thanks for your co-operation, Gail Parker





image3.png
im] @ Questio: X Why UV' X | |, ofstedir X | Workinc X | I, institute X | @ IOL Hor X | & Actionr X | E https://v X | [ RefWork X | ‘ Virtual /X | + - X
& C m () File | C/Users/edu-gp/Pictures/Questionnaire%20example.pdf B 1= ® .
) UWTSD Sites s Radio 2 - Listen Liv... T UWTSD Moodle 20... Staff — Yr Athrofa ) Microsoft Office Ho... Q Admissions informa... & Google 0 My Meetings - Zoom Find a Quiz - Quizizz >
2 | of2 Q - 4+ ) & [y Page view Y Draw ~ F Highlight ~ & Erase =] & »

FRE o

QUESTIONNAIRE REGARDING ATTITUDES AND COMPETENCIES TOWARDS OUTDOOR LEARNING
Name: —E & n Jf N Age: 2 2 Male/female/prefer Chosen or preferred s
\ not to say: 5 teaching phase: Fu:itlon Pss
1 | Regarding your experiences of playing outdoors as a child | never used the outdoors. | | seldom used the used the outdoors | used the outdoors a
(please underline or circle) outdoors. sometimes. lot.

-

2 | As an adult, how often do you use the outdoors for yourown | | never go outdoors for 1 go outdoors about go outdoors 2 to | go outdoors every
pleasure? (please underline or circle) pleasure. once a week for times a week for day for pleasure.
pleasure. pleasure.
3 | Please rate your response (please underline or circle) Strongly disagree } Disagree ’ Undecided ) Strongly agree
Outdoor learning is important for children.
4 | Please rate your response (please underline or circle) Strongly disagree Disagree Undecided [ Strongly agree |
| am confident that | will be using the outdoors in my
teaching.

5 | What, in your opinion, are the barriers to using outdoor

learning? (please list) e Wradonef 3 QO&.L(CZ/D
LSAs necioanhng o goout
To Muwdh todlo Inside -dosefetions et

6 | What would help you to use the outdoors more in your

tachira? Beder scachel
(please list) H"CD N Todc ase sSukoene.

WEurung / Muoddll '/\%ﬁovxexperblétl«mmhﬂ/s .
7 | Do you think some areas of learning are better suited to
being taught in the outdoors, if so which areas? %: /azm
Sro

Notawe raulls

Many thanks for your co-operation, Gail Parker





