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1 Summary
During this inquiry, the Committee has become convinced of the value of education
outside the classroom in its broadest sense. Outdoor learning supports academic
achievement, for example through fieldwork projects, as well as the development of ‘soft’
skills and social skills, particularly in hard to reach children. It can take place on school
trips, on visits in the local community or in the school grounds. Yet outdoor education is in
decline. Provision by schools is extremely patchy. Although some schools offer an active
and well-planned programme of outdoor education, which contributes significantly to
teaching and learning, many are deterred by the false perception that a high degree of risk
attaches to outdoor education as well as by cumbersome bureaucracy and issues of
funding, time and resources. Neither the DfES or local authorities have done enough to
publicise the benefits of education outside the classroom or to provide strategic leadership
or direction in this area.
Risk is often cited as the main factor deterring schools from organising school trips. We
have found no evidence to support the perception that school trips are inherently risky.
Visits organised in accordance with health and safety guidance should not lead to
avoidable accidents or unfounded legal claims against teachers. The DfES needs to work
with teacher unions and schools to ensure that teachers do not feel vulnerable to vexatious
litigation and that they are aware of the law as it now stands. We also strongly recommend
that the NASUWT reviews its advice to members not to participate in school trips.
In contrast, the bureaucracy now associated with school trips is a major problem. Some
schools and local authorities are demanding excessively lengthy risk assessments and we
have found evidence of needless duplication in the system. The Government claims to be
actively reducing public sector bureaucracy in general and specifically the burden on
schools. We are therefore extremely surprised that it can allow the current situation to
persist.
In order to realise its full potential, outdoor education must be carried out properly, with
sessions being prepared by well-trained teachers and in accordance with good curriculum
guidance as well as health and safety regulations. Teacher training is therefore a vital aspect
of outdoor education. We are concerned that out-of-classroom activities should be led by
well-qualified people who know how to get the most out of these experiences. We
recommend that the DfES engage professional bodies to ensure that teachers have access to
appropriate programmes of continuing professional development, which should include
curriculum design. We also urge the department to review the place of outdoor education
within Initial Teacher Training (ITT) programmes.
Educational Visits Co-ordinators (EVCs) have recently been introduced into schools. An
EVC is a teacher who provides advice on the organisation of school trips and ensures that
best practice guidance is followed. We welcome this step, which provides a champion for
outdoor education within schools, and look forward to EVCs being present in all schools.
Specialised centres for outdoor education are provided by a number of bodies including
private companies, voluntary or charitable organisations and LEAs. In recent years, LEA
provision has generally declined and this trend looks set to continue as the Government
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increasingly devolves funding directly to schools. The DfES and the Department for
Culture, Media and Sport need to develop a strategy for the long term viability of activity
centres, addressing staff retention and links with schools and developing expertise.
School grounds are a vital resource, but our evidence suggests they are sometimes poorly
designed. The DfES should ensure that its capital projects, for example, the Building
Schools for the Future and Academy programmes, devote as much attention to the
“outdoor classroom” as to the innovative design of buildings and indoor space.
Main recommendations
The Department should issue a ‘Manifesto for Outdoor Learning’, giving all students a
right to outdoor learning. This Manifesto should attract a similar level of funding to the
Music Manifesto (£30 million) in order to deliver real change. In particular, schools in
deprived circumstances should be enabled to enhance their facilities, to offer professional
development programmes to their teachers and to fund off site visits.
We further recommend that the DfES set up a structure to champion education outside the
classroom at all levels. Within the Department, a dedicated team of officials should have
responsibility for outdoor learning across curriculum areas. A high profile ‘champion’ for
outdoor learning should be appointed to lead this team. In each LEA, an Outdoor
Education Adviser should be in place, promoting and co-ordinating outdoor learning
locally and liaising with the Department. Each school should have a well-trained
Educational Visits Co-ordinator, whose role should be strengthened and expanded to act
as the local champion for outdoor learning. A nationwide network of support, guidance
and innovation would move outdoor education forwards from its current, patchy position
to a more uniform provision of high quality opportunities throughout the country.
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2 Introduction
1. The Committee announced its inquiry into Education Outside the Classroom on 22
September 2004. We took evidence on a wide range of outdoor learning experiences, from
lessons held within the school grounds to residential expeditions abroad, and the place of
outdoor learning in the curriculum from the Foundation Stage to Higher Education.
2. During our inquiry, we examined the barriers that deter schools from teaching outside
the classroom. These range from the perception of risk associated with school trips,
through the resources and curriculum time available for out-of-classroom learning and for
teacher training, to the availability and cost of facilities and activity centres. We analyse
these difficulties in this report. We also consider how schools could best be encouraged to
improve and expand their outdoor education and what action the Department for
Education and Skills (DfES) could take in this area. Options include the publication of a
‘Manifesto for Outdoor Learning’ (suggested by departmental officials, amongst others) or
the creation of a curricular entitlement to a certain number of hours outside the classroom.
We also consider the funding implications of these alternatives.
3. In the course of our inquiry, we took oral evidence from the Outward Bound Trust; the
Real World Learning Campaign; the RSPB; the Field Studies Council; the Secondary Heads
Association; the National Association of Head Teachers; the NASUWT; the NUT; Ofsted;
Ms Helen Williams and Mr Stephen Crowne, DfES officials and Mr Stephen Twigg MP,
then Parliamentary Under-Secretary of State for Schools, DfES. We received written
evidence from a wide range of organisations and individuals, a selection of which is printed
with this report. We received a very large number of submissions in connection with this
inquiry, which is a measure of the diversity of the sector and the strength of feeling on this
subject. We have used the information and opinions expressed in these memoranda to
inform the conclusions and recommendations of this report.
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3 Context
4. We publish this report at a time when outdoor education is the subject of significant
media attention, particularly with regard to school trips. Over the past decade, accidents on
school trips have been prominently reported in the press. In 1993, four pupils died in a
canoeing accident at Lyme Bay. It was subsequently found that the students were not
properly supervised and the activity centre had not provided adequately trained staff. The
managing director was prosecuted and convicted of manslaughter. In 2000, two pupils died
whilst river walking with a school party in Stainforth Beck, Yorkshire. A case against Leeds
City Council was brought by the Health and Safety Executive. The Council was found
guilty of failing to ensure the safety of the pupils and fined. In 2002, a teacher was jailed for
manslaughter following an accident near Glenridding, Cumbria, when a 10-year-old boy
was swept away and drowned in a flooded river. The teacher involved was a member of the
NASUWT, who, for the past four years, have advised their members against accompanying
school trips due to the danger of litigation if something goes wrong. Many of those who
contacted us described these accidents as tragic but isolated incidents. They reported that
the adverse publicity generated in these cases has seriously deterred schools from
organising off-site visits and has led to a decline in education outside the classroom.
5. School trips have been the focus for much media attention, but our inquiry was not
confined to off-site visits. We wished to consider education outside the classroom in its
fullest sense. Outdoor learning takes place in many different settings within walking
distance of the school, such as neighbourhood parks and green spaces, local buildings and
community resources as well as within the school grounds themselves. A lack of access to
these spaces is as important in the provision of outdoor learning as the decline of school
trips.
6. We also recognise the cross-curricular nature of out-of-classroom learning. Outdoor
education contributes to learning in a range of areas, including:
x

science and geography fieldwork;

x

physical education;

x

learning through outdoor play, particularly in the early years;

x

history and citizenship, through visits to museums and heritage sites;

x

art and design, through visits to galleries and experiences of the built environment;1

x

environmental and countryside education, and education for sustainable development;

x

practical or vocational skills that cannot be practised in a classroom environment;

x

group activities that build self-confidence and social skills; these may include
adventurous activities that teach students how to deal with an element of risk;

x

the use of the environment as a tool to enrich the curriculum across subject areas.

1

See particularly evidence from CABE, Ev 157.
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The value of outdoor learning
7. The conclusions of this report stem from our belief in the value of outdoor learning.
Evidence taken by the Committee strongly indicated that education outside the classroom
is of significant benefit to pupils. Academic fieldwork clearly enhances the teaching of
science and geography, but other subjects such as history, art and design and citizenship
can also be brought to life by high quality educational visits. Group activities, which may
include adventurous expeditions, can develop social skills and give self-confidence.
Furthermore, outdoor education has a key role to play in the social inclusion agenda,
offering children who may not otherwise have the opportunity the simple chance to
experience the countryside, or other parts of our heritage that many others take for
granted.
8. In some cases, the value of outdoor education and the skills students develop outside the
classroom is very directly linked to the employment market. For example, The Institute of
Ecology and Environmental Management (IEEM) has identified biological recording,
survey and monitoring as a growing area that depends greatly on specialist skills being
taught in schools, colleges and universities.2 This link is also in evidence in the bioscience
and ecological sectors and the growing environmental protection sector as well as in the
numerous other areas of the labour market which require training involving direct contact
with the natural world or vocational preparation which cannot be delivered in classrooms.
9. The broad extent of this inquiry has convinced the Committee that outdoor learning
can benefit pupils of all ages and can be successful in a variety of settings. We are
convinced that out-of-classroom education enriches the curriculum and can improve
educational attainment. Whilst recognising this cross-curricular scope, we conclude
that in order to realise its full potential, outdoor education must be carried out
properly, with sessions being prepared by well trained teachers and leaders and in
accordance with good curriculum guidance as well as health and safety regulations.
10. Our view of the value of education outside the classroom is supported by research
evidence. Ofsted’s recent report, Outdoor education: aspects of good practice, finds that
“outdoor education gives depth to the curriculum and makes an important contribution to
students’ physical, personal and social education”.3 The recent Review of Research on
Outdoor Learning,4 published by the National Foundation for Educational Research
(NFER) and King’s College London, found that:
“Those with a statutory and non-statutory responsibility for policy relating to
outdoor education should be in no doubt that there is a considerable body of
empirical research evidence to support and inform their work […] Policy makers at
all levels need to be aware of the benefits that are associated with different types of
outdoor learning. The findings of this review make clear that learners of all ages can
2

Ev 192

3

Outdoor education: aspects of good practice, Ofsted, September 2004, page 2.

4

A Review of Research on Outdoor Learning, Mark Rickinson, Justin Dillon, Kelly Teamey, Marian Morris, Mee Young
Choi, Dawn Sanders and Pauline Benefield, (April 2004). The review synthesised the findings of 150 pieces of
research on fieldwork/visits, outdoor adventure, and school grounds/community projects, published internationally
in English between 1993 and 2003. It was funded by the Field Studies Council, DfES, English Outdoor Council,
Groundwork, RSPB, and Wildfowl and Wetlands Trust.
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benefit from effective outdoor education. However, despite such positive research
evidence and the long tradition of outdoor learning in this country, there is growing
evidence that opportunities for outdoor learning are in decline and under threat.” 5
Dr. Peter Higgins of the Outdoor and Environmental Education Section, University of
Edinburgh, agreed with these conclusions:
“The weight of evidence from MSc and PhD theses, projects supported by small
research grants and Government commissioned studies does generally show benefits
in out-of-classroom experiences. Perhaps more importantly this evidence points to a
latent and undeveloped potential in relation to both curricular studies and lifelong
learning.”6
11. Many countries, both in Europe and elsewhere, achieve a significantly higher level of
outdoor learning in their schools than the UK. Dr Higgins’ evidence, quoted above, goes
on to cite Australia, Norway and Canada as examples of good practice and notes that:
“in many cases the countries we are familiar with developed their national approach
to outdoor learning after detailed consideration of the approach taken in the UK in
the 1960s and 1970s. In particular the carefully constructed and wide–scale
provision in the Lothian Region of Scotland was widely regarded as the ideal model.
Several decades of erosion have left such provision in a poor state, not dissimilar to
the rest of the UK, whilst several of those countries which adapted the model to suit
their own situation now have extensive curricular provision.”
Recent Committee visits to Denmark, Finland and Norway have convinced us that
there is much to learn from the provision of outdoor education in these countries. We
were particularly impressed by the Danish ‘Forest Schools’ initiative, which uses the
environment as a tool to enrich the curriculum, whist enabling students to experience a
carefully monitored element of risk and to become more familiar with the natural world.
12. There are, however, a number of gaps in the research that could usefully be filled by
further studies. Most of the data collated by NFER was published abroad and the report
notes that “there is a particular need for more UK-based research into a number of aspects
of outdoor learning”.7 It also observes that there is relatively little research on the
comparative educational benefits of different approaches to education outside the
classroom and warns that this is particularly important as “poor fieldwork is likely to lead
to poor learning. Students quickly forget irrelevant information that has been inadequately
presented.”8
13. The Department for Education and Skills told us that it is currently undertaking
research into outdoor education.9 We look forward to seeing the results of this study and
hope that the data will go some way towards filling the gaps in current research. Like all

5

ibid, p 5.

6

Ev 112, para 1.5.

7

A Review of Research on Outdoor Learning, p 5.

8

ibid, p 2.

9

Ev 59
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educational processes, the benefits of education outside the classroom should be
rigorously researched, documented and communicated. Positive and reliable evidence
of the benefits of outdoor activities would help schools determine the priority to afford
to such work.

The decline of education outside the classroom
14. The recent Ofsted report on Outdoor Education, which concludes that education
outside the classroom can be of significant benefit to students, notes that many students do
not have access to this form of learning: “Outdoor education gives depth to the curriculum
and makes an important contribution to students’ physical, personal and social education.
However, not all students in schools benefit from such opportunities”.
15. There has been a general decline in opportunities for education outside the classroom.
This decline seems to be affecting all types of outdoor experience. The Committee has
received evidence from professional bodies, including the Royal Society and the Field
Studies Council, on the diminishing opportunities for fieldwork. It has also heard from
organisations such as Learning Through Landscapes, Play Wales and the Children’s Play
Council that children’s day-to-day access to the outdoors is being increasingly restricted.10
In the past ten years, twenty local authority outdoor education centres have closed.
Nonetheless, the DfES asserted that: “most LEAs tell us outdoor activity in their schools is
stable or increasing”.11
16. Perhaps more worryingly still, the Committee has received some evidence to show that
education outside the classroom is declining not only in quantity, but also in quality. In
oral evidence, Dr Steve Tilling of the Field Studies Council described “a much closer, much
more prescribed content than certainly was the situation ten years ago […] driven by skills
and techniques and things which are easily measurable, or measurable in a predictable and,
some would say, sanitised way”.12 Dr Anthony Thomas of the Real World Learning
Campaign added that in some schools “it is not particularly well planned […] it is seen as
maybe a prize at the end of the year”.13
17. Despite these generally discouraging trends, the Committee has also heard of much
good practice. High quality outdoor education centres run both by LEAs and private or
charitable operators have told us that they are regularly oversubscribed and have to turn
schools away.14 Museums and galleries cannot accommodate all those who wish to visit.15
Many schools are committed to outdoor learning as an integral part of their students’
education and put in place what Dr Rita Gardner of the Royal Geographical Society
described as:

10

Ev 131, 162, 165.

11

Ev 61, Annex A.

12

Q4

13

Q4

14

Ev 106, 168, 187.

15

Ev 125, 187.
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“a programme of development that is an educational development over a period of
years, […] embedded in the culture of the school and the curriculum, a passionate
teacher and a really committed head who sees and understands the values, and can
convince their governors too, of the values of out-of-classroom learning”.16
18. This evidence paints a picture of extremely patchy provision. Individual good practice
in many schools and local authority areas is set against a more negative national situation.
It is clear to the Committee that outdoor education is a sector suffering from
considerable unexploited potential. In the remainder of this report, we will explore the
barriers that prevent schools from developing opportunities for their pupils to benefit from
education outside the classroom and make recommendations for action to spread existing
good practice amongst all schools.

16

Q6
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4 Barriers
Risk and bureaucracy
19. Many of the organisations and individuals who submitted evidence to our inquiry
cited the fear of accidents and the possibility of litigation as one of the main reasons for
the apparent decline in school trips. It is the view of this Committee that this fear is
entirely out of proportion to the real risks. High-profile reporting of isolated incidents
and some tabloid journalism misrepresents the incidence of serious accidents on school
trips, which is actually very low indeed. There have been 57 fatal accidents on school visits
since 1985 (this figure includes adults accompanying visits and road traffic accidents en
route to or from off-site visits).17 In England in 2003, there were between seven and ten
million ‘pupil visits’ involving educational or recreational activity, but only one fatality.18
Whilst every fatality is clearly tragic for those involved, these statistics compare extremely
favourably with other routine activities such as driving or being driven in a car, or simply
the likelihood of an accident at home or in school.
20. Over the past decade, the DfES has issued new guidance on health and safety on school
trips in reaction to accidents that have occurred. A 1998 good practice guide, Health and
Safety of Pupils on Educational Visits (HASPEV) has been supplemented with new material
in 2002 aimed at specific audiences: Standards for LEAs in Overseeing Educational Visits,
Standards for Adventure and A Handbook for Group Leaders as well as Group Safety at
Water Margins (published in 2003 with the Central Council for Physical Recreation).19 In
addition, adults working with under-18s are now subject to Criminal Records Bureau
checks.
21. Written submissions and correspondence associated with this inquiry have in general
welcomed this new guidance, but some concerns have been expressed that there is still not
enough clarity in guidance regarding visits involving children with special educational
needs (SEN). Concerns relate specifically to uncertainty over the correct staffing ratios and
the right of children with SEN to attend. The NUT publishes additional guidance for the
organisation of school trips involving SEN pupils and some have suggested that the DfES
should issue a similar document.20
22. We welcome the DfES health and safety guidance which clearly sets out what is
expected of all those involved in organising school trips. There remain some concerns
relating to guidance on trips involving children with special educational needs, where
there could be more specific recommendations on levels of staffing and the right of
children to attend. This area is likely to be affected by the enactment of the Disability
Discrimination Bill and we recommend that the DfES review its guidance in this
context.

17

Ev 137

18

‘Pupil visits’ is a measure of the number of visits multiplied by the number of pupils participating. Ev 144.

19

Ev 44, para 111.

20

Ev 66, para 33, Ev 70 and unpublished correspondence.
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23. Despite new DfES guidance on health and safety, the fear of accidents is still a
significant barrier for some. The Committee took evidence from representatives of teacher
unions, including Chris Keates, General Secretary of the NASUWT, a union which now
advises its members against participating in school trips. She told us that the risk of
litigation, should an accident occur, was now too great:
“For things that we would all in a sensible world simply dismiss as being a genuine
accident that has occurred schools are now getting solicitors’ letters as a minimum
and then finding they are subject to some sort of investigation, and so on, leading up
to potential litigation as the end point on that”.21
24. When pressed on this point, Ms Keates admitted that cases of teachers being taken to
court were actually quite rare, but emphasised that the threat of legal or disciplinary action
could still be extremely stressful.22 In oral evidence, she advised us that the number of false
allegations made against her members in connection with school visits has remained
roughly stable since 1991, when her union began monitoring it.23 It is important to
distinguish between false allegations (claims of an incident which are untrue) and
unfounded claims (where an incident has taken place, but there has not been negligence
and there is no basis for litigation). It would also help greatly if teachers were given clear
guidance about current law in this area. In subsequent communications, the NASUWT
were unable to provide us with a statistical breakdown of cases according to these
categories, or even between cases on visits and those in schools.24
25. The guidance issued by the NASUWT has not been adopted by any other teaching
union and many of those who gave evidence to our inquiry spoke out against it. David Bell,
Her Majesty’s Chief Inspector of Schools and head of Ofsted, told the Committee that the
union’s position was unhelpful and contributed to the unjustified culture of fear
surrounding school trips:
“I have the utmost respect for the new general secretary of the NASUWT but I
disagree with her on this and I disagree with the advice that she has given her
members. Our evidence suggested that the teachers—and it was the teachers and the
outdoor instructors who were doing this—said that it [school trips] is still do-able
[…] I just worry a bit about that advice being given because are we not just fuelling
precisely that risk averseness that [we have] been talking about?”25
26. The logical consequences of the NASUWT advice to its members not to participate in
school trips would be the cessation of any out-of-school activity. Yet Ms Keates
acknowledged that her members do continue to participate in school trips despite her
advice, as they believe in the educational value of such experiences.26 We do not believe
that the NASUWT wishes to see the end of all school trips. We therefore recommend

21

Q 206

22

Q 153

23

Q 139

24

Ev 89

25

Q 225

26

Q 147
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that the union seriously reviews its advice to members not to participate in school trips,
which is not a helpful attitude.
27. We acknowledge that teachers can feel vulnerable to unjustified allegations or the
threat of disproportionate legal action. Dr Fiona Hammans, Head of Banbury School,
Oxfordshire and representative of the Secondary Heads Association, told us that her school
successfully organises a wide-ranging programme of educational visits and outdoor
activities, whilst recognising that an element of risk is involved:
“If I am honest, the fear is still there sometimes. Certainly when you are getting to the
end of a month's expedition in Madagascar, for instance, and you get a phone call at
3.30 in the morning and they are saying, ‘Actually things are okay; we had forgotten
the time difference’, there is always a moment of panic then, but it is about as a
school we do believe we should be doing it. It is about something special and distinct
that we can offer our students. There is a risk there, but our parents have opted into
the fact that we will do everything we can and more to minimise that risk, but there is
no learning without some risk.”27
Dr. Hammans went on to describe the positive support her school provides to teachers:
“I think it needs the head teacher's backing, because that is the person who is likely to
end up in court. So if we are talking about that fear, if the head is going to say quite
clearly, ‘These are valuable educational activities which we will run at minimum risk
for the very best interests educationally of our students’, then you are going to take
your staff with you. You inevitably will have the backing of your governors anyway
for that. If the LEA supports it, plus there are national initiatives and agendas to
support it as well, then it is a winning situation, but I think it has to start with the
school, much as the evidence from the DfES officials earlier on saying that it is for the
school to determine its priorities locally, but, if it can link in with other national
priorities, including Ofsted, then that is a stronger argument.”28
28. It is clear to us that the fear of accidents and subsequent litigation (whether justified or
not) is discouraging some schools from organising school trips. This situation can only be
resolved through co-operation and collaboration between teaching unions, schools, LEAs
and the DfES. When we asked Stephen Twigg MP, then Parliamentary Under-Secretary of
State at the DfES and Minister with responsibility for this area, what he was doing to
promote this kind of co-operation and to persuade the NASUWT to change its cautious
stance, he told us, “We want to persuade them and we think we can persuade them. We are
in discussions with them right now on this issue”.29 We look forward to seeing the
department’s attempts at persuasion bear fruit.
29. Teachers should be able to expect support from their employers in the case of genuine
accidents or unfounded claims. To help achieve this, a consistent approach to vexatious
litigation must be developed. Frivolous and unfounded claims should be discouraged. We
recommend that the DfES makes it clear to schools and LEAs that it is unacceptable to
27

Q 196

28

Q 193

29

Q 231
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settle frivolous and unfounded claims out of court simply to get rid of the problem. By
working with teacher unions, including the NASUWT, the DfES should be able to
address their concerns and persuade the unions to move forward from what is in our
view, a needlessly obstructive attitude.
30. The fear of accidents in itself is not the only barrier to the expansion of outdoor
education. The Committee has also received evidence to show that the risk assessment
bureaucracy associated with out-of-classroom education has increased considerably in
recent years. Mr Andy Simpson of the RSPB told us that one teacher organising a visit to a
reserve was required to fill in 16 different risk assessment forms (for parents, governors,
school authorities, LEA, etc.) in order for the visit to go ahead:
“RSPB is a professional organisation. We take risk assessment very seriously. We
automatically send out risk assessments on our sites and for our activities when
schools book with us. Sadly the teacher that I am referring to came back to me and
said, ‘We would like to have used your risk assessment, but it is not in the format that
my local authority wants, so I have to dismantle the whole thing and rebuild it’. Can
you blame her for not going?”30
31. Representatives of the Outward Bound Trust supported this view. Mr William Ripley
told the Committee of the large amount of duplication in the system:
“We have a licensing system and yet a school will apply to come and do a course with
us and so there is a process that they go through whereby they will send us their
Local Authority forms, ‘Will you fill these forms in’. The first question is: ‘Do you
have an adventures activities licence?’ to which the answer is yes. Instead of saying:
‘Go to the bottom of the form, because we have had an external agency do all that
work’, it then says, ‘answer all the questions that you have already answered for the
licensing authority’. That is the kind of reaction and process that we are in amongst.
[…] it is relatively easy for [teachers] when they ask an organisation like us to do that
service, but when you are looking at trying to do that in the school as well it just
compounds the issue. It just compounds the difficulty.”31
32. Many witnesses made reference to the Adventure Activities Licensing Authority
(AALA), which has inspected adventure activity centres for compliance with health and
safety regulations since 1996 (its remit does not cover foreign operators, voluntary
organisations or schools themselves). Set up in the wake of the Lyme Bay tragedy, AALA is
a cross-departmental and cross-border public authority, sponsored by the DfES and
operating under the written guidance of the Health and Safety Commission. No child has
died at a licensed centre since the AALA was formed. Given that AALA-licensed centres
have undertaken significant risk assessment processes in order to gain their licence, it
seems absurd to us that this should have to be repeated at the demand of local
authorities.

30

Q 31 and Ev 31.

31

Q 28
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33. The burden of bureaucracy is greatest where local authorities require schools to
complete lengthy risk assessment forms and where there is duplication between a number
of bodies requiring risk assessments. Dr Fiona Hammans described this situation:
“There needs to be something which is definitive. So if you are looking at the
bureaucracy that everybody has to fill in there is the DfES guidelines which need to
be met, there is then the local authority set of guidelines which, as has been indicated
earlier on, will change and will change somewhat, then you have got again schools’
interpretations, plus whichever group you may be going with, whichever partner you
will be working with, so you have got a huge amount of bureaucracy”.32
34. A number of our witnesses called for the DfES to provide generic risk assessments
appropriate to each activity in order to reduce the amount of bureaucracy associated with
risk assessments. In supplementary written evidence, the DfES said that this is already
provided: “DfES guidance contains model assessment forms for risk assessment, which
take up just two sides of A4. It is up to LEAs and schools whether they use our forms.
Activity providers can, if they wish, encourage schools to use standard forms.”33
35. Clearly, it is important for school trips to be the subject of a full risk assessment and to
be carried out in accordance with Health and Safety Executive guidelines, but in some areas
the number of forms that have to be filled in for the simplest activities is unreasonable. The
Government claims to be actively reducing public sector bureaucracy in general and
specifically the burden on schools. We are therefore extremely surprised that it can
allow the current situation to persist. We recommend that the DfES takes action to
streamline the risk assessment system surrounding school trips, promoting its standard
forms more vigorously and deprecating bad practice. We further recommend that
AALA licensed centres be subject to a much streamlined risk assessment process, and
that the DfES consider expanding the AALA licensing scheme to include other sectors,
such as foreign and voluntary operators.
36. Some schools and activity centres have also described difficulties in securing insurance
for visits, either because of unaffordable premiums or, in some cases, because no company
has been willing to offer cover.34 On occasion, this seems to have been caused by local
authorities ‘over-insuring’ or requiring a level of insurance cover that is not appropriate to
the level of risk involved.35 Nevertheless, the insurance industry has submitted evidence to
the effect that the cost of liability insurance generally has gone up in recent years, due to
legal changes like ‘no-win no-fee’ arrangements and legal judgements increasing the scope
of liability. The insurance industry also notes that cover is generally provided to LEAs for
all activities under one premium: “in pricing the cover offered to Local Authorities and
schools, insurers do not differentiate between in-school activities and those outside the
classroom.”36 Overall, claims for accidents on school trips represent a very small
proportion of local authority insurance claims (claims from the education sector as a whole
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total only 3%).37 The price of premiums therefore seems to bear very little relationship to
the level of risk involved in outdoor education.38
37. When we asked DfES officials about this issue, Mr Stephen Crowne, Director of the
School Resources Group at the DfES, agreed that it was a symptom of more general
problems securing affordable insurance cover for public bodies:
“I think there is an issue there. It is frankly part of a wider issue to do with school
insurance where we have a current position which is of concern, that it is difficult
and expensive to get insurance cover for a wide range of school activities and so we
are working across government and also commissioning some studies on possible
options for the future. […] We have a study in progress now which we hope by the
end of this year will illuminate some of the options that might be available. […]
There are market development options using private sector employers, but there are
also options around developing local authorities’ capacity to insure for themselves.”39
The Minister confirmed that his Department was holding talks with insurers on this issue.
Although he admitted that these were “at quite an early stage” he expressed his confidence
in the process: “I think we have good evidence to present to them in terms of the levels of
risk on the basis of the statistics that the Committee will be aware of in terms of the very,
very small numbers of accidents that do happen.”40
38. Our evidence on the extent to which insurance is a problem for schools is largely
anecdotal. We therefore look forward to learning the results of the current DfES
consultation on this subject. Given the small scale of the risks involved, we can see no
reason why a market-led solution to school insurance should not exist. We recommend
that the DfES thoroughly investigate the extent to which difficulties securing insurance
cover are a barrier to education outside the classroom and develops options to resolve
any problems.

Teacher Training
39. Our evidence has underlined the importance of teacher training to the provision of
high quality education outside the classroom. Andy Simpson of the RSPB told the
Committee that this was the top priority for the sector:
“Nearly every workshop that we have convened and brought together practitioners
irrespective of where they have come from […at] the top was teacher training and
support for teachers, both continuing professional development of the teachers but
also initial teacher training because I think we all recognise that whatever
bureaucracy emerges or whatever curriculum changes emerges, what funding
emerges, we have had to take the teaching profession with us.”41
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40. When we spoke to teacher unions about this issue, they agreed. Kathryn James of the
NAHT said:
“I would strongly support the notion of teachers receiving training and all staff
receiving training in terms of actually running, planning and moving forward with
any outdoor education activity. I think that is absolutely essential. We mention in
our evidence the OCR training course, which is actually very valuable, and I think
the more people that undertake this the better, or something similar.”42
41. Despite this general support, many teachers are not specifically trained in teaching
outside the classroom. Written evidence submitted by the English Outdoor Council
stressed the inadequacy of Initial Teacher Training (ITT):
“While in-service training has been very effective in recent years, we are not
convinced that initial teacher training does a good enough job in terms of giving
trainee teachers the confidence they need to take their pupils out of the classroom.
Standards for Qualified Teacher Status require trainees to be able to plan out-ofschool experiences but, in the context that so much needs to crammed into so little
time, we are not convinced that this is in practice being delivered consistently and
effectively”.43
42. When we asked the Minister about this issue, he agreed to reconsider the status of
outdoor learning within ITT, saying “the concern you have expressed is one that the
organisations have raised recently with the Secretary of State, and I understand the
meetings are due with Ralph Tabberer at the TTA [Teacher Training Agency] to look at
this”.44 We welcome this review.
43. Initial Teacher Training programmes must incorporate a diverse range of subjects and
operate under significant time constraints. Nevertheless, the Committee is concerned to
hear that the amount of time devoted to education outside the classroom has become so
limited. Training may be confined to purely theoretical explanations with practical
experience only offered on a voluntary basis.45 Trainee teachers cannot be expected to
prioritise outdoor learning or take up opportunities for continuing professional
development in this area later in their career unless its value is explored in ITT. We
recommend that the DfES work with the Teacher Training Agency to ensure that
Initial Teacher Training courses demonstrate the potential benefits of education
outside the classroom and point teachers towards ways to develop their skills in this
area as their career progresses.
44. The Committee has heard of many excellent in-service training courses on education
outside the classroom (including the qualification offered by OCR) that are available to
teachers as part of their Continuing Professional Development (CPD). The range and
diversity of these courses, from mountaineering to risk assessment, have led the DfES to
state that “there is no evidence of lack of opportunities” for teachers to develop their
42
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skills.46 Despite this assertion, DfES officials admitted that the department holds no data on
the volume of CPD in outdoor learning and keeps no records showing how many teachers
hold qualifications obtained as a result of courses carried out at school or LEA level.47 Any
attempt to raise the quantity and quality of outdoor education depends crucially on the
skills and motivation of the teachers involved. We therefore recommend that the DfES
give an explicit commitment to support Continuing Professional Development in this
area. Any Departmental Manifesto for Outdoor Learning that may emerge should
include an entitlement to training for teachers. Networks such as Teachers TV can also
be of significant benefit in spreading good practice and should be engaged in this
project.
45. The Committee has also taken evidence on the teaching of fieldwork in science
subjects. Witnesses have maintained that younger science teachers are not always well
prepared to lead fieldwork activities, as many have themselves suffered from the decline of
outdoor education as students.48 Dr Rita Gardner, Director of the Royal Geographical
Society said that this deficit is not necessarily remedied in ITT:
“Many of those that we have consulted suggest that there are issues in the
professional training of teachers with limited capacity in very tight PGCE
programmes to include training in fieldwork inquiry and skills, and even if a
geographer has come through a graduate programme where they are taught
fieldwork and taken in the field, that is very different from then taking a group of
kids out in the field and teaching them inquiry learning and skills.”49
46. Dr. Steve Tilling of the Field Studies Council said that fieldwork skills used to be passed
on in schools as part of an informal ‘mentoring’ process, but voiced concerns that the skills
could be lost entirely as older teachers leave the profession:
“there has been an increasing dependence on, if you like, in school training,
mentoring within schools, and even within the schools an age and cohort, if you like,
perhaps of teachers who had these skills are dropping out the other end […] So if a
new teacher comes into a school and is looking for that sort of support within the
school, then the chances are it is no longer there so unless it is delivered through the
college then it will not be delivered, and the stance that we have at our fingertips
suggests it is also disappearing from college provision.”50
47. Both Dr Tilling and Dr Gardner suggested that training in fieldwork skills could be
provided to new teachers by engaging subject or professional bodies (such as the
Association for Science Education, the British Ecological Society or the Royal Geographical
Society/Institute of British Geographers). They reported that courses have been run by
organisations such as these, with high levels of take-up and good evaluations, but that
access has been limited due to a lack of funding.51 We recommend that the DfES engage
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teachers’ professional bodies and subject associations in the provision of fieldwork
training for science and geography teachers, ensuring that appropriate programmes of
professional development are on offer to all those teachers who might benefit.

Schools
48. Outdoor learning works best where it is well integrated into school structures, in
relation to both curriculum and logistics (for example, the organisation of timetables and
supply cover where necessary). In this context, we welcome the establishment of
Educational Visit Co-ordinators (EVCs) in schools. The EVC role was introduced by the
DfES in 2002. Its principle functions are to liaise with the LEA’s Outdoor Education
Adviser and to ensure that school staff taking pupils on any kind of educational visit are
competent to do so and trained as necessary in pupil safety outdoors. All LEAs in England
participate in the programme and some now have an EVC in every school in their area.52
49. Our evidence suggests that EVCs are working well in schools,53 but we would reiterate our comments on training. In order to be effective, educational visits coordinators must have access to high quality programmes of Continuing Professional
Development. We also consider that the EVC role should be developed further into that
of a champion for outdoor learning within a school. This should include not only the
promotion of off-site visits but also the benefits of using the school grounds as a
resource.
50. Education outside the classroom does not have to mean education outside the school—
school grounds are a vital resource. This is particularly true of primary schools, where
opportunities for outdoor play can have a significant positive effect on a child’s personal
and educational development. The Committee was therefore concerned to hear that many
school grounds do not provide suitable environments for this development to occur.
Learning Through Landscapes, the national school grounds charity, told us that grounds
are often inadequate, even in new schools:
“The new capital spend under Building Schools for The Future and the Academies
programme does not guarantee that LEAs and their schools can or will address this
chronic school grounds problem […] some of the new schools, and particularly
some of the new Academies, are coming on stream with school grounds that are still
substantially below the standard that would be expected of a modern educational
establishment.[…]There appears to be a significant presumption in favour of high
tech indoor learning provision which leaves little scope for investment in the
outdoors. […] PPP consortia often appear to have a poor understanding of the
teaching and learning potential of school grounds and there is a tendency for them to
design expensive aesthetic landscapes of little educational value.”54
51. We were particularly anxious to hear that the new capital building projects initiated by
the DfES (including Building Schools for the Future and City Academies) do not
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necessarily exploit the school’s outdoor space to its full potential. When we put this
concern to the Minister, he responded:
“We clearly want to get new schools, be they academies or other new schools, to have
the very, very best facilities and I have certainly visited schools where that is the case
so clearly the picture is a mixed one […] I would have to study the evidence that they
have given to the Committee in more detail to then see whether there is a basis for
what they are saying and whether something can be done about it in terms of the
guidance we give for the development of new schools. Certainly for academies which
are directly our responsibility as a Department I think it is critically important that
they do include those opportunities, particularly as these are schools focused in areas
of great need and generally areas of educational under-performance and underachievement.”55
52. The Commission for Architecture and the Built Environment (CABE) has given the
Committee persuasive evidence to suggest that students’ experience of the built
environment has significant and unexploited potential for learning:
“The built environment is a resource that is perennially available to all, and one with
which everyone has a relationship. It has an immense physical and intellectual range
that can provide rich, shared learning experiences. Since the built environment is
outside of the windows of classrooms and surrounding streets its learning
applications are simple to access and need to be promoted more widely.”56
Visits to buildings and public spaces can benefit students, but the most immediate built
environment available to schools is their own grounds.
53. It appears that some new schools are being built without due regard to the
educational potential of school grounds. This is a result of the lack of leadership and
strategic planning from the DfES with regard to outdoor learning. We urge the
Department to take action to ensure that new capital projects incorporate good design
of outdoor spaces into their plans.
54. The Government is currently encouraging schools to become ‘extended schools’,
providing ‘wraparound’ services such as breakfast clubs and after school activities and
hosting other youth services on their site. There is a potential to increase outdoor
education as part of this programme. Schools could enhance students’ experience of the
outdoors by offering additional activities and linking up with community groups outside
their core hours. The DfES should ensure that schools are aware of these possibilities so
that this opportunity is not missed.
55. Finally, children spend more time at home than in school and any strategy intended to
increase children’s access to a variety of environmental settings needs to engage parents
and carers. In this context the Government’s extended schools initiative has a vital role to
play. By reaching out to parent and community groups, schools can link up with wider
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community activities and make the most of children’s learning opportunities both in and
out of the classroom.

Cost
56. Much of our evidence cited cost as a significant barrier to the organisation of
educational visits, yet we do not believe that cost alone is responsible for the decline of
education outside the classroom, or that simply throwing money at the problem would
provide a solution. This conclusion is supported by evidence from the DfES London
Challenge programme. As part of this initiative, the Field Studies Council offered full
funding to schools to support an off-site educational visit.57 One third of schools did not
take up this offer despite it being effectively free of charge. It seems therefore that an
increase in funding alone would not be enough to persuade schools to change their
behaviour, but it is clear to us that certain difficulties do exist in this area, which we discuss
below.
57. The cost of arranging good quality supply cover for teachers who are absent on a school
trip is one area that has been highlighted in evidence. Some have suggested that the recent
National Agreement on Workforce Reform may have led to an increase in costs.58 The
Agreement limits the amount of time teachers can be asked to cover for absent colleagues
and may therefore mean that supply cover needs to be secured more often. When we asked
the Minister about this issue, he gave his view that the Workforce Agreement was having a
“mixed” effect, but declined to quantify the scale of the problem:
“I think the reality is that it is probably a mixed picture on workforce reform. There
is the protection that is given in terms of the maximum contact time, so that could
have a negative effect, but, on the other hand, part of the reason that workforce
reform can happen is that there are all these other adults working in schools or with
schools that were not there ten years ago, and that clearly does give opportunities
both in terms of people to cover when trips are happening but also for those people
to help with the organisation of the trips. I think workplace reform, in all honesty,
will have a mixed impact, in some places positive, in some places it could have the
negative effect you have described.”59
We urge the DfES to monitor any unintended consequences of the Workforce
Agreement to determine whether it has led to an increase in the cost of arranging
supply cover during school trips.
58. A more significant cost is that of arranging transport to and from off-site visits. This
cost has also increased in recent years due to the requirement for minibus drivers to hold a
PCV licence if they gained their licence after 1997. This means that young teachers coming
into the profession are unable to drive school minibuses and drivers must be hired at extra
expense.60 Parliament is currently legislating on school transport, an area we considered
during our previous inquiry into the draft School Transport Bill. As we recommended
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in that report, we would expect the DfES to strongly encourage local authorities
trialling alternative arrangements for school transport under the new legislative
framework to include transport for school trips in their pilot schemes.61 This should
lead to a reduction in costs.
59. Educational visits that cannot be funded by a school’s budget are generally subsidised
by ‘voluntary’ parental contributions. Parents or carers cannot be required to contribute
and their children must not be excluded from a trip if they cannot or do not wish to
contribute.62 Nevertheless, schools often make it clear at the outset that a visit might
become unviable if a number of parents who were unable to contribute financially insisted
that their children take part. This can result in poorer families struggling to find the money
for school trips, or their children missing out. On a larger scale, schools in affluent areas are
likely to be able to call upon a much larger reserve of parental contributions, allowing them
to organise more adventurous residential visits away from schools, whereas those in
deprived areas are confined to their locality.63 Although there is much to be gained from
outdoor learning activities conducted within the school grounds or in the local area, those
children who might arguably be said to have the most to gain from experiencing an
environment away from their home area are actually less likely to be given the opportunity
to do so through their school.
60. It is this potential disparity that has led campaigners to call for ring-fenced funding to
be provided for outdoor learning. We tend to agree with this proposal. As we noted earlier
in this report, the DfES has mooted the possibility of a ‘Manifesto for Outdoor Learning’.
Departmental officials suggested that this would be similar in format to the Music
Manifesto.64 We therefore noted with interest the recent announcement by David
Miliband, the then Minister of State for School Standards, of a £30 million three-year
funding package associated with the Music Manifesto. Given the strong evidence for the
benefits of education outside the classroom, we recommend that a Manifesto for
Outdoor Learning should be issued by the DfES, giving all students a right to outdoor
learning. This Manifesto should attract a similar level of funding to the Music
Manifesto in order to deliver real change. In particular, schools in deprived
circumstances should be enabled to enhance their facilities, to offer professional
development programmes to their teachers and to fund off site visits.

Centres and operators
61. Historically, LEAs have been major providers of facilities for school trips through their
networks of activity centres. In recent years, many of these centres have closed and the
balance of provision has shifted towards private and voluntary operators.65 This is not a
universal trend: the Committee has heard of some local authorities that have expanded

61

Education and Skills Select Committee, Third Report of Session 2002–03, The Draft School Transport Bill, HC 509.

62

A charge cannot be made for a trip taking place wholly or mainly during normal school hours, or one which is
connected with the National Curriculum or religious education, or meets the requirements of the syllabus for a
public examination. Extra-curricular residential trips can be offered at a charge.

63

Qq 46, 47.

64

Q 99. The Music Manifesto promises every primary school child the opportunity to learn an instrument.

65

Ofsted, Outdoor Education: Aspects of good Practice, paragraph 41.

Education Outside the Classroom

23

their provision. This has often been achieved through a process of financial and
organisational restructuring, as in the example of Hampshire county council:
“During the 1980s and 1990s Hampshire bucked the trend of LEAs that sold off or
privatised their outdoor centres in the face of budget pressures and protected its
centres from changes to educational funding arrangements by moving its centres
into a department outside of education. Thus protected from pressures created by
the increasing devolution of funding directly to schools, the county was able to grow
and develop its outdoor learning opportunities. Additionally, a dedicated staff of
experienced professional instructors and teachers have developed at each centre, able
to fully support teachers working in the outdoors. A centrally based Outdoor
Activities Officer is also employed to ensure consistency of service, operation and
risk management across the centres.”66
62. In the course of this inquiry, private operators have contacted us, advocating an
expansion in private provision. They have stated that private operators remove the burden
of risk and of bureaucracy from schools. For example, in their evidence, World Challenge
Expeditions Ltd challenge the traditional relationship between schools and LEAs, stating
that school trips are “widely inaccessible due to restrictive practice and public sector
bureaucracy rather than issues of funding”:
“DfES guidance on school trips can allow a teacher or Head to believe that they are
personally liable for any incident, and fails to recognize that much provision, and
much of the liability, can be outsourced—as with school transport […] Further
difficulties arise over the allocation of funding, where the tendering process for
numerous central government initiatives obscures any reasonable chance of a level
playing field. Funds are distributed by Connexions partnerships heavily weighted
towards local relationships, with no obligation to assess the quality of provision,
innovation or particularly the ability of the provider to recruit children. As a result
vast sums of money go unspent, except on a limited range of local opportunity – and
at much higher cost to the taxpayer because the public sector adds in administration
fees, whereas the private sector bid with a fixed inclusive price. The result, apart from
being chaotic, also heavily penalizes innovation or private-sector involvement.”67
63. In oral evidence, Andy Simpson of the RSPB described the way in which voluntary
providers had been affected by the decline of central LEA provision:
“Whilst we want to do more we are very cognisant of the fact that the money has to
be raised from somewhere. If one was being critical of Government over the years,
one would say that since local management of schools and the demise of many of the
local authority field study centres which offered subsidised visits to children—which
is how I started—Government has had pretty much of a free ride. It is the NGO
sector and other providers that have stepped in to fill that vacuum. We want to do
more. We would appreciate some help.”68
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64. The provision of activity centres and other facilities is closely linked to the way in which
outdoor education, and education more generally, is funded. Some LEAs have cut central
services, including school activity centres, in order to comply with Government pressure to
delegate more and more funding directly to schools. The recent Five Year Strategy for
Children and Learners published by the DfES suggests that this pressure will continue and
even increase as control over budgets shifts to schools rather than LEAs. In this document,
the Government proposes that local authorities will take on a more ‘strategic’ planning and
collaboration role rather than providing services centrally.69 In its Five Year Strategy, the
Government proposes that all secondary schools should become independent specialist
schools and that LEAs should lose control over school budgets. We recommend that the
DfES give serious consideration to how it will structure funding for central outdoor
activity services under this new system, or help schools access private and voluntary
provision, so that students still have access to high quality outdoor education.
65. The DfES has funded some initiatives intended to assist schools in organising trips,
which we discuss later in this report. These include the Growing Schools project, which is
designed to support teachers using the ‘outdoor classroom’ as a curriculum resource,
GetREAL, which offers residential visits to teenagers over the summer holidays modelled
on the US camp experience, and project funding for museums, galleries and activity
centres to facilitate school visits. Here too, funding issues have been highlighted as a barrier
to expansion. Witnesses have complained that these initiatives are generally only supported
by short term project-based funding. Activity centres participating in these initiatives
found it difficult to plan for the future and:
“were only able to employ additional staff on a temporary or casual basis, which
meant that skills and expertise were lost when the projects ended. They were not able
to develop such strong relationships with schools as a longer-term programme of
investment would offer”.70
It is essential that the DfES and Department for Culture, Media and Sport develop a
strategy for the long-term viability of activity centres, helping them to retain staff, build
strong links with schools and develop expertise.
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5 The Role of the DfES
66. Our inquiry has revealed that there is currently a very patchy provision of outdoor
education in schools. Some schools do well in organising a carefully planned programme
of educational experiences outside the classroom, whereas others are put off by perceptions
of risk, time-consuming bureaucracy and cost. The good practice of some schools in this
area suggests that it would be possible for others to follow suit and that the DfES could
expect to be successful in an attempt to share good practice across schools. When we
expressed this view to the Minister, he agreed:
“We want schools to make the very, very best use of the various opportunities that
are available and what we know is a lot of schools do but a lot of schools do not.
What that says is there is the potential within the framework we have got at the
moment to get there. Our role needs to be to see what can be done to encourage all
schools to take up the opportunities that are available to them.”71
67. We conclude that the DfES has a vital role to play in demonstrating the value of outof-classroom learning to schools and spreading best practice across all schools. The
future of outdoor learning depends on clear direction and leadership from the DfES
that has so far been woefully missing.
68. A key role for Government is the provision of advice concerning the conduct of visits
and of health and safety guidance. As we noted earlier in this report, the DfES has recently
updated its guidance on a number of occasions. This clear health and safety advice is to be
welcomed, but the Department as well as LEAs should take care to ensure that schools
and activity centres are not becoming overloaded with risk assessment bureaucracy
from different, overlapping organisations, as this can be a significant deterrent.
69. We are also concerned that the recent overwhelming focus on risk and health and
safety issues may have meant that opportunities for curricular development have been
missed. For example, in a written submission to the Committee, Dr Pete Higgins states:
“The response of the outdoor education sector on issues of safety has been, since the
Lyme Bay incident in 1993, to focus almost exclusively on safety-related issues in
their professional practice. Whilst such a response is entirely understandable, it has
meant that curricular change has gone largely unnoticed and the resulting
opportunities unexploited. This has led to a situation where although many
experiences outside the classroom can be deemed to be ‘safe’ they have little or no
locus in a curriculum.”
The DfES needs to take the lead by demonstrating the low levels of risk attached to
school visits. This could perhaps be achieved via a statistical comparison with other
everyday activities. Given the relatively low levels of risk attached to outdoor activities,
the Department should now give a clear steer to schools that educational innovation
outside the classroom is to be welcomed and even to be expected.
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70. The DfES has set up some initiatives aimed at encouraging outdoor learning. Chief
among these are GetREAL and the Growing Schools programme. These have been
supplemented by projects from other departments, for example Defra’s Countryside
Access schemes, as well as some innovative work by the Welsh Assembly.72 In oral
evidence, the Minister particularly stressed the importance and success of the Growing
Schools project, terming it “a really, really powerful instrument of improvement”73 and
claiming: “We have got 10,000 schools signed up to Growing Schools. Almost half the
schools are already part of this. What that means in practice in most schools is going to
vary. They are not all at the excellent end of the spectrum but it is pretty impressive to have
that number of schools already part of a network. ”74
71. Although the Minister boasted that 10,000 schools have signed up to Growing Schools,
we have some concerns about the limitations of this project. Growing Schools was
specifically set up to teach children about food, farming and the environment, to explain
how food travels from the farmyard to the dinner table and explore healthy eating and
environmental impacts in this context. The Real World Learning Campaign describes the
Growing Schools project as a programme “shackled if not dominated by a food and
farming agenda”, which cannot therefore be expected to resolve the wider problems facing
outdoor education, described in this report.75 In addition, an independent evaluation of the
programme by the Council for Environmental Education and Bath University’s Centre for
Research in Education and the Environment notes the good resources supplied via the
Growing Schools website, but questions whether the scheme recognises, or significantly
addresses, barriers to effective learning outside the classroom.76 The Committee believes
that current Government initiatives do not go far enough in overcoming the barriers to
outdoor learning. What is needed is a coherent strategy for education outside the
classroom that brings together good practice from around the country, rather than a
small number of limited, if worthy projects.
72. Throughout this inquiry, we have been impressed by the number and variety of
voluntary, commercial and professional organisations involved in the provision of outdoor
education. These include charitable foundations in the heritage and environmental sectors,
local and national companies that bring schools into their businesses, commercial
providers of educational and adventurous activities and teachers’ professional bodies. In
developing a strategy for out-of-classroom education, the DfES needs to more effectively
engage these partners, exploiting and developing the resources that already exist.
73. In order to reverse the decline of outdoor education, some of our witnesses have called
for a national entitlement to a certain amount of hours of outdoor learning within the
school curriculum. The National Curriculum already lays down some limited statutory
entitlements to outdoor learning, particularly in the Foundation Stage for nursery children,
in PE and recently in Geography, where there is now a requirement for an element of
fieldwork. Our evidence on the extent to which this requirement is being met or exceeded
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varies. The Field Studies Council told us that “the statutory requirement to carry out
fieldwork has had a major positive impact on levels of geography fieldwork”,77 yet other
witnesses complained that provision is patchy with some schools struggling to reach the
bare minimum.78 We are particularly concerned that these subject-specific requirements
do not sit easily with the cross-curricular nature of much outdoor learning and its ability to
raise achievement across subject areas.
74. In oral evidence, DfES officials opposed the idea of a cross-curricular statutory
entitlement to outdoor learning, saying that an entitlement “does not offer any assurance
about the quality or the relevance of the experience. It is an input measure”.79 This response
surprised us, as the department has used the concept of an entitlement successfully in the
past (for example, with the ‘Literacy Hour’). Nevertheless, we would agree that the simple
imposition of an entitlement is unlikely to improve matters by itself. It would need to be
accompanied by other measures enabling the entitlement to be delivered.
75. As an alternative to an entitlement, DfES officials suggested that education outside the
classroom could be expanded and improved by means of a ‘Manifesto for Outdoor
Learning’. Campaign groups have called for such a commitment, most recently through
the Real World Learning Campaign, an alliance of organisations involved in outdoor
education. Any manifesto should be part of a national strategy. The Committee supports
the idea of a Manifesto for Outdoor Learning, but it must be more than ‘warm words’.
76. Whatever mechanism is used, the Department’s role must be expanded from its
current reactive work to a more proactive function, championing the benefits of
outdoor education. We regret that too often in education, the General Teaching
Council and professional organisations do not have the will or the capacity to promote
best practice effectively and so the Government is left with the responsibility of driving
change.
77. We recommend that the DfES set up a structure to promote education outside the
classroom at all levels. Within the Department, a dedicated team of officials should
have responsibility for outdoor learning across curriculum areas and should tap into
other Departmental initiatives, such as the extended schools programme and the
provision of before/after school activities. A high profile ‘champion’ for outdoor
learning should be appointed to lead this team. In each LEA, an Outdoor Education
Adviser should be in place, promoting and co-ordinating outdoor learning locally and
liaising with the Department. Each school should have a well trained Educational Visits
Co-ordinator, whose role should be strengthened and expanded to act as the local
champion for outdoor learning. A nationwide network of support, guidance and
innovation would move outdoor education forwards from its current, patchy position
to a more uniform provision of high quality opportunities throughout the country.
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6 Conclusion
78. In recent years much of the discourse surrounding outdoor education has been focused
on issues of risk and safety. Whilst this is clearly a very important issue, we believe that the
debate has now become unbalanced and that not enough has been done to publicise the
benefits of education outside the classroom. This is a great pity as there is a growing body
of research evidence (supported amongst others by Ofsted) to show the potential of
outdoor learning to raise standards in all schools, including amongst hard-to-reach
children.
79. The decline of outdoor education impoverishes students’ learning and represents a
missed opportunity for curricular enrichment. Whilst the DfES has set up some small
initiatives and voluntary organisations have contributed significantly, the sector is
burdened by excessive bureaucracy, a low profile and a distorted perception of risk that is
not supported by the facts. Despite this, many schools do continue to offer a varied and
positive programme of events. This is an encouraging sign and leads us to conclude that a
proper national strategy for outdoor learning would have a positive effect on many schools.
80. The DfES should act to spread good practice by setting up a network of champions at
local, regional and national level, by supporting training for teachers and by conducting
research into the benefits of different types of out-of-classroom learning. It should also do
more to link outdoor education into its other initiatives such as the ‘extended schools’
programme and its wider youth services policies.
81. The DfES should publish a Manifesto for Outdoor Learning, giving all children a right
to education outside the classroom. This Manifesto must be more than ‘warm words’. It
must be the expression of a coherent national strategy and should be accompanied by a
package of measures and funding enabling change to be delivered across the areas of
teacher training, access to facilities and curricular innovation.
82. In order to reverse the decline of education outside the classroom, the Department
needs to commit appropriate resources to the sector. Further, the Department should
review its current funding of activity centres, museums and galleries and other facilities
offering educational services to schools. The current short-term funding structure is
hampering development in these areas and the DfES should consider how these facilities
can be supported over a longer period of time.
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7 Conclusions and recommendations
The value of outdoor learning
1.

The broad extent of this inquiry has convinced the Committee that outdoor learning
can benefit pupils of all ages and can be successful in a variety of settings. We are
convinced that out-of-classroom education enriches the curriculum and can
improve educational attainment. Whilst recognising this cross-curricular scope, we
conclude that in order to realise its full potential, outdoor education must be carried
out properly, with sessions being prepared by well trained teachers and leaders and
in accordance with good curriculum guidance as well as health and safety
regulations. (Paragraph 9)

2.

Like all educational processes, the benefits of education outside the classroom should
be rigorously researched, documented and communicated. Positive and reliable
evidence of the benefits of outdoor activities would help schools determine the
priority to afford to such work. (Paragraph 13)

The decline of education outside the classroom
3.

It is clear to the Committee that outdoor education is a sector suffering from
considerable unexploited potential. (Paragraph 18)

Risk and bureaucracy
4.

Many of the organisations and individuals who submitted evidence to our inquiry
cited the fear of accidents and the possibility of litigation as one of the main reasons
for the apparent decline in school trips. It is the view of this Committee that this fear
is entirely out of proportion to the real risks. (Paragraph 19)

5.

We welcome the DfES health and safety guidance which clearly sets out what is
expected of all those involved in organising school trips. There remain some
concerns relating to guidance on trips involving children with special educational
needs, where there could be more specific recommendations on levels of staffing and
the right of children to attend. This area is likely to be affected by the enactment of
the Disability Discrimination Bill and we recommend that the DfES review its
guidance in this context. (Paragraph 22)

6.

We do not believe that the NASUWT wishes to see the end of all school trips. We
therefore recommend that the union seriously reviews its advice to members not to
participate in school trips, which is not a helpful attitude. (Paragraph 26)

7.

We recommend that the DfES makes it clear to schools and LEAs that it is
unacceptable to settle frivolous and unfounded claims out of court simply to get rid
of the problem. By working with teacher unions, including the NASUWT, the DfES
should be able to address their concerns and persuade the unions to move forward
from what is in our view, a needlessly obstructive attitude. (Paragraph 29)
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8.

We recommend that the DfES takes action to streamline the risk assessment system
surrounding school trips, promoting its standard forms more vigorously and
deprecating bad practice. We further recommend that AALA licensed centres be
subject to a much streamlined risk assessment process, and that the DfES consider
expanding the AALA licensing scheme to include other sectors, such as foreign and
voluntary operators. (Paragraph 35)

9.

We recommend that the DfES thoroughly investigate the extent to which difficulties
securing insurance cover are a barrier to education outside the classroom and
develops options to resolve any problems. (Paragraph 38)

Teacher training
10.

We recommend that the DfES work with the Teacher Training Agency to ensure
that Initial Teacher Training courses demonstrate the potential benefits of education
outside the classroom and point teachers towards ways to develop their skills in this
area as their career progresses. (Paragraph 43)

11.

Any attempt to raise the quantity and quality of outdoor education depends crucially
on the skills and motivation of the teachers involved. We therefore recommend that
the DfES give an explicit commitment to support Continuing Professional
Development in this area. Any Departmental Manifesto for Outdoor Learning that
may emerge should include an entitlement to training for teachers. Networks such as
Teachers TV can also be of significant benefit in spreading good practice and should
be engaged in this project. (Paragraph 44)

12.

We recommend that the DfES engage teachers’ professional bodies and subject
associations in the provision of fieldwork training for science and geography
teachers, ensuring that appropriate programmes of professional development are on
offer to all those teachers who might benefit. (Paragraph 47)

Schools
13.

Our evidence suggests that EVCs are working well in schools, but we would reiterate our comments on training. In order to be effective, educational visits coordinators must have access to high quality programmes of Continuing Professional
Development. We also consider that the EVC role should be developed further into
that of a champion for outdoor learning within a school. This should include not
only the promotion of off-site visits but also the benefits of using the school grounds
as a resource. (Paragraph 49)

14.

It appears that some new schools are being built without due regard to the
educational potential of school grounds. This is a result of the lack of leadership and
strategic planning from the DfES with regard to outdoor learning. We urge the
Department to take action to ensure that new capital projects incorporate good
design of outdoor spaces into their plans. (Paragraph 53)
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Cost
15.

Much of our evidence cited cost as a significant barrier to the organisation of
educational visits, yet we do not believe that cost alone is responsible for the decline
of education outside the classroom, or that simply throwing money at the problem
would provide a solution. (Paragraph 56)

16.

We urge the DfES to monitor any unintended consequences of the Workforce
Agreement to determine whether it has led to an increase in the cost of arranging
supply cover during school trips. (Paragraph 57)

17.

Parliament is currently legislating on school transport, an area we considered during
our previous inquiry into the draft School Transport Bill. As we recommended in
that report, we would expect the DfES to strongly encourage local authorities
trialling alternative arrangements for school transport under the new legislative
framework to include transport for school trips in their pilot schemes. This should
lead to a reduction in costs. (Paragraph 58)

18.

Given the strong evidence for the benefits of education outside the classroom, we
recommend that a Manifesto for Outdoor Learning should be issued by the DfES,
giving all students a right to outdoor learning. This Manifesto should attract a similar
level of funding to the Music Manifesto in order to deliver real change. In particular,
schools in deprived circumstances should be enabled to enhance their facilities, to
offer professional development programmes to their teachers and to fund off site
visits. (Paragraph 60)

Centres and operators
19.

In its Five Year Strategy, the Government proposes that all secondary schools should
become independent specialist schools and that LEAs should lose control over school
budgets. We recommend that the DfES give serious consideration to how it will
structure funding for central outdoor activity services under this new system, or help
schools access private and voluntary provision, so that students still have access to
high quality outdoor education. (Paragraph 64)

20.

It is essential that the DfES and DCMS develop a strategy for the long-term viability
of activity centres, helping them to retain staff, build strong links with schools and
develop expertise. (Paragraph 65)

The role of the DfES
21.

We conclude that the DfES has a vital role to play in demonstrating the value of outof-classroom learning to schools and spreading best practice across all schools. The
future of outdoor learning depends on clear direction and leadership from the DfES
that has so far been woefully missing. (Paragraph 67)

22.

The Department as well as LEAs should take care to ensure that schools and activity
centres are not becoming overloaded with risk assessment bureaucracy from
different, overlapping organisations, as this can be a significant deterrent.
(Paragraph 68)
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23.

The DfES needs to take the lead by demonstrating the low levels of risk attached to
school visits. This could perhaps be achieved via a statistical comparison with other
everyday activities. Given the relatively low levels of risk attached to outdoor
activities, the Department should now give a clear steer to schools that educational
innovation outside the classroom is to be welcomed and even to be expected.
(Paragraph 69)

24.

The Committee believes that current Government initiatives do not go far enough in
overcoming the barriers to outdoor learning. What is needed is a coherent strategy
for education outside the classroom that brings together good practice from around
the country, rather than a small number of limited, if worthy projects. (Paragraph
71)

25.

The Committee supports the idea of a Manifesto for Outdoor Learning, but it must
be more than ‘warm words’. (Paragraph 75)

26.

Whatever mechanism is used, the Department’s role must be expanded from its
current reactive work to a more proactive function, championing the benefits of
outdoor education. We regret that too often in education, the General Teaching
Council and professional organisations do not have the will or the capacity to
promote best practice effectively and so the Government is left with the
responsibility of driving change. (Paragraph 76)

27.

We recommend that the DfES set up a structure to promote education outside the
classroom at all levels. Within the Department, a dedicated team of officials should
have responsibility for outdoor learning across curriculum areas and should tap into
other Departmental initiatives, such as the extended schools programme and the
provision of before/after school activities. A high profile ‘champion’ for outdoor
learning should be appointed to lead this team. In each LEA, an Outdoor Education
Adviser should be in place, promoting and co-ordinating outdoor learning locally
and liaising with the Department. Each school should have a well trained
Educational Visits Co-ordinator, whose role should be strengthened and expanded
to act as the local champion for outdoor learning. A nationwide network of support,
guidance and innovation would move outdoor education forwards from its current,
patchy position to a more uniform provision of high quality opportunities
throughout the country. (Paragraph 77)
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Formal minutes
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Draft Report (Education Outside the Classroom), proposed by the Chairman, brought up
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Ordered, That the Chairman’s draft Report be read a second time, paragraph by paragraph.
Paragraphs 1 to 82 read and agreed to.
Summary agreed to.
Resolved, That the Report be the Second Report of the Committee to the House.
Ordered, That the Chairman do make the Report to the House.
Ordered, That the provisions of Standing Order No. 134 (Select committees (reports)) be
applied to the Report.
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Ordered, That the Appendices to the Minutes of Evidence taken before the Committee be
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[Adjourned until Wednesday 2 February at 9.15 am
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Memorandum submitted by The Outward Bound Trust
Background
1. The Outward Bound Trust is an educational charity which has the aim of “inspiring young people to
achieve their potential through challenging outdoor experiences”.
2. The ﬁrst Outward Bound> courses were delivered in 1941 at Aberdovey in North Wales and were
focused on equipping young merchant seamen with the personal strength and ability to survive life under
ﬁre in the North Atlantic. The educational process that underlay the courses was inspired by a German
educator, Kurt Hahn, who said, “we are all better than we know, if only we can be brought to realise this
we may never be prepared to settle for anything less.”
3. In the twenty-ﬁrst century The Trust still applies the same principles to today’s young people. We oVer
a range of adventurous outdoor personal development programmes to young people from a wide range of
backgrounds. These programmes aim to equip them to meet the challenges of every day life. We achieve this
by exposing the young people to a series of challenging activities, (which often they don’t believe they can
succeed at). We encourage young people to reﬂect on their success, encourage personal capabilities and
interpersonal reactions and then consider how such learning relates to everyday life, be it being an eVective
team member at work, taking up the opportunities that exist at school or college or creatively using their
time out of school.
4. On an Outward Bound> course you will see young participants taking part in a range of adventurous
activities such as canoeing, climbing, expeditions and sailing, but what is harder to see is the vital process
of developing real transferable interpersonal skills. This process of reﬂective reviewing and learning transfer
is central to our courses and makes Outward Bound> a direct contributor to young peoples’ lives, rather
than just a holiday.
5. An Outward Bound> course is not a solution in itself, but when combined with support in the work
place, school or community, in part of a learning package it enables young people to contribute positively.
The learning we oVer is practical and experiential and whilst it can be supported in the classroom, it can’t
be replicated in the classroom. There is much evidence, both anecdotal and formal, that indicates the
eVectiveness of the work we do, but most telling is the testimony from both parents and teachers who see
positive change to behaviour in their young people after an Outward Bound> course.
6. Last year we worked with over 30,000 people from across the country delivering courses in our centres
in Scotland, England and Wales. Most of the participants took part in courses during school time.
Costs and Funding
7. The Trust does not receive any core funding and only limited project funding from government (central
or local). Access to courses is through the payment of fees. To increase accessibility The Trust raises funds
predominantly from the corporate sector to support the ﬁnancially disadvantaged. Outward Bound> raises
approximately 20% of their Young People course fees from charitable contributions. In addition, a further
£500,000 is raised each year to meet central, enhancement and capital expenditure.
8. Course costs are approximately £50 per day making a seven day residential course £350 per person.
Currently, the majority of fees come from:
— course participants and parents;
— schools and Local Authorities;
— employers (apprentices and trainees);
— revenue grants from government, lottery and charities;
— donations from the corporate sector.
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9. Costs are kept as low as possible. Labour is the highest element of cost and this is kept artiﬁcially low
through low wage rates. A typical professional, qualiﬁed outdoor educator earns £13,000 pa.
10. The message in the market place from most schools and colleges is the courses are ideal, but they can’t
be aVorded. Yet a key point for action from the recent Ofsted report Outdoor Education Aspects of Good
Practice1 was to “ensure the beneﬁts of outdoor education could be experienced by all students”. Cost is a
major barrier to this objective.
11. It should be noted that the Ofsted report only looked at LEA-run centres. These centres are in the
minority in terms of numbers of participants, in addition they usually operate in a privileged ﬁnancial
environment with at least support for capital resources and often have heavily subsidised direct costs.
12. Outward Bound> whilst a charity operates in a commercial environment generating funds from
course revenues and depending heavily for charitable gifts for capital replacement and enhancement and
infrastructure for growth. For example, in the recent New Opportunities Fund (NOF) grant round for
enhancing capital infrastructure of outdoor education facilities, that was routed through LEA, the Outward
Bound Trust was unable to access any funds despite contacting all England LEAs.
13. It should be noted that in recent years there has been a number of DfES or Lottery funded projects
such as the U Project and GetReal. Whilst these are welcome, they are typically short-term and consequently
involve charities in high levels of risk, often do not hit targets, and are ineYcient.
Fear of Accidents and Litigation
14. There is an increasing fear of accidents and litigation amongst schools and this limits access to
outdoor education. The level of anxiety associated with this activity is not proportional to the risk. However,
teachers, heads and governors perceive an increasing risk and often feel the best protection is to withdraw
from this activity. The Campaign for Adventure sponsored by English Outdoor Council (EOC), Institute
for Outdoor Learning (IOL) and many outdoor providers is focused on changing this perception.
15. Outward Bound>’s experience is that whilst the focus is on the risk of incident associated outdoor
activity, most issues arise from non activity related incidents and behavioural problems. This situation is
likely to reﬂect the position in school.
16. By following DfES guidelines and using responsible providers, this risk can be managed if schools
wish to. However, the perception still exists. Following the Lyme Bay tragedy the whole legislative
framework for outdoor activity has changed and become much tighter. As a result outdoor providers are
required to hold an Adventure Activities Licensing Authority (AALA) Licence to operate. In short, this is
a highly regulated industry with a very keen focus on safety and risk management.
17. Issues do however still exist in the non-regulated sector, particularly schools themselves, which do
not operate under AALA licensing. For those schools that wish to deliver Outdoor Education themselves,
increasingly they need to operate to the standards of professional organisations, such as Outward Bound>
to protect themselves against the risk of accidents and litigation.
Qualifications and Motivation of Teachers and the Effect on Teacher Workload
18. The main issue from Outward Bound>’s perspective is the ability for schools to manage teacher cover
for groups on residentials. This is increasingly becoming an issue with the implementation of the “National
Agreement on work force reform” in schools. We are already seeing some schools withdraw from residential
programmes citing the agreement and the inability to provide teacher cover as the reason. Given the level
of support available at Outward Bound> and some other providers, consideration by DfES could be given
to lower teacher ratios for some residentials.
The Place of Outdoor Learning in the Curriculum
19. Outward Bound> personal development courses do not have a direct place in the curriculum;
however, much of the learning that takes place has a direct read across, for example into citizenship and
personal and social development and the PE curriculum. However, the beneﬁts are much wider with outdoor
personal development programmes having a signiﬁcant impact on positive behaviours. The key role of
Outward Bound> is to equip young people to maximise opportunities at school and consequently achieve
more from the formal curriculum. The learning outcomes of speciﬁc Outward Bound> courses are shown
in “Outward Bound> Personal Development Courses for Schools and Colleges” pages 8, 10, 12 and 14.
20. The diYculty with the lack of curriculum representation is the ad hoc nature by which schools take
up the opportunity for their young people and release funding. Increasingly, better performing schools are
integrating outdoor personal development into the curriculum whilst lower performers are not. The issue
for government is to replicate best practice across all schools.
1

Outdoor Education Aspects of Good Practice, September 2004, Reference HMI: 2151.
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Conclusion
21. Out of school learning as represented by Outward Bound> has been shown to have a very positive
eVect on the individual and their ability to maximise the beneﬁts from formal education. However,
signiﬁcant barriers to participation exist, these include availability of funding, the fear of accidents and
litigation and teacher workload. To increase participation the government needs to consider increased
entitlement to provision within the school curriculum and a more responsive funding regime.
October 2004

Memorandum submitted by the Real World Learning Campaign: A partnership of The Royal Society for the
Protection of Birds (RSPB), The National Trust (NT), The Wildfowl and Wetland Trust (WWT),
3D Adventure (PGL Ltd) and the Field Studies Council (FSC)

Background to Real World Learning Campaign (RWL)
The Campaign was launched by the Chief Executive of the RSPB at the FSC’s 60th anniversary
conference in conjunction with the Royal Geographical Society at the RGS on 10 December 2003. The
partners represent a membership of over 5 million people providing “Out-of-Classroom Learning” (OoCL)
for over 1.25 million day visitor equivalents in both day and residential formats covering a range from
outdoor adventurous activity to urban based museum and heritage sites plus a mix of reserves and day/
residential “environmental” centres in suburban, agricultural and wildscape environments.
The proposition from the RWL partnership is that there is no substitute for learning in the real world
outside the classroom for all young people, in all sectors of education. Our combined practical experience,
evaluation and research suggests that young people of all ages derive enormous beneﬁts from such
experiences.
“There is substantial evidence that OoCL, properly conceived, adequately planned, well-taught and
eVectively followed-up oVers learners opportunities to develop their knowledge and skills that adds value to their
everyday experiences in the classroom.” (Ref 4, 18, 19).2
Despite a number of innovative initiatives, the RWL believes that as a result of a combination of factors
there has been a general decline in the number OoCL opportunities, including fewer and shorter residential
experiences. This amounts to a huge missed opportunity for several generations of young people to develop
their creativity and curiosity to learn about the world around them.

Summary of Submission
Despite being highly valued by teachers and students there is strong evidence of a continuing decline in
provision of Out-of-Classroom Learning especially in secondary schools, post-16 institutions and
universities, particularly in science/biology education. A number of critical factors have been identiﬁed
including:
— changes in curricula and assessment;
— proﬁle of outdoor education within schools and school inspection;
— cost;
— health and safety concerns, including the increased bureaucracy/form-ﬁlling associated with
taking young people out of the classroom;
— fear of litigation;
— perceived lack of value of out-of-classroom learning.
The importance of each factor varies between subject, location and age group, but all will need to be
considered to reverse the decline or even stabilise it.
The lack of out-of-classroom experiences amongst trainee and qualiﬁed teachers is also a major area of
concern that needs to be addressed. To some degrees this is equivalent to the Red Book species scenario—
fewer numbers, increasing age of population, low recruitment to the population, death of species—as
“older” teachers suggest they have little conﬁdence that the Out-of-Classroom Learning activities they now
lead will continue with the new tranche of recruits to the teaching profession as they lack the competence
and conﬁdence to undertake this work despite Initial Teacher Education’s (ITE) inclusion of Health and
Safety matters, including risk assessment, in their curricula. (Ref 1).
2

See Ev 6 and 7 for references.
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Influences on Fieldword
1. Overall trends
(a) Most schools want to undertake OoCL at the same time of year, mainly due to “modularisation”
of courses and the timing of SATs; a trend which is common across the whole sector. (Ref 2, 3).
(b) There has been a 25% decline in biology groups coming to the FSC’s centres over the past 20 years
(Ref 2, 3).
(c) There have been increasing numbers of geographers to centres, although these courses have also
been shortening (Ref 5).
(d) The dominant Key Stage group attending National Trust and RSPB properties is Key Stage 2.
(Ref 4a and 4b). 3D Adventure have a similar proﬁle with Key Stage 2 forming the dominant group
though the museum sector has identiﬁed a growing proportion of Key Stage 3 visitors.
(e) Fieldwork course have shortened in length across all sectors; schools, post 16 institutions and
higher education, (Ref 6).
(f) There is strong evidence throughout the UK that participants visit sites and centres that are more
local to them, and are more likely to be non-residential at all levels, including university (Ref 6, 7).
(g) There are now much tighter links to ﬁeldwork/coursework and assessment in science/biology and
geography (Ref 8).
(h) There are now very few 11–16 year olds doing science ﬁeldwork, with fewer than one in 20 pupils
having a residential experience (Ref 3).
(i)

The FSC trends are also repeated elsewhere—veriﬁed through several independent surveys, which
have also shown dramatic falls in university as well as school science ﬁeldwork provision
(numerous reports) (Ref 2).

(j)

Geographical Association biennial reports have identiﬁed a reduction in OoCL/ﬁeldwork at the
secondary level. It is unlikely that this position will improve in the immediate future considering
the lowly position of Geography in primary education and the use of non-specialists at Key Stage
3. (Ref 20, 22)

2. Financial inﬂuences
(a) Costs are known to be a major inﬂuence on present-day out-of-classroom provision, but this has
also been true in historical surveys (Ref 3, 5, 10).
(b) There is a heavy reliance on parental/guardian contributions, even in the most disadvantaged
boroughs. (Ref 11).
(c) There is some evidence that the decline in biology ﬁeldwork has been more pronounced in the
maintained compared to the independent sector (Ref 12).
(d) Costs are not the exclusive, or even the most important barrier in past surveys of teachers’ opinions
though recently teachers are identifying spiraling transport costs as a barrier to half and one day,
OoCL activities. (Ref 5).
(e) There is concern within schools that ﬁnancial support targeted through measures such as free
school meals excludes a signiﬁcant number of deserving pupils (Ref 11).
(f) The increasing dependence on part-time jobs does aVect ﬁeldwork provision, particularly amongst
A level and University students (Ref 3, 7)

3. Curriculum inﬂuences
(a) The changing curriculum is a major critical factor for teachers in prioritising whether or not to
engage in OoCl. (Ref 5).
(b) The statutory requirement to carry out ﬁeldwork in geography has a major positive impact on
levels of ﬁeldwork within the subject. (Ref 5)
(c) Pre-16 geographers are 10 times more likely to undertake residential ﬁeldwork than science
students (Ref 5).
(d) Curriculum 2000 and new AS/A2 level speciﬁcations, have had a major inﬂuence on the numbers
and timing of ﬁeld courses (Ref 3, 8)
(e) A strong curricula requirement also aVects the content of Ofsted inspections as a geography
inspection is ﬁve times more likely to comment on out-of-classroom experience compared with a
science inspection. This aVects the proﬁle of OoCL within schools; “if it isn’t inspected it isn’t
important” (Ref 8, 13). Estyn have indicated that out-of-classroom learning will from a part of future
school inspections.
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(f) The Secretary of State continues to signal his personal support for OoCL and the residential
experience plus the DfES’s Growing Schools initiative which “aims to use the ‘outdoor classroom’
as a context for learning, both within and beyond the school grounds”. (Ref 23).
(g) Out-of-classroom experiences represented by RWL can support teaching and learning across
curriculum subjects and are not limited to science and geography. (Ref 25).

4. Organisation and integration of ﬁeldwork
(a) There is substantial evidence that Out-of-Classroom Learning, properly conceived, adequately
planned, well-taught and eVectively followed-up oVers learners opportunities to develop their
knowledge and skills that adds value to their everyday experiences in the classroom
(i)

Speciﬁcally, OoCL can have a positive inﬂuence on long-term memory due to the memorable
nature of the ﬁeldwork setting. EVective ﬁeldwork experience can lead to individual growth
and improvements in social skills. More importantly, there can be reinforcement between
aVective and cognitive developments in young people, with each inﬂuencing the other and
providing a bridge to higher order learning. (Refs. 17, 18).

(b) Where schools have an active policy for OoCL there is clear evidence of access and inclusion for
all and progression in the nature of the activities from year to year and Key Stage to Key Stage.
(Ref 9).
(c) “Outdoor education continues to thrive where headteachers and individual enthusiasts provide
leadership and a vision that promotes a well-balanced PE curriculum and outdoors oV-site, day
or residential experience as part of curricular extension and enrichment. They recognize the
importance of outdoor education experiences in giving depth to the curriculum and to the
development of students’ personal and social development.” (Ref 19)
(d) The provision of OoCL/ﬁeldwork is variable within A level subjects—students’ descriptions
ranging from “inspiring” to “tedious and dull”: “just like work in the classroom”. (Ref 12).
(e) In secondary science and geography ﬁeldwork there is a very strong association with techniques,
skills and coursework, and associated assessment. (Ref 8).
(f) The outdoor experience is sometimes poorly integrated into the whole school curriculum and is
often lumped into the end-of-year “activity” period (Refs. 14).
(g) Initiatives such as the DfES/NOF Get Real programme indicate both the beneﬁts and the
challenges of one oV residential programmes. (Ref 25).

5. Qualiﬁcation and motivation of teachers
(a) Most A level biology and geography teachers and students maintain that OoCL is important (Refs.
3, 5, 12).
(b) Many teachers are not aware of the positive outputs and outcomes of Out-of-Classroom
Learning—improvement in social and communication skills, increased motivation, positive
changes in the relationship between pupils and accompanying teachers—with improved behaviour
on the activity/course being transferred to the classroom. (Ref 14, 18).
(c) Some teachers celebrate the fact that courses/out-of-classroom activities “had enabled us to see a
great potential in inner city kids which is often not so apparent in schools” and allow young people
with learning diYculties to excel in a non-classroom environment. (Ref 14).
(d) There is strong evidence that many trainee teachers are entering the profession with little previous
out-of-classroom experience: for example, nearly half of trainee biology teachers (all with good
biological sciences degrees) in one leading PGCE course had less than two days ﬁeldwork in total
during their previous school and university experience (Ref 15).
(e) An FSC survey of students/teachers ability to recognise common plants has demonstrated that
most participants will be able to name fewer than two out of 10 plants (Ref 16).
(f) Strengthening the amount and quality of initial teacher training and in-service support is seen as
critical in many surveys (Ref 2, 8).

6. EVect on teachers’ workload
(a) Negotiating timetable cover and paying for supply cover, are a major barrier cited by teachers who
are trying to organise ﬁeldwork. This appears to have become more of a problem as courses have
become increasingly modularised, thus reducing ﬂexibility (Ref 2, 5, 8).
(b) There is concern that the teachers workload agreement may adversely aVect the provision of
OoCL. (Ref 24).
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7. Fear of accidents (and Litigation)
(a) Whilst fear of accidents is perceived as an important inﬂuence on OoCL provision, it is of lower
importance than curriculum and cost (see above) in some recent surveys (Ref 5, 11).
(b) Within the workforce there is a perception that accidents or incidents will result in signiﬁcant
media exposure and litigation that may lead to civil or at worse, criminal, action. This perception
still remains despite the Secretary of State’s commitment to tackle the “compensation culture”
(speech to the NASWUT at Llandudno conference) and the recent report of the Better Regulation
Task Force indicating a signiﬁcant reduction in the number of accident claims. (Ref 21)
(c) There is some evidence that LEA protocols for delivering out-of-school visits are dissuading rather
than supporting OoCL provision. DfES, LEA and School policies have established robust systems
but they have made the organisation more burdensome: “. . . there are just too many hoops to
jump through these days!”. Providing appropriate, certiﬁcated training for classroom assistants
could assist in the sharing some of the administrative load.

8. How UK Provision compares with that in other countries?
(a) Until now there appears to have been no systematic collection of data by the government or its
advisers to enable assessment or monitoring of Out-of-Classroom Learning activities in schools
and colleges in the UK. This makes historical, geographical or subject comparisons of ﬁeldwork
provision within the UK, or comparisons with other countries, not feasible (Ref 2).
(b) In the past, several states and countries have attempted to implement what they interpreted as the
UK model of OoCL provision.
(i)

1960–70s—FSC advice to the Toronto Education Board to establish an entitlement for Outof-Classroom Learning for primary and secondary students. Creation of an Urban Centre in
Toronto and the Shelburne Outdoor Education Centre in the wildscape of Ontario plus
support, teacher advisers/mentors for schools undertaking local out-of-classroom activities.

(ii) 1996–2002 British Council supported FSC to provide advice and support for CSOD,
Slovenia, a government supported organisation providing OoCL for all in a residential
contexts. The initial four Centres have now been extended to over 20 with a widening of the
initial sports/outdoor adventurous activity provision into the historical and environmental
areas.
(iii) Provision within the EU varies from country to country with diVerent countries having
diVerent emphases: eg The Forest School initiative is used by many Danish Nursery/Early
Years learners with children exploring and learning woodland context for part of each day or
week throughout the school year. (In the UK this approach to Out-of-Classroom Learning
is being piloted in SheYeld and Derby with training provision for childcare and nursery staV.
The approach has relevance to others ages and sectors of the student population with real
beneﬁts for adolescents with emotional behavioural problems through its emphasis on “hands
on” activities. (Ref 9)
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Memorandum submitted by the Royal Geographical Society
Overview
1. Fieldwork and outdoor education is not just an add-on, it is absolutely core for geography and for
young people’s learning in general. Learning outside the classroom provides a unique and important
perspective to a young person’s education in that it builds upon and engages young people’s experiences, it
challenges them in settings they are not accustomed to, it encourages team building skills and conﬁdence
building, and it helps to show the relevance and applicability of what they study in the classroom.
2. The Society believes that there has been a profound decline in the opportunities for ﬁeldwork and
outdoor educationin recent years. The issues that we believe most need to be addressed are: a fully trained
EVC in every school; increased initial teacher training and continuing CPD for teachers in ﬁeldwork
knowledge, skills and safety issues; more time and resources dedicated to such specialist training and for the
outdoor experiences themselves, both within geography and more widely in the curriculum; the perceptions
of risk by teachers, media and parents and a willingness to seek to address risk positively as part of the
educational process.
3. We further recommend that: the eVect of the workforce agreement is carefully monitored in terms of
potential negative eVects for outdoor education; that good practice in managing ﬁeldwork and outdoor
education as part of the whole school OCL experience, and within school structures, is shared between
schools.
About Us
4. The Royal Geographical Society (with The Institute of British Geographers) is the learned society
representing geography and geographers. It was founded in 1830 for the advancement of geographical
science and has been among the most active of the learned societies ever since. The Society currently oVers
the following speciﬁc areas of support for ﬁeldwork and Out-of-Classroom Learning (OCL):
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— Training courses for anyone organising an oV-site visit either in the UK or abroad, aimed at
teachers, Educational Visits Co-ordinators (EVCs) and youth leaders. This year over 500 teachers
and youth leaders received training from us. We also have courses and manuals covering diVerent
aspects of ﬁeldwork methodologies such as Geographic Information Sciences, project design and
implementation of people-oriented research and biological conservation projects.
— The Society provides funding for a range of desk and ﬁeldwork based activities. In 2003, our
Grants Programme supported projects which collectively involve more than 436 individuals, who
will be visiting 47 countries worldwide. We also support a grants programme of new innovations
for teachers that includes ﬁeldwork projects.
— Provides advice through the Society’s Expedition Advisory Centre, a world-leader in the provision
of guidance and training for teachers and students planning ﬁeldwork and expeditions with a
learning purpose.
— The Society maintains a database of over 300 ﬁeld centres anywhere in the world that oVer
education, training and research opportunities for individuals and teams. This is particularly
useful for those teachers looking for a safe location to undertake ﬁeld studies in both rural and
urban environments in other countries.
— The Society provides professional accreditation, including a strand for teachers, in the form of
Chartered Geographer, a key element of which is commitment to continuing professional
development.
5. This response is based on consultations with our Education Committee (predominantly geography
teachers), Expedition and Fieldwork Committee, the Society’s Expedition Advisory Centre and other
stakeholders.

Cost and Funding of Outdoor Activities
6. We do not believe that the costs of outdoor activities need be a serious barrier to access to experiences
out of the classroom. Geography ﬁeld visits, for example, do not have to be located in inaccessible locations
that require substantial time and costs. Visits can beneﬁt pupils, teachers and even the local community when
conducted near the school, especially at the lower key stages. For example, a Qualiﬁcations and Curriculum
Authority (QCA) focus group found that the teachers frequently used the local area as a focus for ﬁeldwork
at key stage 3 in most schools (Qualiﬁcations and Curriculum Authority, 2004). However, the teachers we
have consulted believe that young people beneﬁt substantially from out-of-classroom learning experiences
in environments and socio-cultural areas diVerent from where they live and that these should be an
entitlement for all young people studying geography between the ages of 14 and 18.
7. There have been reports, however, that costs have become a barrier to poorer schools, which could
result in children from lower socio-economic groups missing out on outdoor learning. There is also a very
real concern that the National Agreement on Workforce Reform will in the future be a barrier to poorer
schools as it will mean that schools will have to provide bought in cover for teachers absent on ﬁeldwork
rather than cover being provided by teaching colleagues.
8. There are also anecdotal reports that the costs of residential activities have become prohibitive and the
majority of students are unable to take part in residential activities (Ofsted, 2004). According to OFSTED,
the extra-curricular nature of the activity, its cost or limits on the numbers that can be taken, lead to a “ﬁrst
come, ﬁrst served” basis for selection. This is regrettable, as some of the strongest and longest lasting positive
educational and personal beneﬁts occur with activities that are residential (National Foundation for
Educational Research, 2004).

The Place of Outdoor Learning in the Curriculum
9. Education outside the classroom is absolutely core for geography and for young people’s learning in
general. Geography is fortunate in that there is substantial oYcial recognition of the importance of
ﬁeldwork. Geography is the only subject that has statutory reference to the provision of ﬁeldwork in school,
and indeed the importance of ﬁeldwork is also fully recognised in the benchmarking of geography in Higher
Education (Quality Assurance Agency, 2000). Fieldwork has been fully recognised in the programmes of
study for the National Curriculum, key stages 1, 2 and 3. For example, at key stage 3, students must ‘carry
out ﬁeldwork investigations outside the classroom’ (DfEE and QCA, 1999). The Qualiﬁcations and
Curriculum Authority (QCA) subject criteria for geography GCSE and A levels also make ﬁeldwork one
of the “subject-speciﬁc essentials” (QCA, 2003). It is essential that ﬁeldwork retains its status throughout
the teaching of geography.
10. Outdoor education also has the potential to beneﬁt other subjects in the curriculum or other
Government initiatives. This is recognised in the DfES Growing Schools project, which has been designed
to support teachers in using the “outdoor classroom” as a resource across the curriculum for pupils of all
ages. We strongly endorse the Growing Schools project as a valuable resource for all schools.
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11. OCL is also important for learning beyond the Curriculum. We fully endorse the statements made
in the recently launched DfES Five Year Strategy on the beneﬁts of education outside the classroom and
recommend more initiatives to take forward this commitment. For instance:
“There is also not enough variety and choice within the curriculum or in opportunities outside the
school day—for example, clubs and societies, trips, visitors or visits—to make sure that every young
person is excited by school and builds the conﬁdence and skills they need.” (Department for
Education and Skills, 2004)
External assessment of provision
12. The current system of safety checks, guidance and other external measures seems, for the most part,
satisfactory. We believe that the key to safe, successful school trips is increased training and advice of
teachers and others that deliver the outside education experience based on standards of good practice. Many
schools across England already have staV trained as Educational Visits Co-ordinators (EVCs), who liaise
with the outdoor education adviser in the local education authority, and help teachers to assess and manage
the risks of a visit. We recommend that the EVC system is given extra support and that all schools, regardless
of status, have a Co-ordinator. There should be a regular programme of CPD for EVCs and Group Leaders
linked to professional accreditation either subject based or generic. We are concerned that the role of the
LEA outdoor education advisor seems to be diminishing and that governors, particularly of independent
and foundation schools, need to be made more aware of their responsibilities for setting school policy and
training standards.
Organisation and Integration within Existing School Structures
Qualification and Motivation of Teachers and the Effect on Teacher Workload
13. These two items in the terms of reference are strongly related so we have responded to both of them
together. The pressures of a busy curriculum mean that many teachers are reporting less interest in, and
time for, outdoor education. However, some schools continue to build in substantial and eVective OCL. It
is important in our view to enable schools to understand and share the ways in which they cater for
substantial out of class experiences. Furthermore, there needs to be increased time and resources dedicated
to the specialist training and qualiﬁcations to ensure that teachers have the conﬁdence and competence to
lead or support school visits.
14. The current curriculum puts great pressures on the time necessary for training, preparation and
provision of outdoor education. The curriculum ﬂexibility introduced in September 2004 is a small but
welcome step as it means that the number of compulsory subjects from the ages 14 to 16 has been reduced.
The introduction of four statutory “entitlements”: modern foreign languages, design and technology and
the arts and humanities (which includes geography) could oVer some opportunities for more outdoor
education. The humanities entitlement requests that students develop a “range of skills in many diVerent
contexts, inside and outside the classroom. Courses should provide opportunities within and beyond school
for ﬁrst-hand experiences of places, environments, events and activities” (DfES, 2003). Schools are obliged
to make these entitlements available. Pupils will not, however, be obliged to study these entitlements or
experience education outside of the classroom after the age of 14, when geography ceases to be compulsory.
15. The National Agreement on Workforce Reform may also mean that teachers are less able to ﬁnd
support and cover while they conduct these outdoor activities. The current phase recommends a maximum
of 38 hours a year that teachers can be expected to cover lessons for absent colleagues. This comes into eVect
now and teachers and heads have reported to us that this might limit outdoor learning, either through
manpower reductions or the costs of providing teaching cover.
16. We also have concerns regarding the qualiﬁcations, training and experiences of students working for
their PGCE in geography, Initial Teacher Training and the Newly Qualiﬁed Teachers. There is insuYcient
training in ﬁeldwork at these early stages and we recommend that it is strengthened. This is often
compounded by a lack of learning resources relating to ﬁeldwork which the Society is keen to address. The
current circumstances could undermine the provision of ﬁeldwork for their future students. It is not just the
pupils who will lose out; many geography teachers enjoy their ﬁeldwork and list it as an important reason
for taking up geography teaching in the ﬁrst place.
The Fear of Accidents and the Possibility of Litigation
17. The perception of heightened risk and the consequences of accidents are a major barrier to OCL.
Teachers express this as the perception of what might happen to them—such as losing their job. The
National Association of Schoolmasters Union of Women Teachers (NASUWT) advice to its members
against participating in school trips in February 2004 was another contributor to the decline in the
willingness to participate in and to value ﬁeldwork among some teachers.
18. Accidents are, however, rare. According to the Adventure Activities Licensing Authority there were
57 deaths on school trips, 19 of which occurred during adventure activities, between 1985 and 2004.
Accidents and claims are not increasing but the perception and fear of litigation remains a serious concern
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for teachers. Addressing the perceptions of teachers, and indeed of the media, is a much-needed action.
Schools take increased care in the planning and risk assessment for all school visits; children are safer and
more closely supervised on a school trip than ever before. According to the Better Regulation Task Force
schools, rather than canceling trips and activities as the media would have us believe, have become much
better at assessing and managing risks in recent years (Better Regulation Task Force, 2004).
19. Risk can never be completely avoided, however, and one of the beneﬁts of outdoor education is that
it oVers a positive opportunity for students to examine and evaluate risk and thus to learn about risk
management as a life skill. Schools already directly address issues of risk, choice and the implications of
behaviour within established areas of the curriculum eg sex education/relationships and also drugs
education. Why not therefore address risk positively in the case of outdoor education?
20. Fear of accidents and litigation must be ameliorated by further information and training. We have
seen at ﬁrst hand how the training run by the Society, such as the OCR-accredited Certiﬁcate in OV-site
Safety Management course boosts conﬁdence and a greater understanding of risk, as well as competence.

How Provision in the UK Compares With that of Other Countries
No comment.
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Memorandum submitted by the Field Studies Council

Background to Field Studies Council (FSC)
Established in 1943, the FSC is an educational charity which has become the largest provider of secondary
science and geography ﬁeldwork in the UK. Each year, over 82,000 students from 2,300 schools visit its
network of 17 residential and day centres It also attracts many primary and university groups, as well as
adult learners—both amateur and professional—and is, therefore, uniquely able to detect trends in formal
education, professional training and lifelong learning. The FSC is working with DfES London Challenge
to co-ordinate the delivery of residential visits for all London Secondary schools. Dr Steve Tilling, the FSC’s
Director of Communication, is a biologist who has worked for the organisation for 22 years.

Summary of Content
Despite still being valued by teachers and students there is strong evidence of a continuing decline in
provision of ﬁeldwork in secondary schools and universities, particularly in science/biology education. This
is now aVecting human capacity in the environment sector. A number of critical factors have been identiﬁed
including: changes in curriculum and assessment; proﬁle of outdoor education within schools and school
inspections; cost; and health and safety concerns. The importance of each varies between subject, location
and age group, but all will need to be considered to reverse the decline. The lack of practical ﬁeldwork
experience amongst trainee and qualiﬁed teachers is also a major area of concern which needs to be
addressed.
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Influences on Fieldwork
1. Overall trends:
(a) There has been a 25% decline in biology groups coming to the FSC’s centres over the past 20 years
(Ref. 1, 2).3
(b) There have been increasing numbers of geographers to FSC centres, although these courses have
also been shortening (Ref. 3).
(c) Fieldwork course lengths in FSC centres, and in schools and colleges, have shortened (Ref. 4).
(d) Most schools want to come at the same time of year, mainly due to “modularisation’ of courses
and the timing of SATs and end-of-year examinations; a trend which is being repeated outside the
FSC (Ref. 1, 2).
(e) There is strong evidence throughout the UK that courses are becoming more local, and more likely
to be non-residential at all levels, including university (Ref. 5,6).
(f) There are now much tighter links to coursework and assessment in science/biology (Ref. 7).
(g) There are now very few 11–16 year olds doing science ﬁeldwork, with fewer than one in 20 pupils
having a residential experience (Ref. 3).
(h) The FSC trends are also repeated elsewhere—veriﬁed through several independent surveys, which
have also shown dramatic falls in university as well as school science ﬁeldwork provision
(numerous reports) (Ref. 2, 6).
(i) There is now strong evidence that decline in ﬁeldwork is aVecting the numbers of potential
candidates, and the quality of work, in the environment sector. Over 80% of environmental
agencies and consultants have experienced diYculties in recruitment in the past ﬁve years; lack of
ﬁeld skills is a particular problem (Ref. 6, 8).
2. Financial inﬂuences:
(a) Costs are known to be a major inﬂuence on present-day ﬁeldwork provision, but this has also been
true in historical surveys (Ref. 2, 3, 9).
(b) There is a heavy reliance on parental/guardian contributions, even in the most disadvantaged
boroughs (Ref. 10).
(c) There is some evidence that the decline in biology ﬁeldwork has been more pronounced in the
maintained compared to the independent sector (Ref. 11).
(d) Costs are not the exclusive, or even the most important, barrier in some teacher surveys (see
curriculum inﬂuences below) (Ref.3).
(e) Even with 100% funding many schools will not take up opportunities (Ref.10).
(f) There is concern within schools that ﬁnancial support targeted through measures such as free
school meals excludes a signiﬁcant number of deserving pupils (Ref. 10).
(g) The increasing dependence on part-time jobs does aVect ﬁeldwork provision, particularly amongst
A level and university students (Ref. 2, 6)
3. Curriculum inﬂuences:
(a) The curriculum is the major critical factor amongst many teachers (Ref. 3)
(b) The statutory requirement to carry out ﬁeldwork has a major positive impact on levels of
geography ﬁeldwork (Ref. 3)
(c) Pre-16 geographers are ten times more likely to do residential ﬁeldwork than science students
(Ref. 3)
(d) Curriculum 2000, and new a level speciﬁcations, has had a major impact on the numbers and
timing of ﬁeld courses (Ref. 2, 7)
(e) A strong curriculum requirement also aVects content of Ofsted inspections—a geography
inspection is ﬁve times more likely to comment on outdoor experience compared to a science
inspection. This aVects proﬁle of outdoor learning within schools; “if it isn’t inspected it isn’t
important” (Ref. 7, 12).
(f) Nearly two thirds of biology teachers and A level students feel that there is insuYcient time for
ﬁeldwork (Ref. 11).
4. Organisation and integration of ﬁeldwork:
(a) There is evidence that well planned and appropriately delivered ﬁeldwork can add signiﬁcantly to
educational achievement (Refs. 16, 17).
(b) The delivery of ﬁeldwork is variable within A level biology—students’ descriptions ranging from
“inspiring’ to “tedious and dull’ (Ref. 11).
3
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(c) There is a very strong association with techniques, skills and coursework—and associated
assessment—in secondary science and geography ﬁeldwork. This has been described as
“unbalanced’ in meeting of senior biology educators. (Ref. 7)
(d) The outdoor experience is sometimes poorly integrated into the school, and often lumped into the
end-of-year “activity’ period (Refs. 10, 13).
5. Qualiﬁcation and motivation of teachers:
(a) Most A level biology teachers and students think that ﬁeldwork is important (Refs. 2, 3, 11).
(b) There is strong evidence that many trainee teachers are entering the profession with little previous
ﬁeldwork experience: for example, nearly half of trainee biology teachers (all with good biological
sciences degrees) in one leading PGCE course had less than two days ﬁeldwork in total during their
previous school and university experience (Ref. 14).
(c) An FSC survey of students’/teachers’ ability to recognise common plants has demonstrated that
most participants will be able to name fewer than two out of 10 plants (Ref. 13).
(d) Strengthening the provision of teacher training and in-service support is seen as critical in many
surveys (Ref. 1, 7).
6. EVect on teacher workload
(a) Negotiating timetable cover, and paying for supply cover, is a major barrier cited by teachers who
are trying to organise ﬁeldwork. This appears to have become more of a problem as courses have
become increasing modularised, thus reducing ﬂexibility (Ref. 1, 3, 7).
(b) There is concern that the workload agreement may have an impact on ﬁeldwork, particularly
where there is a requirement to undertake such work.
7. Fear of accidents:
(a) Whilst fear of accidents is an important inﬂuence on ﬁeld work provision, it is of lower importance
than curriculum and cost (see above) in some recent surveys (Ref. 3, 10).
(b) There is some evidence that LEA protocols for delivering out-of-school visits are dissuading rather
than supporting ﬁeldwork provision; although they have introduced robust systems, they have
also made organisation more burdensome; “there are just too many hoops to jump through
these days”.
8. UK Provision:
(a) Until now there appears to have been no oYcial collection of data by the government or its advisers
to enable assessment or monitoring of ﬁeldwork in schools and colleges in the UK. This makes
historical, geographical or subject comparisons of ﬁeldwork provision within the UK, or
comparisons with other countries, impossible. (Ref. 1).
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Witnesses: Ms Sarah Henwood, Chief Executive, and Mr William Ripley, Operations Director, Outward
Bound Trust UK; Dr Anthony Thomas, Chair, Real World Learning Steering Group; Mr Andy Simpson,
Head of Education, RSPB/Real World Learning; Dr Rita Gardner CBE, Director, Royal Geographical
Society (with the Institute of British Geographers); and Dr Steve Tilling, Director of Communications, Field
Studies Council, examined.
Chairman: Can I welcome today’s witnesses on this
opening session of our new inquiry, and we are very
grateful that so many talented people were able to
give their time to the Committee today. Jonathan
Shaw has a great interest in this but also some time
ago this Committee went to Denmark to look at
pre-school education, and we stumbled across
forest schools and the whole concept of using the
external environment to enhance the educational
experience of very young children, and we have
always since that time had at the back of our mind
that rather than just mentioning it as a short part
of that major inquiry we would come back to this
and look at the value of the external experience in
the broader sense to education. This is why we have
been persuaded to embark on this inquiry,
especially at a time when there have been what
most members of this Committee view as a small
number of tragic incidents that seem to have
impacted on both the willingness of trade unions in
the teaching profession to engage in outside
activities, the insurance industry to ensure
reasonable rates, and so on. So it seemed to us a
very good topic for a brief inquiry to see if it can
be helpful in evaluating the value of external
experience, and if there are problems that have
emerged in recent times whether there is anything
we can do to aid the understanding. So let us get
started and I am going to ask Helen to start the
questioning.
Q1 Helen Jones: Thank you. We have received
diVerent sets of evidence on the value of education
outside the classroom, and on the diVerent
experiences that it tries to give young people. I
wonder if members of the panel could, ﬁrst of all,
try and tell the Committee what they think is the
value of learning outside the classroom,
particularly what young people can learn that they
do not learn in lessons inside.
Chairman: And, as you respond, if you want to say
something about your organisation and where you
come from in two minutes that is allowable, and
then slant back to the questioning you are
answering.

Mr Ripley: Concerning the Outward Bound Trust,
I have sent some notes along but we have been in
the outdoors working with young people for sixty
years and I think the answers I will give you I will
slant a little bit towards the area I know about
most, which is working in an adventurous
environment. What Outward Bound adds to the
classroom, I think, which is in a structured way, is
the ability to do those practical hands-on things
that are really right across the whole of the learning
experience. What do I mean by that? We all know
that when we work with people we want them to
have skills, we want them to be able to
communicate, we want them to have conﬁdence,
work hard, and problem solve. Those are all the
kind of attributes we can put in a practical handson way in an out-of-class, out-of-school
environment, and I think that where we work best
is when we enhance what is happening in the
school, so that links into particular areas of the
curriculum and then the learning that we have got
can feed back in. That is the real value to the work
that we would concentrate on. So it is broadening
the curriculum, and people’s learning experience.
Q2 Chairman: Do you agree with that, Sarah?
Ms Henwood: Absolutely. I would sum it up in one
of the Government’s favourite phrases of “joinedup learning”. What you can do in the classroom
can be added to, supplemented and improved by
the outdoors, so it is a symbiotic relationship.
Q3 Helen Jones: That is interesting and I have seen
many young people who have beneﬁted from
Outward Bound courses, but what you outline to
us is, if I may say so, what many teachers would
say about their normal lessons—those are the skills
and the values they try to inculcate—so what we
are trying to get at really is what is the diVerence,
what is the added value of outdoor activities? Does
it beneﬁt some children more than others? Is it a
kind of learning that is appropriate to particular
young people with particular skills, or can it be
read across the board?
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Mr Ripley: It would be crazy of me to say it applies
to everybody. For some people it works brilliantly
for but, as with any subject, there are some people
who do not perform as well. We all have diVerent
learning styles and diVerent ways of working but
by and large it does have a great read-across and
I think it is the practical hands-on that works so
well. What kids really enjoy when they come to
Outward Bound is that they have practical real life
situations. Whether it is building a raft or canoeing
across a lake or going climbing, they are practical
things they can do, and so often in the classroom
they do not see those practical elements. The other
important factor is that it has such a long life.
People will remember even now. I met somebody
on the way here who said “Yes, I did my Outward
Bound course when I was a cadet”, and this guy
must have been late 50s/60s, and he could
remember the experience he had had, and we said
to him “Did it help you?” and he said “Well, I guess
it made me the person I am now”—he was slightly
tongue in cheek but the fact that people go away
and it is so memorable is so important as an
element.
Mr Simpson: I am Head of Education for RSPB
speaking on behalf of the Real World Learning
Partnership which includes ourselves, the National
Trust, the Field Studies Council, the Wildfowl and
Wetland Trust and others. Our point is based on
two very simple principles, and the ﬁrst one is this:
that something you ﬁnd out for yourself is
massively more impactive on you than something
that is delivered as a piece of secondhand
information. In other words, there is no substitute
for experience. The second principle is a societywide one which is that surely it is unreasonable for
society to expect young people to value things of
which they have had no experience. It is that
combination of ﬁrst-hand experience and being
there and seeing it that leads to the lifetime kind of
values, and I am not just talking environmentally
but artistically, culturally—the whole gamut of
what we call civilisation, and increasingly our
research shows that less and less children are
getting that.
Dr Thomas: Chief executive, FS Council, also
speaking on behalf Real World Learning. We chose
Real World Learning for that very point; we
wanted youngsters to explore the real world. There
is a slight tendency, and a very understandable one,
that within the classroom and the laboratory to
some degree you sanitise things to ensure you get
a black and white outcome, because we have things
to perform. We want youngsters to do a particular
test; undertake a particular project, therefore we
tend to simplify it. Once you go into the outdoors
then you have to deal with a myriad of diVerent
conﬂicting issues and that is what real life is about.
It is about making decisions in the real world which
often do not give clear-cut answers, and if we keep
on producing, whether they are scientists or
humanities, graduates who see things in a black and
white perspective we will not get that generation of
what I would call concerned and aware citizens.

Another point that was raised by Will is that
memories bridge. There is increasing research
evidence which is showing that the ﬁeldwork
experience, the out-of-classroom experience, not
just ﬁeldwork but much broader out-of-classroom
experience, actually generates memories, and we
recall them and they act as a trigger to the cognitive
area, and increasingly evidence is showing links
between the eVective and the cognitive domains
which is suggesting that if you can visualise it
because you have experienced it, there is a
reasonable chance it acts as a trigger to greater
understanding so, putting the two together, that is
your added value—that experience in the real
world, and the memorable experiences helping
understanding.

Q4 Helen Jones: That is very interesting and I think
any evidence that you could direct the Committee
to from that would be very useful to our inquiry,
but can I follow up from that? Presumably if
outdoor education is to be eVective then all the
young people taking part have to have a quality
experience and we have had some evidence given
to us to say that some of the quality of outdoor
education is not as good as it should be. There is
clearly some which is very valuable indeed but
Ofsted criticises some poor value outdoor
education, as you will know; we have had evidence
from the Field Studies Council to suggest that it is
now becoming much more limited to many children
to experiences within the school grounds; I wonder
if any of our witnesses can tell us whether they
believe the quality of what is on oVer is
deteriorating and, if so, what do you think the
reasons are for that and what do you think ought
to be done about it?
Dr Tilling: I think certainly the FSC can pinpoint
trends which have been happening over a number
of years. As you have seen from your evidence, we
take something like 2,500 schools per year coming
through our centres so we are obviously in a
position to be able to see trends both in terms of
course length, of where people are coming from,
but also content, and a very strong trend which has
emerged in the areas that we deal with, which is
largely secondary biology, secondary science and
secondary geography is a diminishing of course
length, a contraction of the distance that people are
travelling, which in itself obviously throws up
various issues. But one of the things which has
changed undoubtedly is a much closer, much more
prescribed content than certainly was the situation
ten years ago, and particularly links with
coursework, for example, in both areas, both in
geography and in science, which now has led to real
concerns which have been shared by chief
examiners, moderators for most bodies of the
learning bodies, for example; that the whole
curriculum since it has become imbalanced has
become very driven by skills and techniques and
things which are easily measurable, or measurable
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in a predictable and, some would say, sanitised
way, and that we feel is an unbalanced provision
in that part of the outdoor sector.
Dr Gardner: I am Director at the Royal
Geographical Society which is the learning society
and professional body for geography with a wide
remit across geographical education, research and
wider public understanding. From our experience
in geography there are places where geography
ﬁeldwork is brilliantly taught and others where it
is much less well taught, so it is a very patchy
provision. This is despite the fact that the provision
of ﬁeldwork has, of all the disciplines, a statutory
status within the geography curriculum so, for
example, one young person from 5–14 might only
have three lessons in the school playing ground.
Now, there is nothing wrong with that and there is
a brilliant DfES project Growing Schools but one
questions is that enough in that period, and as they
move on to GSCE it may be just one day, and
possibly at A level two days. So there is patchy
provision and the picture we are starting to see is
one in which some argue it would be helpful to
have some guidance on, if you like, statutory
requirements as to the amount of ﬁeldwork, and
many of those that we have consulted suggest that
there are issues in the professional training of
teachers with limited capacity in very tight PGCE
programmes to include training in ﬁeldwork
inquiry and skills, and even if a geographer has
come through a graduate programme where they
are taught ﬁeldwork and taken in the ﬁeld, that is
very diVerent from then taking a group of kids out
in the ﬁeld and teaching them inquiry learning and
skills. So there is a need at PGCE; there is also a
need for on-going continuing professional
development in the training of teachers linked of
course because of teachers’ mobility around the
country to very real resources on places and
locations at which ﬁeldwork may be undertaken, so
we would say one element is the continuing
professional development of teachers and their
development from the various early stages right
through their career.
Dr Thomas: On the quality, there is a statement
that I think is from Stuart Mundy which is quoted
in our evidence, and it is a part of the NFER
research programme, that “out-of-classroom
learning, properly conceived, adequately planned,
well taught and eVectively followed up oVers
learners opportunities to develop their knowledge
and skills that add value”. It is when you have the
whole of that together. Where you have a snapshot
where it is not particularly well planned, where it
is seen as maybe a prize at the end of the year and
there is some evidence of bunching of out-ofclassroom learning at a particular time of year, if
it ends towards the end of term you have then 5–6
weeks, what is basically gained in that experience,
especially if it is a short-term experience. So it is
where you have schools that are clearly identifying
and developing a school policy towards out-ofclassroom learning, and that it is progressive from
year to year from key stage to key stage that you

are developing quality, and people can clearly see
what is being delivered and can clearly see where
it ﬁts within the whole curriculum, rather than
these one-oV snapshots which can be very good in
their own right but do not actually add the value
that you are exploring.
Q5 Chairman: You have a lot of experience
between you. Is there a guide? What is the guidance
to schools and local education authorities about
what is the best quality of experience meeting at
your point, Anthony? Is there a model of what
works best in terms of your approach, a continuous
approach over time embedded in the curriculum?
What sort of information do you give to schools in
order to help them perform well?
Dr Thomas: I think that is a rather interesting
question. There has been some excellent advice put
forward by both of the geographical associations
and also the Royal Geographical Society IBG.
They have given a great deal of advice both in the
management of groups, especially with health and
safety, and also in the diVerent approaches. It is
interesting that if you look across the border to
Wales, and I know this inquiry is not covering
Wales, they felt it important to gather all the
various groups together and they are producing a
code of practice as a guidance document for outof-classroom learning. If you look at some of the
documentation from the Association of Heads of
Outdoor Centres, from NAOE before it became the
Institute for Learning, they have also produced
guidance, as have NAFSO, and you spoke, Chair,
at a number of NAFSO conferences in the past.
They have also produced guidance and also oVer a
series of workshops to both members and
interested participants. I would not necessarily say
there is a deﬁnitive guidance: I think one of the
pieces of comment that comes out of the research
and also out of the chief inspectors’ research is to
identify more clearly what is the best practice and
how that assists people in terms of identifying what
they learn from diVerent sorts of activities, and I
think as a sector we have to explore that more
ourselves.
Q6 Chairman: When there is a good experience
what is the evidence? Where does it come from? Is
it a committed head? Is it a good LEA? What
marks oV the good from the not-so-good? Where
does the inspiration come from? Is it from the
head?
Dr Gardner: Again, I can only talk from the point
of view of our consultation with our committees
and members and so on but it certainly requires a
committed head; it certainly requires a passionate
teacher; and one who is knowledgeable about the
area in which they are undertaking that ﬁeldwork.
It also comes back to this idea of progression and
continuity in ﬁeldwork, not a one-oV experience. It
is part of a programme of development that is an
educational development over a period of years, so
I would say of those three embedded in the culture
of the school and the curriculum, a passionate
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teacher and a really committed head who sees and
understands the values, and can convince their
governors too, of the values of out-of-classroom
learning.
Q7 Chairman: Some evidence we have had suggests,
and our experience going round schools is, that
local educational authorities used in the past to
own buildings, have centres, and so on. Has that
gone into decline? In a sense you do need to have
access to premises in the right location, do you not?
Is that a problem?
Mr Ripley: That certainly is the case. The
authorities where we have the greatest uptake from
schools with Outward Bound are quite often those
authorities where they have still got infrastructure,
so it stems from the top of the education authority.
There is a commitment to outdoor education and
outdoor out of school learning, residentials and so
forth, and that ﬁlters down. What an education
authority by and large cannot do, and there are
some very unusual exceptions, is provide that
facility right across the piece but what they can
provide is that leadership, and that is the key issue.
It is about leadership, as Rita says, from the head
teacher, from the teachers in schools. That is what
really makes a high quality outdoor educational
experience, and it is where it is integrated into the
school. I have been into schools where they have
integrated Outward Bound right across the school,
and you would meet teachers who were completely
over to one side from the residential experience but
they will have seen the beneﬁts of it because the
young people would be going away getting those
skills, and yet the maths teacher is telling me “Oh,
yes, it is much better when the kids have come back
from Outward Bound because they have some
changes in attitude which they can experience in
their maths lesson” whereas they would not
naturally be the people leading that, so you have
to have the leadership from the top of the school
to make that into reality.
Q8 Chairman: Is this experience mainly for betteroV kids? Have you done research on who gets the
beneﬁt? I am very concerned that many of my most
impoverished constituents probably do not travel
far from their homes in their lives, especially in
their educational lives, and middle-class kids go to
the seaside, get out-of-school experience and all the
rest. Is it a posh club, external access to the
environment in schools?
Ms Henwood: On behalf of the Trust only on this
about 40% of 30,000-plus young people that come
through our courses we ﬁnancially support through
fund-raising. That said, we are turning people away
because we cannot fund them. The other problem
that we are up against particularly is that when you
are asking parents or schools to support funding of
a course you are put in the same bracket as an
activity holiday, and we are very keen to make sure
that the understanding and commitment from the
purchaser, be it the school or the parent,
understands exactly what it is that they are getting,

some educational development. You could say that
this is a club for posh kids but actually what you
tend to ﬁnd is that at some of the posh schools the
parents have spent all their money on school fees
and they cannot aVord this either, so you have to
be quite careful with your terms of inclusivity or
exclusivity.
Dr Tilling: We have some evidence to support that.
In the evidence that has been submitted to you, the
FSC has been involved in the London Challenge
project, and as part of that earlier this year we
carried out a survey of London secondary schools
which included interviews in thirty schools in ﬁve
of the most disadvantaged boroughs in London. In
total we had data from one in three secondary
schools in London and the evidence we got from
that was very interesting and surprised us, in that
there appeared to be absolutely no pattern in terms
of a third of schools. We were oVering 100%
funding to those schools, so fees, transport, supply
cover was all covered, yet despite that a third of the
schools did not take up the opportunity. We have
never quite managed to ﬁnd out why but we have
managed to ﬁnd out who was not coming, and
there is no pattern in terms of value added tables,
in terms of GCSE league tables, in terms of free
school meals, in terms of any socio economic
ﬁguring—so it is not as simple as a straight
ﬁnancial need. There is something more
fundamental in there.
Mr Simpson: I think it is probably important that
the Committee recognise that we are talking about
a huge spectrum of out-of-classroom learning as
represented by a long list, from the residential
through to ourselves and the National Trust who
handle enormous numbers of children but almost
exclusively on day visits. From the RSPB’s point
of view as a national organisation we know
absolutely that if I compare the take-up between
our reserve in Pulborough in West Sussex
compared to Marsden Rock in South Tyneside,
and the research we have done with teachers, cost
is a major factor and there is a very pronounced
link between those schools who I would argue need
the experience most and, in our experience, some
of the children least likely to get it.
Q9 Chairman: So should there be a right to a
certain amount of out-of-school education that
every child is given? The word “voucher” would
never cross my mind but should there be some
entitlement that every child should have, and we
can ﬁnd out if they have had it or not?
Dr Gardner: I would certainly agree there should
be an entitlement. I wonder if there are mechanisms
that might be explored a little bit like the e-learning
credits, but that is on your side of the table rather
than mine. I do feel very strongly that we also need
to take note of the fact that some excellent
ﬁeldwork and out-of-school activities can be
carried out locally in the environment. We have
tended to concentrate here on young people
experiencing new social and environmental
circumstances. Do not forget that in geography at
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least a great majority of the ﬁeldwork for those
under the age of 14 is carried out within their local
environment, and if that is a city environment then
there are great challenges in local neighbourhoods
and diVerent neighbourhoods.
Chairman: Excellent. Well, it was Helen’s job to
warm you up, and now it is over to Andrew to ask
you how this relates to the school curriculum.
Q10 Mr Turner: Dr Thomas has suggested in his
paper that there should be a clear direction that it
is important, and that out-of-classroom experience
should be an integral part of every child’s
education. How strong a direction? Do you mean
it should be part of the statutory curriculum?
Dr Thomas: Well, to some degree it is already.
From 5–14 within geography there is a requirement
to explore the outdoors and to undertake inquiry
through ﬁeldwork. Elsewhere, it is not, in a sense,
a statutory requirement and there are options that
even with an outdoor adventurous activity is not
one that you have to opt for rather than it being
in a sense an element that every candidate will be
exposed to. Even within geography there is
evidence from work I have done with a colleague
on Ofsted reports that at key stage 3 in particular
certain schools are not meeting their statutory
requirement, so even when there is a statutory
requirement there is a failure on delivery.
Q11 Mr Turner: So on the basis of that are you
suggesting that the requirement should not go
any further?
Dr Thomas: No, I would be saying probably the
opposite; that at the very minimum there ought to
be delivery under statutory. One might get the
impression from some of our documentation that
this is only about geography and science. It is about
humanities; it is about the whole issue of citizenship
and out-of-classroom learning are so integrated, so
powerfully go together, and that was our evidence
to Professor Crick when we put evidence to him
when he was discussing the whole question of a
citizenship curriculum. The Secretary of State uses
the word “signalling”. He says that he “signals” to
the sector that this is important, and I believe
personally he does believe it is important both for
day and residential out-of-classroom activity. I
think it needs more than signalling; it needs to be
a statutory requirement in certain areas; where
guidance is given that it is appropriate it needs to
be backed up by helpful suggestions of how that
guidance can be integrated. On occasions some of
the schemes that work I think that have been
developed are very good pieces of work; I would
have liked to have seen more integration of the outof-classroom learning opportunities within those
schemes of work.
Q12 Mr Turner: I am very sympathetic to the
objective but I am worried that when the national
curriculum was introduced everyone wanted to
hang the bauble on the Christmas tree and we have
been trying to slim down the Christmas tree ever

since, and now we have people asking for out-ofclassroom, we have community service, additional
sport, competitive games, musical instruments—
one could go on. Where does your objective and
perhaps ours come in relation to those other
objectives because, whether it is a signal or a
statute, it has to form part of a priority list, has
it not?
Dr Tilling: I think one of the things which will
occur time and again over the next few minutes is
you have just mentioned a whole list of things and
various bodies making various recommendations.
One of the strong points which emerges from all of
the documents, both our reports and the evidence,
is that we would see multi agency actions being
necessary to support the provision of outdoor
learning. For example, if there was a prescription
for schools that have to deliver outdoor learning,
with that obviously is a demand for CPD and
teacher training because simply putting something
on paper cannot be delivered. There would have to
be, we feel, a building of critical mass in terms of
being able to deliver this, and I think one of the
other things which has come through from the
Tomlinson Report is that within the sector there
are lots of opportunities for more joined-up
thinking, if you like, so perhaps PEs as exclusive
from geography or from science—there are
possibilities to deliver across the sector which does
not mean that coming up with a long list of bullet
points, if you like, means we have to choose one or
two. It can be delivered coherently.
Q13 Mr Turner: Mr Ripley was saying that it does
not apply to everyone, I think the phrase was. I am
not quite sure what did not apply to everyone but -Mr Ripley: I was kind of answering the speciﬁc
relating to outdoor adventure rather than to out of
class learning. That was really the point I was
making.
Dr Tilling: Can I give you an example of what is
happening on our courses? As people pointed out,
we are traditionally a supplier of science or
geography courses, and people to do either/or.
What is happening now is there is a recognition
within schools that they can achieve both at the
same time. I know, for example, within outdoor
and adventure sector there is now more attention
being given to courses which combine curriculum
areas and subject areas with outdoor activity, and
the feedback we have from London Challenge
courses is that that is absolutely spot on. They do
like activities which deliver, for example, subject
areas but also like other areas which are delivering
more strongly in personal and social, the other
development areas—PSE for example. You were
asking about value: I think there are areas in which
value has been developed all the time within the
outdoor sector.
Mr Simpson: I think, Mr Turner, it is important to
say we are not asking for extra bits to be thrown
into an overcrowded curriculum. Quite the
contrary. We are talking here about what we
believe is more eVective delivery of whatever
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curriculum DfES wants to us operate, and this is
all about creating a climate where there is status
and support for the kind of out-of-classroom
learning where it is appropriate, not where it is
ubiquitous, and certainly not where it is extra.
Q14 Mr Turner: So it is not extra but it is better
of the same. In that case, is it not something which
schools, if they assess their performance properly,
eVectively, would be able to judge for themselves,
or should be able to, and which produces
demonstrable beneﬁts for their pupils and,
therefore, should not need signals or guidance on
statute?
Mr Simpson: Coming very quickly back on that,
one of the perverse things we found with our
research is that the schools where out-of-classroom
learning is thriving are those where they are
conﬁdent, they are successful, they are
demonstrably succeeding. There seems to us to be
a direct link between those schools who, if you like,
are not quite as conﬁdent, who are not in their
Ofsted inspections succeeding and being widely
praised. They tend to retreat into the prescriptive
curriculum more so I think it is human nature. That
is what people would do.
Q15 Mr Turner: So prescriptive curriculum is a
comfort blanket?
Mr Simpson: Yes.
Mr Ripley: The point I was trying to make in my
notes was that the schools that are taking outdoor
learning to its highest level are really the highperforming schools, and for them they will ﬁnd a
way round any of the problems and issues. For
those schools that are not performing that do not
have that level of conﬁdence, if you like, they will
say “Oh, no, this is something too diYcult, let us
get down to the basic minimum requirement”. So
we have schools that are taking their young Year
7 children out of school for a whole week of the
curriculum at the beginning of their ﬁrst year of
secondary school. The beneﬁts they see result in the
fact that by the time they get to Christmas they are
really adding value to those young people’s
education, yet poor performing schools are taking
those kids in and it is beyond Easter before they
have a coherent group of Year 7s. So it is not about
building it into the curriculum; it is saying that by
doing interventions like that, you can improve all
of the other elements that are existing in there and
that requires a degree of conﬁdence, and it is about
a message of value; this is a valuable thing to do;
this is what high-performing schools are doing, this
is what Ofsted sees as adding value. That is the kind
of message that we are trying to get across, as it
were.
Dr Tilling: Again, to give you an example of how
that might work, in Birmingham schools some of
the most imaginative outdoor learning goes on
through ﬂexi days where timetabling is completely
thrown up in the air and everyone works together,
so all the subject departments work together. In

that case a number of diVerent targets can be
reached within various departments, but it does
need a whole school approach.
Ms Henwood: You do have to deﬁne what you
expect the value output to be because it is very easy
to tick a box that says “outdoor learning” and until
you determine what the criteria are that you are
expecting to be delivered against that then it is not
going to add any value at all.
Q16 Mr Turner: That is rather the point I was
going to challenge Rita Gardner on; that you asked
for some ﬁeldwork but there is such a wide range, is
there not, for summer residential experiences which
outside the home are unheard of, but for others it
is frequent. It seems to me that you have a good
product which you are not able to sell and I am
rather concerned that you should rely on politicians
to be able to sell it for you because politicians are
notoriously badly trusted. So why do you think we,
or the Secretary of State speciﬁcally, would be
better than you at selling this, who know about the
product and know about the beneﬁts?
Dr Gardner: We do have a good product that is
capable of being sold. I think it is not simply
politicians selling that message for us, of course.
We need to sell it ourselves in terms of good
exemplars, drawing together good exemplars. What
is the National College of School Leadership in a
sense doing here? What roles could it play in
facilitating amongst the heads of schools greater
awareness and understanding of ﬁeldwork and outof-school activities? So I think there is a number of
players. There are the teachers themselves; there are
the subject bodies and other associations involved;
we
can
provide
continuing
professional
development; we can try and assist and work with
teachers to raise standards overall in the provision
of the delivery of the ﬁeldwork experience; we can
to some degree work with others to provide
resources to support that, but if there is not a
message coming in a sense from on high about the
value of out-of-classroom learning in a curriculum
that is very tight in a school timetable that is
equally very tight, so, for example, many schools
are ﬁnding that they can only put their ﬁeldwork
at certain times of the year because of the tightness
of the curriculum, in a school where resources are
very tight and when schools can sit behind, yes, a
statutory requirement in geography but without
any guidance as to the extent, so it can be those
three hours over years 5–14—the point I am trying
to make is it is a game that all of us have to play.
I do not mean a game in a jovial sense but it is an
issue we all need to contribute to from our areas
of expertise if we believe in out-of-classroom
learning, and one of those contributions should be,
in my view, a stronger signal of the value of outof-classroom learning from the politicians and
through DfES as a partner in the whole.
Q17 Valerie Davey: Following on from that the
educationalists presumably, on the basis of all that
we have said so far, see this as added value. How
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could they better improve teacher training? We
have mentioned PGCE courses but in all the
teacher training what would you like to see there
which would be better value for the outcome in the
schools to which those teachers will go?
Dr Thomas: I think one of the interesting things
about the guidance from TTA, rather like as has
been suggested elsewhere for young people, is that
the curriculum has been loosened up now and has
been quite prescriptive. There have been challenges
in terms of coverage. I think what we were hoping
for was that as young people, and our belief is
especially those within science and to a lesser
degree within humanities, they have less experience
both with their parents and also in school of outof-classroom learning. They do not build up that
background, and that has increased as you go into
higher education. There is evidence within sciences
that there is less and less out-of-classroom learning
going on. In biology per se, and understandably
because all the research money now is for
biogenetics and biochemistry, there is little
emphasis on ecology so therefore, because there is
not, you do not go outside the classroom, you do
not go beyond the laboratory. You then enter, if
you are doing a PGCE course, with limited
experience and probably get under the new
guidance one day—and this is not anecdotal, this
is personal communication with lecturers and
institutes of teacher education. They can allow one
day’s dedicated learning within what they provide.
There is the opportunity for voluntary weekends.
So what would we like? We would like some
experience. We would like to go beyond. Health
and safety is important; risk assessment—very
important. Yes, we see those as building blocks but
they are in a sense the basic foundation skills which
allow you to do the activity in a health and safety
approach. What we also want to do is give people
the conﬁdence and the competence to work with
young people out of doors. It is diVerent, whether
it is in the school grounds, the local community or
some distance away, so it is getting that experience
and giving them some opportunity of a little bit of
contextualisation, and not just have the theory of
working outside the classroom but putting it into
practice. As we want our youngsters to have that
put into practice, young teachers need that as well.
Mr Simpson: To take up on that, this is not a
conspiracy. I do not think anybody ever set out to
deny trainee teachers or even in-service teachers the
capacity to do this sort of thing, but I do think it
is a consequence of the way the whole thing was
organised. When the national curriculum was
instituted and the silos of the subjects were built,
obviously that was what was concentrated on
within training. What that has led to, certainly in
primary sectors, and anybody who goes into
schools will notice this now, is the demise of things
like the nature table. I am not trying to look
through rose-tinted spectacles but it is just kind of
going out for a walk and collecting things and
being curious about that sort of thing, and
gradually less and less teachers are in a very rigid

training system which is as crowded as the
curriculum itself and it is not becoming the norm
any more. One of the problems with it is, and I
would like to say this right at the very end of the
education sector, is that although they are not here
agencies like the Environment Agency will turn
round to you now and say, “We have real problems
recruiting people with the kind of taxonomic skills
and the skills of going and recognising things that
only come through experience that we need to take
the environmental agenda which is ever more
important forward”, so there is a cost right at the
end of the process.
Dr Tilling: Supporting what has just been said, one
of the comments which often comes back from our
colleagues working in universities who are
delivering PGCE courses, for example, is that
obviously there has been an increasing dependence
on, if you like, in-school training, mentoring within
schools, and even within the schools an age and
cohort, if you like, perhaps of teachers who had
these skills who are dropping out the other end, and
we were joking earlier that we are actually a
representation of that cohort, if you like. So if a
new teacher comes into a school and is looking for
that sort of support within the school, then the
chances are it is no longer there so unless it is
delivered through the college then it will not be
delivered, and the stance that we have at our
ﬁngertips suggests it is also disappearing from
college provision. One of the responses that we
have made jointly with the British Ecological
Society is to set up some sponsored training courses
for PGCE students, and these are biologists and
geographers, and again the take-up of those
courses has been very good and the responses and
evaluations to those courses has been very good.
The interesting thing is that what seems to have
happened is that we had to put a ceiling on those
courses because of the amount of funding that was
available or just putting two or three from any one
institution, and what seems to happen subsequently
is that a number of institutions are then coming
afterwards so the students have gone back and said,
“This is a very worthwhile experience; it has helped
us in terms of our training” and then the following
year a number of year groups from that institution
actually came along, and what that suggests to us
is that sort of thinking has dropped out of the
system in terms of training, and this is beginning
to feed it back in again but it does need a lot more
support and a lot more impetus to really get it
integrated.
Dr Gardner: I think it goes also beyond the formal
sense of training in a number of areas. One is that
much of the ﬁeldwork inevitably will be based
around local areas. Whether it is the local area you
live in or a local area that you visit there is an
enormous amount of government data available
now on local areas from the Census,
neighbourhood statistics and so on which, at the
moment, is not as ready available to teachers as it
might be, and this is something we are working on
within the Society. So there is the knowledge
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resources and areas change and develop, and we
have some of the data available to be able to
illustrate that. That is the ﬁrst point. Secondly,
accreditation. The subject bodies or professional
bodies through their disciplines can perhaps do
more to ensure that in their teachers’ plans of
accreditation they can put an emphasis on CPD
programmes that relate to ﬁeldwork, for example.
Lastly, we have talked about the teachers at the
coalface but there is also the Educational Visits Coordinators, and we have been providing a
substantial number of courses on risk assessment
and management for Educational Visits Coordinators, including those who are taking overseas
visits as well, and we feel very strongly that all
schools should be encouraged to have an
Educational Visits Co-ordinator to work alongside
the teachers in the delivery of the out-of-classroom
activities.
Q18 Valerie Davey: I think what is coming out of
that discussion is that if there is added value for
out-of-classroom then there ought to be added
value for out-of-lecture room for all HE studies,
whatever they may be, before they get to the addon of the PGCE, and dare I say out-of-Parliament
which is what we have just experienced! We reckon
it is added value and, if it is, right the way through
the system then how do we get parents on board,
because if they knew that this added value of
hands-on experience was valuable to their
youngsters learning then perhaps a few more of
them might do it. My train journey from Bristol to
London has been transformed by a Dad with his
four-year-old son who have talked non stop the
whole of that journey pointing out a building
without a roof and this station and that, and it has
been brilliant, but how many parents do that? The
added value of that for that youngster was just
brilliant. It was demanding. I can remember those
days when those children asked and asked but I
have not had a journey like that on that train for
a long time, so what are you doing to enable
parents to recognise the value of what is happening
in their schools but also what they could be doing
by walking to school and observing and getting
involved?
Mr Simpson: There is no easy answer to that. I
would point you in the way of pester power being
proven by our marketing colleagues to be a very
signiﬁcant motivator. Allied to that, I know we are
talking about the formal sector. I think we need to
recognise that there are two sides to the way that
young people live—the school and the home. Yes,
ideally I would love every child to have the kind of
experiences you are talking about but I think we
need to recognise that, for instance, the kind of
experiential discovery play that used to be the norm
is now no longer what children have, and at a time
of material prosperity many children’s physical
world is shrinking. Obviously the education sector
cannot make up for parenting but I would argue
very strongly that, in the absence of things coming
from home, the education sector has a duty to

allow children to experience that sort of thing and
hopefully generate the enthusiasm that will make
them go home and demand those kind of
experiences more from their family. It sounds a bit
trite but what we cannot do is, on the one hand,
accept that parents do not allow children to play
out any more and all of the things allied to that,
and then have this formal education system wash
its hands in it as well.
Q19 Chairman: What we are trying to get out of
you, though, in terms of all of your experience is
what the best way to provide that is. In a sense
when we ask you questions within a category like
the study of geography or the study of a speciﬁc
subject as a ﬁlm study linked, what I think Val was
getting at in her way, and let me put it in mine, is
how do you get a whole group of kids in school to
start thinking about global warming, and how do
you then take them out into the external
environment to do that? It is not subject speciﬁc:
it is what every child in this country should know
about because it is going to inﬂuence their lives and
the lives of their children. How do we do that better
when it is not subject speciﬁc? How do we raise the
consciousness, change the culture? How do we do
that?
Ms Henwood: I cannot speciﬁcally talk about
global warming but I can talk about how we try
and encourage the parents and the kids and our
teachers to come on our courses, and that is about
going to the schools and talking to teachers and
parents and children about what they are about to
experience, and what they will get from that. There
is nothing that makes up for it other than hitting
the streets and doing it. For parents, or the units
of the family, there is this, as we know, abrogation
of responsibility to schools to engender, to take up
responsibility for other areas and skills that they
should be developing, so you are not necessarily
talking to an easy audience and they will not always
turn up and listen, but those that do are very
persuaded and you carry on the communication so
that when the young people come back from their
experience they then present back about what they
have learned and what they are going to do as a
result of it and you carry on that as a continuum
within the education environment they are in. But
it is about creating proﬁle and worth and value
around the whole subject, and we can only do it
from a very small percentage and we are relying on
bigger agendas taking part.
Q20 Chairman: Whose? On Friday I will be
presenting Computers for Schools in my local
Tescos. Tescos takes one pound of every seven
spent in the country, as I understand it, these days.
Should large companies like that really be getting
involved promoting the kind of programme we
have been discussing here? Should the Bill Gates
Foundation? Should it be coming from that sort of
partnership at a very senior level?
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Ms Henwood: We have a number of those for
example, HSBC and Barclays Capital, who will
support us over ﬁve years with a signiﬁcant amount
of funding to do that. Yes, they have an agenda
that they want to ﬁll on corporate social
responsibility, which is absolutely ﬁne because
everybody is in a win–win situation, but, yes, we
have to look at that sort of funding from those
sorts of companies who can involve the level of
people we want involved.
Dr Thomas: There are examples of large
companies, and as Chair of the Welfare and
Wellness Trust I can say that HSBC has been very
generous to that particular Trust in terms of
funding travel to centres, and as travel is an
increasingly spiralling cost for many schools and
youth groups, it has been a tremendous beneﬁt to
getting access. Trying to get to parents is very
challenging. All the organisations linked to the
Real World Learning campaign have family groups
and speciﬁc initiatives for young people that they
try to run and engage for youngsters and
youngsters with parents and grandparents. On
occasions grandparents and guardians are probably
better people because they have a bit more time, so
they say, to be with young people, so I think there
has been a lot of initiatives from this sector to try
and make their engagement but trying to get to
individuals is quite charging. Parent/teacher
organisations is another route that we are taking to
convey the beneﬁt, and also we are looking at after
school clubs and things of that nature. RSPB has
run after school clubs, Saturday clubs as another
way of trying to engage people in out-of-classroom
learning. You’re right in a sense to point the ﬁnger:
it is a responsibility of the sector to convey the
beneﬁts, and I am not about more prescription but
I am about trying to, in a sense, redress the balance,
because I think we have got a bit out of kilter and
increasingly we have to get an engagement about a
cost beneﬁt analysis where people are more aware
of what are the beneﬁts in out-of-classroom
learning. As you say yourself, it is not just teachers,
not just heads, governors, but parents. You get that
message across, and I think the media, which we
have not talked about today, also has a role
because some of the media is fast to make very
negative judgments about when things do go
wrong. There are not too many good news
stories—and I know good news does not sell many
papers but there is a need to try and get that
balance, and that is what I mean by the signal—to
try and have that positive engagement about
having that fair cost beneﬁt analysis, and how we
do that is say “Yes, we are asking for a bit of
guidance and support from politicians, but also we
recognise we have a signiﬁcant responsibility within
the sector”.
Mr Simpson: I have two very quick examples. We
cannot solve this problem in one go but I would
point you to the fact that in the RSPB we know
there is a very clear linkage between children
visiting our reserves with school parties during the
week and then coming back with their parents at

weekends. We statistically know that, and in some
of our reserves it can be up to 70% of children
returning. Equally, statistically we know there is a
very clear linkage between children joining Wildlife
Explorers, which is our junior branch as children,
and then coming back and being environmentalists
and joining the RSPB as adults when they grow up.
The gap can be as long as 25 years but nevertheless
in childhood the seeds that are sown are very
important.
Dr Gardner: Let us perhaps not forget that parents
do support out-of-classroom learning. They pay for
it on a regular basis so although they may not be
standing there waving banners saying “We support
this”, inherently they do support it and it would be
very interesting to know and have a much better
handle on the extent to which parents more
generally support that area. One of the areas that
we have touched on is risk and we have seen an
increasing number of parents concerned about risks
for their children on out-of-classroom activities,
and it comes back partly to the media—and the
individual cases are indeed very sad—raising
awareness of the relatively low, in comparable
terms, levels of risk. If I may just quote -Chairman: Do you mind just holding on because we
are going to come to that area in some detail. We
do not want people’s noses to be put out of joint
because their questions have been stolen by another
Member! Paul is going to ask you a couple of
speciﬁcs.
Q21 Paul Holmes: It is partly in terms of the
framework that has been put there to try and meet
those risks, after one or two particular tragic
incidents that we had. You now have the
Government, the Department for Education and
Skills issued guidance in 2001 as to what should be
done to minimise that risk. You have local
education authorities who are now supposed to
have an outdoor education advisor in place. You
have schools who are supposed to have the
education events co-ordinator in place. You have
a whole bureaucracy of paperwork which I
remember well from ﬁlling in myself as a teacher
not many years ago, to try and do the risk
assessments and everything. Has all those layers of
paperwork and guidance and coordinators, is that
a good step forward or is it unnecessary
bureaucracy?
Dr Thomas: I think there is some excellent guidance
provided by the Department, by local authorities
and by many, many schools. I think that where
teachers follow them, then as far as one can, in a
sense, be predictive and manage risks, then you
create a situation which is reasonably positive.
Having said that, I think what we are picking up is
examples where teachers do feel now it has become
excessive; the anecdotal comments that it takes me
16 forms to ﬁll in to take a half a day trip to an
RSPB reserve, which was used by colleague in a
diVerent context a day or two ago. If that is the
case then do we have the right balance because
that, in its is right, is becoming a barrier. Whilst we
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know that we have to demonstrate health care, the
health, safety and welfare of young people, of
teachers, classroom assistants, accompanying
parents into consideration, as well as others they
might come into contact with, if we become so, in
a sense, bound by this, then I think you will just
put people oV. I think there is a genuine worry that
there is the other element which is about the fear
of litigation, which you might want to come on to
in a moment or two, but it is out there. I know that
the Regulation Task Group did this report that was
quoted by the Chief Inspector recently in his
outdoor education report. There has been a
reduction of maybe 600,000 in terms of claims in
the last year, a tremendous reduction, but there is
still a real fear of litigation.
Q22 Chairman: We are coming to that in the next
session. Okay. Anybody want to come back -- what
about these events co-ordinators? How many
schools have these?
Mr Ripley: Increasingly schools have their events
co-ordinators. I think it just is increasingly hard for
teachers to get out of the classroom. The challenge
for us is always to make that as simple as possible.
Q23 Chairman: There has been a massive
investment in teaching assistants to free up teachers
to have more time to do other stuV. Is that true?
Ms Henwood: We have had two examples recently
where courses have been cancelled because they
could not get the cover for teachers.
Dr Thomas: It is an interesting opportunity to use
classrooms assistants and if you provide them with
training to take on some of this bureaucratic
responsibility. I know the FSE is discussing this
with Open University colleges to develop modules
to prepare classroom assistants to take on some of
that task. Personally, I think that is very positive.
Q24 Paul Holmes: Partly, again because you have
the layers now of defensive paperwork and coordinators, and so forth, which obviously is very
good from a safe point of view. Two questions: (1)
is it possible to quantify in the last three or four
years since this network has been set up, and has
there, therefore, been a reduction in serious
incidents and injuries and fatalities, or is it not
possible to quantify, or is the level exactly the same
and the Press was just hyping it up and it was all
taken out of proportion?
Dr Thomas: Obviously, the source of the detailed
information will be with AALA and with the
Department, who would have a clear indication of
those incidents and accidents that have taken place.
Obviously, we are all aware of the very tragic
accidents that occurred in the Leeds Group not too
long ago and also in the Lake District. I think if
you look -- and we were looking at the last 25 years
of evidence -- and I think you are looking at
probably something in the order of 30 fatalities
over that period. My own view is that fatalities that
occur, you have one or two sad rather high number

of fatality events and I have not necessarily seen a
clear change. I think I will stop there. I have not
necessarily seen a clear change.
Q25 Chairman: I just want to press you a bit on
the availability of teachers to do this job. What is
the myth and what is reality? Has anyone costed
how much this work costs a school and would it be
better if you just franchised it oV? The information
cannot be to look after outdoor education for kids.
Are their commercial concerns that do that? If you
want X amount of, if you take my model, every
child has an entitlement of ten days a year. You
have to deliver that or Ofsted is going to come and
be rather nasty to you. Should it not be up to you
to do it? You can hire someone to do it with the
legal responsibility if you are too busy in the school
or you can get parents to do it, but you make any
arrangement you like, surely. Why are you making
it such a fuss about this?
Dr Gardner: The experience has to be one, in my
mind as a former ﬁeld work teacher in higher
education it has to be a learning experience. Now
that we have all the improved risk assessment and
so on in place, the quality of the experience we can
now start to really build on. I do not personally
believe that outsourcing that, taking the kids out
for a few days and bringing them back, is
necessarily a good idea. The Field Studies Council,
of course, does a brilliant job on the sorts of
courses that it does, but to outsource it generally
means that you lose the opportunity, which is a
very substantial opportunity, for the teacher and
the class bonding, which is a key element we did
not refer to earlier on. You lose the opportunity to
bind that work eVectively into ongoing classroom
activities and learning. You also lose the
opportunity to build your progression through
ﬁeldwork from 5 to 14, in some cases, because,
again, you have lost your continuity. I really
strongly feel that to outsource the learning base of
out of classroom activities is losing an enormous
amount of the potential value added, so we do need
to release teachers into this.
Dr Tilling: You asked two points of evidence. One
is what the actual costs are and we have very
precise costs. For example, the London challenge
where we have the funding to pay for transport and
fees, and I do not have them at my ﬁngertips, but
I think that the ﬁgure that springs to mind is that
a quarter of the costs ended up paying for those
residential courses actually went towards supplying
cover. Just to enable students to come out of the
London schools and go on a residential ﬁeld trip I
think two thirds of the cost was actual fees, but the
rest of the money was towards transport and
supply cover. The other major barrier that was
identiﬁed, and we have been talking about barriers
at diVerent levels within the school community, the
major barrier that was identiﬁed at school level, so
management level within the school in terms of the
residentials, was actually the quality as well as the
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level of supply cover. It is not simply having the
money to buy someone in to cover the course. It
was also the quality of the supply.
Q26 Jonathan Shaw: It is the bit that people have
heard spoken about a little bit in terms of the
barriers and the litigation and all the stuV that we
get in the media. I enjoyed reading the Outward
Bound magazine. There was not one young person
there who had lost their sock and they were
complaining; they all seemed smiling, happy
people.
Mr Ripley: Of course.
Q27 Jonathan Shaw: Of course. Is it laziness? Are
people scaredy cats? What is wrong with the
perception within our society about Outward
Bound activities? I am using “Outward Bound”. I
will get into trouble if I use that all the time.
Mr Ripley: I think we are talking here about the
fear and risk of litigation and the accidents. When
tragic accidents have happened, and they have
happened, they go right to the top of the proﬁle. I
think that what happens then is that that spreads
a fear and people are very, very concerned, parents
are very concerned, teachers are very concerned,
schools are very concerned to make sure that they
have dotted every i and crossed every t.
Q28 Chairman: So we get 16 pages.
Mr Ripley: You have 16 pages. We have a licensing
system and yet a school will apply to come and do
a course with us and so there is a process that they
go through whereby they will send us their Local
Authority forms, “Will you ﬁll these forms in”. The
ﬁrst question is: do you have an adventures activities
licence to which the answer is yes. Instead of saying:
go to the bottom of the form, because we have had
an external agency do all that work, it then says,
“answer all the questions that you have already
answered for the licensing authority”. That is the
kind of reaction and process that we are in amongst.
When you then get to a situation where you are
asking teachers to do that on their own back it is
relatively easy for them when they ask an
organisation like us to do that. They can cover,
something Barry was saying, you can buy in some of
that service, but when you are looking at trying to do
that in the school as well it just compounds the issue.
It just compounds the diYculty. I think it is a
balance between perception and actual reality. I
think when you look at that evidence on the ground
there is a big gap between the two.
Dr Thomas: I think there is another issue as well, that
if one of the leading trade unions actually gives you
advice to its members.
Q29 Jonathan Shaw: My next question. Go on then,
answer it.
Dr Thomas: I keep on digging a bigger trench for
myself. If one of the unions gives you advice not to
take your own groups out of the classroom then for
many members that is going to be a negative thing.
There you are, they are your union group, they

obviously oVer to provide you with legal advice if
you get into diYculties, et cetera. If they are saying,
“our advice is that you should not take groups out”,
then I think that is quite challenging for a teacher
who belongs to that union. You either move union
or you say do I put it aside and all the risks that go
with that or do I abide by that guidance. The sector
has to engage with unions absolutely. I think it is
critical that the sector does engage with all the
unions and to discuss some of the issues that they are
concerned about. The Real World Learning
partnership has been doing that with a particular
union that has these concerns. One of their leading
people spoke at an RSPB fringe at both the Labour
and the Liberal Democrat conferences. They
basically said that many of their members do put
their guidance aside, but they still feel obliged to
give, because of the situation, because of the climate,
because of what they regard as safe, and for
legislative process, their view is that they will
continue to give this advice to their members. That
does not mean that they will not necessarily say if
you go with that provider or that provider you will
be reasonably okay because I know that they have
made gestures in that direction.
Q30 Jonathan Shaw: You can answer my next
question.
Mr Simpson: 16 pages of a form to visit an RSPB
reserve, actually it was 16 diVerent forms. Many of
those forms were multi-paged. This was for the most
hazardous activity involved: going pond dipping,
not in itself recognised to be a particularly
dangerous occupation. I think we have to recognise
that teachers do have this fear. I think they feel that
they are bottom of the food chain in this. What they
feel is that everybody else, all the organisations and
bureaucracies around them, are being very defensive
and covering their own backs, but ultimately it is the
teacher who feels exposed. I am afraid unless that
culture is changed in some way and teachers are
made to feel supported, valued and will be defended,
of course nobody is talking about defending
negligence, then it is a not unreasonable point of
view for the teacher to say: it is easier not to go.1
Q31 Jonathan Shaw: Yes, but if you are ﬁlling in 16
pages to go and scoop up a few tadpoles it is no
wonder that it creates and atmosphere when people
are a little bit concerned.
Mr Simpson: The ridiculous nature of that is that it
would be epitomised by the risk assessment. The
RSPB is a professional organisation. We take risk
assessment very seriously. We automatically send
out risk assessments on our sites and for our
activities when schools book with us. Sadly the
teacher that I am referring to came back to me and
said, “We would like to have used your risk
assessment, but it is not in the format that my local
authority wants, so I have to dismantle the whole
thing and rebuild it”. Can you blame her for not
going?
1Also see Ev 31.
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Q32 Jonathan Shaw: These are all the problems, are
they not, and what we all want to do is if we agree
out-of-classroom education is important. Are there
some eVective and simple steps that, as a Committee,
we could recommend to the Department that we
could improve the situation?
Mr Ripley: I think the reality is it is about trying to
convince people that out-of-door learning is no
more risky than in-school learning. I can use our
own example for that. We look at all the incidents
that happen in our centres, as you would imagine,
throughout the year. Increasingly, the kinds of
incidents that we get are the same kind of incidents
you would get in school learning. They are to do with
kids misbehaving and doing things that they would
do in the school environment and I think the issue is
to try and continually reinforce that whilst things do
happen they are the same things that happen in the
school environment. They are the same things that
happen on the way to school, away from school, and
it is the same things that would happen in the youth
group. It is trying to get people to recognise that that
is what happens in life.
Q33 Chairman: Why does your organisation not put
out some data on that? Everybody knows that the
most dangerous place for a child to be is with its
parents at home, being driven, and all those things.
Why on earth do you not get together and put out a
hazard thing and explain to the parents that the most
hazardous thing your child could do, and put them
in a rank order of priority. It would be something
that would be rather valuable.
Jonathan Shaw: Statistically, so we are told by our
advisers, that a child is more in danger at home in
bed than they are on a school trip.
Q34 Chairman: Or skinny dipping rather than
pond dipping.
Dr Gardner: In fact, something like 500 young
people die falling down stairs each year, whereas
only three or four die on school trips. Yes, we would
be doing more, but there is also perhaps a diVerent
way of looking at this, which is that we live our lives
as citizens day-to-day confronting risk; that is what
we all do all the time. There is a huge potential value
in educating the young people themselves about risk
in the real world. Why do we not use the opportunity
of school trips to actually do that? Most of them will
have to deal with their risks if they are protected
from them on their school trips by the time they go
oV to, God knows where, on their gap year. I would
like to see more inclusion of the students and pupils
from the point of view of risk and using it as a
learning process to deal with risk as we grow into
being adults. You do not see that.
Ms Henwood: Can I just say that that is what we do
on the Outward Bound courses. We teach people
about risk and how to manage it rather than run
away from it.
Q35 Jonathan Shaw: Do you have diYculty in
recruiting people to work in your centres?

Ms Henwood: To be our instructors?
Q36 Jonathan Shaw: Yes, talking about the quality;
do you have any diYculty?
Ms Henwood: No. To have Outward Bound I am
very proud to say on your CV is a very big plus. The
diYculty is retaining staV because we cannot pay
them that well.
Q37 Jonathan Shaw: You have a high turnover do
you?
Ms Henwood: Yes.
Q38 Jonathan Shaw: Does that aVect quality, or you
are not going to say that, are you?
Ms Henwood: We have very good training.
Q39 Jonathan Shaw: Could I come back to your
point about what are the constructive things we
could say. Very simply, for groups of activities we
ought to have a template for risk assessment which
is common to all rather than have a -Dr Thomas: All the diVerent ones. I am sure through
the outdoor educational advisers, Committee,
Working Group, that they are moving towards
having a common template. To me, that would be
eminently sensible. I think there are whole issues
about trying to establish protocols for providers
with the unions that the unions and the Department
are content with to give reassurance to parents, to
teachers, to head teachers, organisations, who are
not covered by are la. This is one of the issues that
when you get a risk assessment or the form to ﬁll in
and you say to someone, “We are not AALA, we do
not hold an AALA licence”, that can be the death for
your organisation. You do not have an AALA
licence because you are not within scope, therefore,
you cannot be licensed. I think there are some
interesting issues here about people. The general
public sees out-of-classroom learning as one thing. It
does not see all the myriad of contributions to it. I
think we need something which helps us to give some
recognition especially to unions and parents, and say
these people are well recognised, whether it is a
BAHA activity badge or someone else’s where
everybody has signed up to an agreed set of
protocols and are implemented, independently
inspected or at least reviewed so that that gives that
reassurance.
Q40 Chairman: Better bureaucracy.
Dr Thomas: A very light touch, a lot of selfevaluation, but the fallback that anyone has the right
at any time, ie, from an independent body, to go in
and check, not that you are bureaucratising it but
making it meaningful so that people know that there
is something there uniform.
Q41 Chairman: Could we have data on that? It is
slightly beyond familiarity. Okay. A note on that.
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Dr Thomas: I will do one.2
Q42 Jonathan Shaw: Just about funding. Is outdoor
education under funded and to what extent?
Mr Simpson: Just to give a very clear example. RSPB
for a day visit we charge schools and we are not
apologising for that because we believe we are
providing a professional service depending on
ratios. However, the cost beneﬁt analysis shows that
for every child who steps oV a bus for a day visit to
an RSPB reserve, my organisation is directly
subsidising that visit to the tune of £10 per child per
visit. What that means is that whilst we want to do
more it is unreasonable of the NGL sector for us to
be expected to be open ended in our commitment to
do hundreds of thousands.
Q43 Jonathan Shaw: Did you not just tell us that the
next day they brought their parents back, so they
spent a whole load of money then?
Mr Simpson: I am afraid not. What they get is a
personalised invitation inviting them to bring their
parents back for a free visit. To do our job
professionally as we want to and to oVer the kind of
professional education service, for instance on an
RSPB reserve we operate on a ratio of one of our
teachers to 15 children for the whole duration. It is
not: there are your work sheets and oV you go. It
costs money. Whilst we want to do more we are very
cognisant of fact that the money has to be raised
from somewhere. If one was being critical of
Government over the years, one would say that since
local management of schools and the demise of
many of the local authority ﬁeld study centres which
oVered subsidised visits to children -- which is how I
started -- Government has had pretty much of a free
ride. It is the NGO sector and other providers that
have stepped in to ﬁll that vacuum. We want to do
more. We would appreciate some help.
Mr Ripley: If I could make a point. There are three
barriers we think. There is litigation; we have talked
about that. There is the supply of teachers and
teacher access. Then there is cost. For us we think
the cost is really one of the biggest barriers. It is
about being able to ﬁnd the funding to access the
training that we want, the teaching that people need
to get the beneﬁts of that. This is really about
encouraging schools into freeing up cash within
schools. If this is going to be more than a holiday,
and what we have been saying here is that the
learning that we have is a central part of the
teaching, then it does not make sense that you then
say to the parents: you have to pay for this, or at least
if you are going to go down that route do not expect
a high uptake of it because the cost of this
experience.
Q44 Jonathan Shaw: Are more people coming to
your centres or less?
Mr Ripley: More people are coming to our centres
because we are able to subsidise it by getting cash
from the charitable sector, basically from the
2Ev 31.

corporate sector. We have had signiﬁcant growth in
young people coming to centres. That is because we
have been able to oVer bursaries and ﬁnancial
support for people to come and do the work that
they are doing. Without that, we would be in decline.
Q45 Jonathan Shaw: We could say it is an argument
in terms of the local taxation you set in terms of how
much we spend on those kinds of things. If it is a bit
lower then individuals and companies make their
own choices.
Mr Ripley: There are a number of ways that you can
get there, but I think cost is a major barrier. If you
are looking at outdoor education in the round and
saying outdoor education, education out of the
classroom, it is more expensive. There is a number of
ways that we can mitigate that expense.
Q46 Jonathan Shaw: More people are coming?
Mr Ripley: More people are coming because more
funding is being found, but quite often their funding
is of a short-term nature. I can give you some
examples of that. We have had a number of diVerent
projects. We have talked about the London
Challenge, Steve talked about that earlier. Get Real
is an initiative that has been started by David
Miliband. We have the U Project, which is at the end
of three years. We have other programmes like this.
Increasingly what happens is people think outdoor
education access is a very important issue. How are
we going to fund this? Let us send it oV to the lottery:
a new project, Get Real, let us go oV to the lottery
and ﬁnd funding there. The lottery will then fund it
in a very ineYcient way for the length of the
project -- two years, maybe three years -- and at the
end of three years we have gone round a whole
lottery funding cycle which is desperately ineYcient,
that does not necessarily hit the target. The funding
comes to the end. Somebody says: ooh, we had
better have outdoor education because we do not
have any more of it. Let us go and ﬁnd another
funding source. You have this continual -- from a
provider’s perspective that can be great news
because if you can get in at the right point you can
end up delivering some work from a funding source,
but in terms of straight eYciency and increasing
accessibility, it is desperately, desperately ineYcient.
I think it is not so much there is not any funding; it
is the funding is in the wrong place. It needs to
creatively be put into the right place.
Dr Gardner: A couple of things. The ﬁrst is picking
up on the point about the continuity of commercial
and other sources of funding. There is huge
competition out there for all manner of trusts and
foundation and commercial funding. That is not, to
my mind, a solution for provision of substantially
increased support over a medium term for
education. It would help but it will not take its place.
The other point is the National Agreement on
Workforce Reform. I think a number of us raised
this, but certainly those teachers that we talked to
were very concerned that the Workforce Agreement
would impact negatively on ﬁeld work, particularly
because of the diYculty of providing cover for

Ev 26 Education and Skills Committee: Evidence

18 October 2004

Ms Sarah Henwood, Mr William Ripley, Dr Anthony Thomas, Mr Andy Simpson,
Dr Rita Gardner CBE and Dr Steve Tilling

colleagues on ﬁeld work and having to pay for that
cover. That was one of the key issues that the head
teachers we spoke to raised with us.
Mr Simpson: Some more information. We did not
actually ask schools how eVective additional
funding would be to increase residentials. These
were 11–14 year olds with learning skills again and
mainly from disadvantaged boroughs. The
information which came back was interesting in the
sense that we knew from previous answers that most
of the course fees were being paid for by parents
anyway, even in those boroughs. About two thirds
of the fees were paid for by parents, with another
third or so coming from schools. There is a great deal
of sensitivity in learning skills. If additional funding
is available it should be sensitively targeted. By that
we meant that we had agreed who were reasonably
well in terms of parental contributions or carers’
contributions were available so that they could go.
Then we had other groups who were already being
supported through various mechanisms—hardship
funds, LEA funds or whatever—so they were also
reasonably well endowed. Time and again when we
asked the schools there were a big middle group who
they thought were critical who were being missed.
They were the ones who they felt really needed to be
help through existing or additional funding.
Q47 Jonathan Shaw: Poorer children? These were
the ones who just missed the boat.
Mr Simpson: Also, interestingly refugee groups and
people who were not aware of the mechanisms which
exited to support the groups. Time and again, and
this really was a very, very strong response which
came back from all the schools, was that they felt
that ﬁrst of all if funding became available it needed
to be ring-fenced so it did not get absorbed into the
school funding and end up doing something else.
The other one was that the schools should have the
ﬂexibility to target the funding themselves because
they were using all sorts of mechanisms to identify
the children who were most likely or most needed
residentials. This was, for example, things like exam
results or it was attendance records or evidence of
having done something positive through the year.
Those were very, very strong pieces of feedback
which came through. There is a group that would be
helped I think.
Q48 Jonathan Shaw: You advocate allowing head
teachers and governors to make this discretionary?
Mr Simpson: With strong guidelines.
Paul Holmes: Just coming back to something you
said I think it was about ten minutes ago Rita was
saying that we need to move away a little bit from the
layers of bureaucracy and the cosseting of
everything and trying to remove all risk and go to a
system where we teach children to manage risk and
assess risk themselves. Last week the Committee was
in Finland and Norway. We were looking partly at
prison education and partly at schools. One of the
things we noticed in the schools was that you will see
photographs of children from kindergarten age
upwards out in two foot of snow with the teachers

with an open camp ﬁre with a sausage on a stick
cooking over it. We were saying: in England, snow,
it is too cold you cannot take them out. Open camp
ﬁre: too dangerous, you cannot do that. Sausage on
a stick: food hygiene regulations; cannot do that.
Then on Friday morning we were at a kindergarten
in Oslo. They had children from one to six. The
teacher opened up a cupboard that had saws and
tools in it and said: “At the age of three we get them
to use these to cut wood up and make things. If one
of them cuts themselves then that is part of the
learning process.” From your contacts with similar
organisations in other countries, how typical is that?
Are we so cosseted it is ridiculous? Do other
countries do it better than us because they certainly
to in Finland and Norway?
Q49 Chairman: When we looked at ﬁrst schools, the
low down was that there is no such thing as bad
weather, just inappropriate clothing.
Dr Thomas: As Chair of the Forest Education
Initiative—
Q50 Chairman: Tease you out a bit, Anthony.
Dr Thomas:—can I welcome that you did go and see
it. If you had not seen it would you have believed it?
Q51 Chairman: No.
Dr Thomas: As a Doubting Thomas in this grouping
I think it is really important that other people have
that opportunity. It is not just youngsters. It is those
young adolescents with behavioural and emotional
diYculties. Those are the ones who are really
beneﬁting from a lot of this experience, trust being
developed. A lot of things at the Outward Bound we
do with forest schools is about trust and
opportunity. It is opportunity in a practical way.
You asked a very good question. In 1935 a Justice
said a quite sexist thing it would be regarded as these
days: ﬁve little boys, cover them in cotton wool, one
of them will suVocate. That is the reality. If you over
protect then I think you are doing a disservice to
young people. We are not preparing them. It was not
too long ago that the head mistress of the Girls’ Day
Trust said quite clearly: we are molly coddling our
youngsters. We need to give them the opportunity to
develop in conﬁdence and competence to go out into
the wider world. We are protecting them to the age
of 18 or 19 and then saying: go.
Chairman: We are getting a very good analysis of the
problem from you chaps. What are you doing about
coming up with the answers in the sense: what is your
prescription for change? Should there be a right to so
many days that every child has? How many days
would you recommend? Should there be convened a
meeting of all the players to ﬁnd out if we can
overcome these barriers of the resistance to risk?
What are you saying about what the answers are to
overcome the barriers? You have been brilliant in
terms of analysing the problem. We are very
grateful. What are the answers?
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Q52 Paul Holmes: Added to that, coming back to my
original question: are there good examples from
other countries from sister organisations that you go
and see in other countries where we can say they do
it better than us and they do not have lots people
having fatal accidents.
Mr Simpson: To answer that, I think there is a real
danger that our system is increasingly being held up
as being ridiculous; I use that word very carefully.
Colleagues recently from South Africa had had the
stories of the conker ﬁasco last week and the school
banning daisy chains because daisies might have
germs on them. It is not about them having examples
of how they do it. We have gone way too far,
absolutely way too far.
Q53 Chairman: You are still not giving us any
answers.
Mr Ripley: To answer both your questions, I think
we should be moving towards and looking towards
being residential right for all young people when
they are at school. That should be a practical thing
that we should be looking for. That should be
integrated, not within a particular curriculum area
because that right can be delivered in a number of
diVerent ﬁelds. It can be delivered on a curriculum
basis or it can be delivered on a non-curriculum
basis. I do not think there is the requirement there,
but it is saying that as part of your education at
various stages there is a right to spend some time
away from home, away from school because that
still, for so many people, is an experience (A) they do
not get and (B) having that experience with their
school colleagues is a very central learning
experience. We see that every day. On the issue of
what is happening overseas. There are some good
examples out and about. In Singapore there is a far
greater integration between the economic well-being
of the country and the economic beneﬁts of Outward
Bound and the schools and the whole education
system. That is certainly something that stands out
as an example. In terms of examples of us being more
or less protective, if you go across to North America
it is increasingly a more protected situation.
Dr Thomas: The work that has been done in central
and Eastern Europe will demonstrate to us that we
are over-protective. If you go to Slovenia, Slovakia,
Hungary, Poland, while increasingly cautious about
how they deal with health and safety and welfare
then there are no (inaudible). I think there is a
balance. I hope that they will be moving slightly
towards us and we will be moving slightly towards
them. There is a separate issue about the media. We
have to and there is a responsibility on our side I
recognise it to engage more with the media. When
things do go wrong, as they will continue to go
wrong, whatever are the systems things will happen.
It is being able to put that into an appropriate
context. Whether it is going on to look at a certain
programme and putting your point of view forward,
as Andy did last week, or whether it is telling the
Editors of The Mail, The Mirror, The Sun, et cetera,
and maybe one or two others to engage in some form

of discussion, without that you are not going to
change this culture which I think it has become overconcerned.
Chairman: They are so interested in the threat to
children in the environment that they are all here
scribbling away today. I joke. Andrew, you wanted
to say something.
Q54 Mr Turner: I was going to observe. William
Ripley did not answer your question. You did not
say how we can make it easier. It is no good giving
people a right if the right is to be in a dormitory or
rather in single cubicles because they are so
unsavoury dormitories with central heating and
food that is prepared for them and they go out in
crocodiles holding hands. Could you answer the
Chairman’s question?
Dr Gardner: I think all young children should have
a right to experience environments and societies
outside their normal range of experience in their
school; whether that is locally or in another part of
the country really is immaterial to me, but we must
not forget that in out-of-classroom learning we need
to keep a local link as well as the more distant
residential activities. That is the ﬁrst. The second is
that I think it would be helpful to have a dedicated
funding strand although I realise the calls on DfES
funding are enormous, that that dedicated funding
strand should particularly perhaps support the
residential based out-of-classroom experiences but
with a light touch for the minister. I would like to see
consolidated guidance from the DfES, not its 16 sets
of diVerent forms or whatever, have a look and see
whether the guidance can be consolidated. That is
something that our head teachers were concerned
about. There is lots of it. Can it be trunked down and
consolidated? I would like to see risk assessment
brought into the curriculum in the way that I talked
about previously. I think there is a great deal we can
do with working with heads in terms of exemplars
and disseminating those to raise awareness of whole
school approaches to out-of-school learning, and
again quite a considerable amount that could be
done with and for and by teachers; again, in terms of
exemplars of broad-based learning. There is quite a
lot of practical aspects there, but I am talking very
much from the non-adventure, from the discipline
based approach.
Mr Simpson: Nearly every workshop that we have
convened and brought together practitioners
irrespective of where they have come from
ultimately one of the things which always cropped
up, obviously the top was teacher training and
support for teachers, both continuing professional
development of the teachers but also initial teacher
training because I think we all recognise that
whatever bureaucracy emerges or whatever
curriculum changes emerges, what funding emerges,
we have had to take the teaching profession with us
so ultimately they would want to make the decisions.
Ms Henwood: Just one point. The key audience we
are forgetting is young people. Until we make
outdoor education sexy for young people we are
never going to win this battle. At the moment
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hanging around coVees bars or doing whatever they
do seems more of a turn on that going in the
outdoors.
Mr Simpson: Positive things. Obviously, there is a
lot of passion along this table. We are good at
identifying the problems and perhaps not so good on
the solutions. I think what we are trying to get is a
level playing ﬁeld. There is not one quick ﬁx to this.
The things that I would promote would be things
around the status and support of out-of-classroom
learning. On status, clear signals from the DfES that
you cannot QCA, you cannot deliver the national
curriculum exclusively in the classroom. Very simple
things like questions in a standard Ofsted inspection
about what have you done to broaden children’s
horizons beyond the conﬁnes of the school which
currently are not there. There is a real willingness on
everybody’s part, both Government and the trade
unions and the suppliers, to sit round a table and to
produce some realistic solutions to the problems
that the trade unions have correctly identiﬁed. In
terms of support, it has already been referred to:
increased in-service and pre-service training to give
teachers the competence and conﬁdence to want to
do this sort of activity. Finally, a ﬁnancial safety net
to ensure equality of access for children that are
demonstrably not getting these kind of experiences
now.
Chairman: David, a bit of a mission creeping in.
Mr Chaytor: One of the diYculties I ﬁnd with this
whole discussion is we are talking about a hugely
varied range of activities and experiences from
cycling over the Andes to underpinning in the school
playground. My impression is that in terms of the
formal part of the curriculum the role of outdoor
education has systematically been reduced. I think in
your evidence you quote a 25% decline in biology
groups visiting FSE centres, but in terms of the more
ambitious residential activities of skiing in the
Pyrenees and so on, that the numbers seem to be
continually increasing. Ultimately, for older
students going to university the gap year is now well
established for a substantial majority of 18 year olds.
My question is: do you think a common manifesto
can apply to everything from pond dipping to
skiing? Where should the priority be if Government
is going to take this more seriously, should it be to
ensure that all children have an entitlement to
outdoor education as part of the formal part of the
curriculum and not only in geography but in biology
also and other areas, almost at the expense of the
emphasis on the more informal beneﬁts of
residential activities? I can see we have a conﬂict of
interest here between children going on the
residential route and maybe the more pressing needs
to get them 50 yards down the road and see what is
happening in their own neighbourhood. I would be
interested to see what you feel about priorities and is
there a need to get more and more youngsters to
beneﬁt from the more informal experience of the
residential course, or is the priority to get more
youngsters to have outdoor experience to
supplement their geography, biology? That is the
longest question of the afternoon, Chairman.

Q55 Chairman: I would like to see both.
Dr Thomas: What the research shows is that where
you have evidence that there is a continuity, that can
be residential, three, four, ﬁve nights. Outward
Bound might be three weeks, et cetera. Where you
have half days where they go together, that sort of
experience brings real beneﬁt and that can be both in
terms of social skills, it can also be behavioural
change. There is excellent research from the States
which shows that juvenile criminals have beneﬁted
from this out-of-classroom experiences, out-ofschool activities. What you do not expect is that for
any activity you get a reasonably warm glow
immediately after the activity, it plummets down
after a week or fortnight, et cetera. With these
particular groups there was quite a signiﬁcant
resurgence of interest and many of those stayed.
There were some who, in a sense, did not come back
to crime after that. I ﬁnd it diYcult to separate the
two. What I would be saying is that I would be
hoping that my advice, for what it is worth, is I
would be looking forward—I do not want to be
accused of yet further bureaucracy—but I would be
looking for the schools developing their approach,
their school approach to out-of-classroom learning.
Obviously, it would deal with the formal. It will look
at also those softer informal areas that you have also
alluded to. It will be developed and if we do get to
this discussion between key stage 2 and key stage 3
and we get that discussion going on, it will ﬂow from
pre-nursery and it will build up what youngsters in
the particular area have experienced. I would hope
in my, in a sense, aspiration of perfection, yes, there
could be a residential or maybe next summer they
will be able to go up Helvellyn or go abroad, but it
is that range of opportunities. I do not say that one
is better than the other. I am looking for a totality of
experience.
Q56 Mr Chaytor: That is an interesting explanation.
If there were a million pounds to spend would you
put more of it into biology ﬁeld trips or more of it in
making residential trips cheaper?
Mr Simpson: I think I have semi-answered this
earlier on. I did not articulate my answer
particularly well. I would argue still that they are not
mutually exclusive, which I think is what Tony was
saying. One of the trends as we know it has been the
decline not just in numbers of ﬁeld trips but of course
length. If you asked tutors and teachers who
accompanied those groups what has actually gone
missing as a result of that, it is the very intangibles.
You are talking about personal development, a
sense of place, all of those additional soft beneﬁts:
recruitment. All those things have gone adrift as it
has become much more curriculum focused. Perhaps
by extending the entitlement in science, geography
or any curriculum subject we are also widening, if
you like, the experience to bring in the other areas
that you have mentioned. I am sure the same is true
of outdoor and adventurous activity. As I said
earlier on, people are exploring now the possibility,
for example of bringing in stronger curriculum into
the outdoor adventurous area. I would urge you to
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stay clear of the mutual exclusivity angle, if you like.
I think there are real exciting opportunities to bring
those things through. I think one of the things that
is coming through, for example, through the
Tomlinson report and anticipated through that
report is the need for that perhaps to happen anyway
and that it may be one outdoor experience to which
diVerent sectors will need to feed.
Q57 Mr Chaytor: I was just going to ask about
Tomlinson because as we have been discussing the
Secretary of State has been making his statement.
The question is: have any of you made a submission
or did any of your organisations make a submission
to the Tomlinson Inquiry and what was the essence
of your submission?
Dr Thomas: The essence of the submission was
around out-of-classroom to which Mr Tomlinson
very clearly said it was his belief that learning outside
the classroom was essential. He gave a number of
contexts within the community and that could be
perceived in a number of ways; that could be local
business, it could be environmental action within the
local community if one was trying to engage people
in local issues. He was also very clear in my mind
that we wanted links with higher education and
further education. It was all the time I think he was
pushing the boundaries of whether he thought
learning was going on. He also had a quite clear steer
in terms of learning within the family he thought was
equally important. How do you help the family to
help the student learn? In terms of maybe more
ﬁeldwork or outdoor and adventurous activity he
said he felt that all of them, even a physicist, he felt
that all of them had signiﬁcant contributions and
there was a place but he did not specify what that
place was. That is my recall of our discussion.
Q58 Mr Chaytor: You are not totally happy with the
drift of the report that has come out today?
Dr Thomas: I do not think so. All that would reﬂect
was a major sector of industry in terms of leisure, in
terms of education, in terms of outdoor learning.
There is a whole issue there about the practical and
the applied and the Q levels 1 and 2 in terms of
outdoor education. There is a lot of opportunity
there to (inaudible) and that linkage that he has
strongly made between the vocational and the
academic I could see sitting cheek by jowl quite
happily.
Q59 Chairman: What document would we look to
which was the most coherent summary of your case
for greater outdoor education? Where is the tablet
of truth?
Dr Thomas: That is a quite challenging question,
Chair, but I think the better analysis that has been
undertaken by The National Foundation For
Educational Research and King’s College at least
gives a ten-year overview of the beneﬁts of a review
of out-of-classroom learning. There is some clear
identiﬁcation of its strengths. There are equal
identiﬁcations about the Chief Inspector’s report of
clear priorities for action and some of it is in a sense

for you as policy makers but also for us as sector in
terms of providers. I would suggest that that
document is a helpful review of the last ten years of
research.
Q60 Chairman: Interestingly, is it not, that very
often people come here and they have a pretty ﬁrm
campaign behind them. The evidence you are giving
to me today and giving to my colleagues, one of the
things we might be able to do in this report is to focus
on the priorities that you might then run as a
national campaign, which is interesting because
usually when people come in with a national
campaign we reﬂect that. There is a bit of a lack of
joined-upness. You are talking to a Committee that
really by and large wants very much to attend to this
deﬁciency in our education system. I suppose what I
was looking for was whether -- I cannot remember
my history well enough -- whether the chart was an
8 point or a 10 point demand.
Mr Chaytor: It is only six.
Q61 Chairman: Whatever number it was, there
ought to be a focused campaign where you say this
is what we want, this is the evidence. I just wonder
whether there is out there anything like that.
Dr Thomas: The Real World Learning Campaign
documentation has been sent to various
parliamentarians. What I am hearing is there is a get
out there and trigger your learning manifesto.
Q62 Chairman: That is exactly right. I do not know
if it is my job as the Chairman to say that. That is
what I am doing.
Dr Thomas: I think it is an idea that we have shared
with one or two people and also with colleagues in
the Department that maybe this is an area that needs
to be discussed. As has been said before, for this very
wide sector, and I think it is how we actually clarify
that matter.
Q63 Chairman: We have kept you for quite some
time. One thing that did not come up here: what are
you hearing out there about insurance premiums?
We hear on the grapevine that insurance premiums
for insuring schools, insuring people have been
soaring. Is that true and if so why?
Mr Simpson: It is true but we do not know why.
Dr Thomas: It is true the National Association have
their own views.
Q64 Chairman: Is the insurance industry ripping us
oV because the risk does not seem to be there that we
have been talking about? Why should premiums
escalate beyond the reality of the risk?
Ms Henwood: Perception becomes reality I think.
Q65 Chairman: So the insurance industry is going to
a world where it is not actuarial facts.
Ms Henwood: Of course, the insurance industry here
is heavily led by the American insurance industry.
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Q66 Chairman: Zurich?
Ms Henwood: If you talk about litigation in outdoor
activities it is more led by America than anywhere
else.
Dr Thomas: I think there is an interesting issue of
whether it is the activity or whether it is the residential
provision. I think there have been signiﬁcant issues
around residential provision and that can be in a
whole series of context; whether that is the fear that is
driving the insurance industry, the negativity about
the potential in terms of residential activities that that
can be given concern. Obviously, all the groups here
their staV will be CIB checked, but it is a genuine
concern that is out there in some quarters. That is my
only reason that I can appreciate that the insurance
industry might be going way beyond what I think is a
reasonable increase in their costs.
Q67 Chairman: Is the Government not missing the
issue in terms of the Government backing the
schools?
Dr Thomas: It is interesting you suggest that. I think
there has been a little bit of discussion, in a way it has
taken us responsibility that the Government did in
Northern Ireland under terrorism when it become a
provider in its own right. You could get to the stage
where the sector is under tremendous threat from
that alone.
Q68 Mr Turner: Could I just make an observation on
that? I am told that regattas and carnivals and so on
are certainly not residential, but I wonder whether as
a group you are better capable of negotiating
insurance than as individuals. I do not know whether
you do that. Secondly, the extent to which you shop
around or if it is rather a sort of traditional insuring
the particular companies.
Dr Thomas: Last year we came to the stage where only
one organisation was prepared the Field Studies
Council, so much so that there are now meetings of
independent schools and also residential providers to
look at coming together to either negotiate on a larger
base, or the alternative, rather as some of the
education authorities do and becoming in a sense
their own insurer. These are things we are deﬁnitely
investigating in the context of this particular item.
Mr Simpson: Chair, there is one other item on
insurance which is the way that local authorities,
certainly as far as our centres are concerned become
increasingly defensive about insurance and demand
that we carry more and more insurance. The ﬁgure
often quoted at the moment is £15 million-worth of
public liability single issue insurance, which when we
go to our lawyers they tell us: short of an organised
group of six golden eagles carrying a child oV, which
we say is unlikely, they could not conceive of any
possible incidence that would get even remotely near
to that on one of our reserves. It seems to act like: one
local authority demands £10 million and the next one
demands £15 million.

Mr Ripley: I think what happened two years ago with
insurance was that the insurance companies just did
not want to take on the risk. There was enough
perceived risk, the outdoors is something odd and
awkward, this is outdoors; and the insurers didn’t
want to touch that. In terms of that negotiation we
were like the Field Studies Council left with the sole
insurer that we had always insured with and they were
questioning whether they would write this insurance
for us again. It was not a matter of shopping around;
it was a matter of pleading that they would insure us.
Q69 Chairman: When the private sector fails to
provide, the public sector should provide. A
dangerous thought.
Mr Ripley: It has made a substantial increase in cost.
That was a step change the year before last. It has
plateaued. It will be interesting to see whether it then
becomes a competitive market when reality catches
up with it. In the meantime it makes life very
uncomfortable.
Q70 Chairman: You have been very good and very
patient. You have given us some awfully good
answers. Is there anything any of you want to say
before we wind up the session, bearing in mind we
would like to be in touch with you as we conduct this
inquiry. We will appreciate your comments and
communication with us on an ongoing basis, until we
come to what we hope to a very good report.
Anything you want to say before we ﬁnish?
Mr Ripley: The only oVer I was going to make is if you
want to do some outdoor learning we are out there
and you would be more than welcome to come and
visit us at Outward Bound.
Q71 Jonathan Shaw: In a canoe.
Mr Ripley: You do not have to go all the way to
Denmark or Scandinavia.
Q72 Chairman: You could do team building?
Mr Ripley: We certainly can.
Q73 Chairman: That is the value of young people
working as a team.
Mr Ripley: I tried to make that point right at the
beginning.
Q74 Chairman: It is a very important point.
Mr Ripley: Absolutely.
Dr Thomas: I sense, Chair, that we are speaking to the
converted but I would just in passing invite you all to
reﬂect. I bet, for instance, you cannot remember what
you did in maths when you were ten years old. I bet
that every single one of you could remember your
out-of-classroom experiences. Thank you for taking
it seriously because it is very important to us that the
next generation have the beneﬁt of those. Thank you.
Chairman: It is very important for us. We are going to
do it as in our usual style: vigorously. We hope to
come up with a powerful report of which you will like
the result, I hope.
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Supplementary memorandum from the Real World Learning Campaign
During the oral evidence session on Monday 18 October, in the context of providing reassurance to
parents, governors and headteachers, reference was made to AALA inspection and licensing of providers
who oVered activities “within the scope” of the Activity Centres (Young Persons Safety) Act 1995.
The abstract attached is from NAHT’s leaﬂet. Section 5 identiﬁes which activities fall within the scope of
the Adventure Licensing Regulations (AALR).
Providers are regularly inspected by AALA (Adventure Activities Licensing Authority) to establish and
maintain their licensed status. Such independent scrutiny based on sector standards should provide
reassurance to parents Governors and headteachers.
Where activities fall “out of scope”, ie not within the activities speciﬁed by the 1998 Act, providers have
to attempt to satisfy potential users that their safety standards are appropriate”.
Increasingly, groups such as BAHA and the Real World Learning Campaign partners are producing
Health, Safety and Welfare Protocols/Codes of Practice inspected and veriﬁed by independent inspectors to
reassure groups such as NASUWT and others, that providers are operating to appropriate sector standards.
Abstract from NAHT’s Leaflet
5. Licensed Activities
5.1. The Activity Centres (young Persons Safety) Act 1995 and the associated Adventure Activities
Licensing Regulations (1996) require certain activities to be licensed when commercial companies sell then
or where Local Authorities provide them with or without charge. The activities that require a licence are:
— caving: the exploration of underground passages, disused mines or natural which requires the use
of special equipment or expertise;
— climbing: climbing, sea-level traversing, abseiling or scrambling over natural terrain or certain
man-made structures which requires the use of special rock-climbing equipment or expertise;
— trekking: going on foot, horse, pedal cycle, skis, skates or sledges over moorland, or on ground
over 600 metres above sea level when it would take 30 minutes to reach an accessible road or refuge;
— watersports: this comprises sailing, canoeing, kayaking, rafting and windsurﬁng, on sea, tidal
waters, inland waters at a location where any part of those waters is more than 50 metres from the
nearest land and turbulent inland waters. Rowing is exempt.
5.2. A licence holder has demonstrated that the Licensing Authority is satisﬁed that appropriate safety
measures have been taken for the provision of the activity licensed. The presence of a licence does not
indicate any standard of accommodation or catering. Before undertaking an activity that falls into the
licensing category, head teachers should ensure that the provider is licensed. The school staV (and designated
volunteers) accompanying the activity retain overall responsibility for the pupils throughout the visit even
when the pupils are being instructed by a member of the provider’s staV.
5.3. The Licensing Authority is only required to license those activities that come under the auspices of
the Act. Not holding a licence does not mean the activities oVered by a provider are unsafe. However, where
a provider is being used that does not require a licence, the school should be satisﬁed that the safety
standards are appropriate and that where specialist staV are used they have appropriate experience and
qualiﬁcations. In these circumstances, it is vital that pre-visit is made to ensure that the safety standards are
appropriate.
5.4. Part two of the DIES HASPEV supplement contains detailed guidance on verifying competence and
categorisations of Adventurous Activities.
October 2004

Memorandum from Andy Simpson is response to a supplementary question from Jonathan Shaw MP
In which area is the school is that had to ﬁll in so many diVerent forms for a visit to an RSPB reserve?
This story was told to me by one of our ﬁeld teachers in Summer 2003. I am fairly sure that it was at Rye
Meads, a reserve in South Hertfordshire, so the school would be from either Hertfordshire or North
London. I am sorry but I can’t identify the speciﬁc school and when you understand that we employ a 160
part-time ﬁeld teachers you will see the diYculty of tracing this back to a precise source. The report came
to me that the teacher in charge of that school party said “its a wonder I’m here at all—because there is so
much bureaucracy that if I didn’t really want to come it would have been far easier not to come.” I think
its important to state that my impression of the bureaucracy is that it was imposed primarily by the school.
As I remember the teacher identiﬁed the following steps:
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1. Form to Head seeking permission to visit.
2. Form to Governors seeking permission to visit
3. Form assessing transport needs.
4. Form on safety of transport booked (seat belts etc)
5. Form to parents on visit
6. Form seeking helpers
7. Forms on safety checks for helpers
8. Form on pre visit to site by teachers
9. Risk assessment of site
10. Risk assessment of activities
11. Special risk assessment on activities involving water
12. Form for medical needs of children
13. Emergency plan should accident occur
and there’s three that I can’t remember but the ﬁgure of 16 is vivid in my mind.
Obviously this is an extreme example and our feeling is that streamlining this process would have been
helpful to the teacher. In his questioning Paul Holmes identiﬁed the bureaucracy he had to go through to
walk his pupils to the library. The key point here is that the teachers perception was that all the agencies
and management structure were adopting a defensive strategy which involved lots of work on the part of
the teacher and still left that teacher feeling somewhat exposed.
From an RSPB perspective this in itself is not a critical barrier but put alongside the other barriers we
identiﬁed in our evidence, this level of bureaucracy (and perceived bureaucracy!) is another reason for lack
of engagement by schools.
I hope this clariﬁes the situation. It made me feel a bit uncomfortable hearing an MP talk about forms of
16 pages and would not want you to get the wrong impression.
9 December 2004
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Memorandum submitted by the Department for Education and Skills
Background
1. The Department published its Five Year Strategy for Children and Learners in July 2004. It sets out an
ambitious agenda for reform which will give high standards for all within a broad and rich curriculum. Out
of classroom learning is an important contributor to an enriched curriculum.
2. Five key principles underpin our drive for a step change:
— greater personalisation and choice with the needs of children, parents and learners at the centre;
— opening up services to new and diVerent providers and new ways of delivering services;
— freedom and independence for frontline headteachers, governors and managers with clear simple
accountabilities and more secure streamlined funding arrangements;
— a major commitment to staV development with high quality support and training to improve
assessment, care and teaching;
— partnerships with parents, employers, volunteers and voluntary organisations to maximise the life
chances of children, young people and adults.
3. For schools this translates into more freedom to teach and to improve. We intend to strip out
unnecessary bureaucracy, give teachers and headteachers more conﬁdence, and treat diVerent schools
diVerently—challenging those that underperform, but being less directive with those that perform well. This
means a single annual review (less often for high performing schools) conducted by a “school improvement
partner”; a new inspection regime with shorter, sharper inspections and a stronger role for school self
evaluation. We will help schools to engage more eVectively with parents and the local community.
4. For pupils, at both primary and secondary schools this means a richer curriculum, with better teaching
and more personalised support. Our focus on subject specialism will enable teachers to refresh and develop
their subject knowledge and teaching skills. Our network of specialist schools will grow, until all secondary
schools of suYcient standard are specialist by 2008, providing strong community links and centres of
curriculum excellence.
5. The thrust of these reforms is to demand excellence and high standards for all within a framework of
accountability, support and challenge. The majority of schools will have more freedom to determine their
own direction in a way that meets the needs of their pupils and local communities. There will be support for
staV development and to help schools work together in powerful networks.
6. Freedom from many existing constraints and burdens, coupled with added conﬁdence and expertise,
will encourage enriched teaching and learning. Teachers who are conﬁdent in their own ability and who are
encouraged to broaden their range of teaching approaches, will be more willing to get out the classroom and
to use the outdoors as a resource across the curriculum with pupils of all ages and abilities.
7. Our strategy makes two speciﬁc oVers which will underpin the wider reforms in encouraging education
outside the classroom:
8. Every school—not just extended schools—should do their utmost to serve the needs of the whole child.
In particular, our aim is that every school should be a healthy school, giving good teaching and advice about
nutrition and exercise backed up by its school lunches, by its PE and school sport, and by its playground
activities. Through this work, we will tackle levels of obesity in children, aiming to halt the growth in obesity
among under-11s by 2010.
9. Every school should also be an environmentally sustainable school, with a good plan for school
transport that encourages walking and cycling, an active and eVective recycling policy (moving from paper
to electronic processes wherever possible) and a school garden or other opportunities for children to explore
the natural world. Schools must teach our children by example as well as by instruction.
10. And, as part of our oVer for secondary schools:
11. We will widen opportunities beyond the classroom. Often, these provide some of the most memorable
experiences at school—the school trip, the drama production, or playing in the school team.
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Definitions
For the purpose of this Inquiry, we are including the following within “Education outside the classroom”:
For pupils aged three to ﬁve; ﬁve to 11; 11–16, using the outdoors as a context for learning. In the English
National Curriculum, this encompasses study within most subjects, but particularly science, geography,
citizenship, history and PE. It includes out-of-school sports, gardening, and other clubs.
OV-site day visits to ﬁeld study centres; ﬁeld studies in local area—eg street, shopping centre, ponds,
rivers, woodland, coastline; outdoor museums and heritage sites; commercial and city farms, allotments,
country estates; outdoor and adventure centres and swimming pools.
On-site—school grounds development, eg using D&T to design and make an artefact; science in wildlife
area; sustainable development; PE and sport on playing ﬁelds/netball courts etc; art and drama in the
outdoors.
OV site residential experiences—sporting, cultural, ﬁeld study, DofE—to a variety of places in UK and
abroad—eg campsites and youth hostels.
How DfES Policies are Supporting and Promoting Education Outside the Classroom
12. The policies set out below are already in place, or under development and help to support and
encourage schools to use the outdoors as an integral part of teaching and learning. This is part of a thread
running through mainstream policies to stimulate a broader and richer educational experience for pupils of
all ages, exempliﬁed, for example, through the publication of Excellence and Enjoyment, the Department’s
strategy for primary schools in summer 2003.
13. In our evidence to the Inquiry we seek to draw out how we are tackling the barriers identiﬁed by the
Committee in its terms of reference:
— costs and funding of outdoor activities;
— the place of outdoor learning within the curriculum;
— external assessment of provision;
— organisation and integration within existing school structures;
— qualiﬁcation and motivation of teachers and the eVect on teacher workload;
— the fear of accidents and the possibility of litigation;
— how provision in the UK compares with that of other countries.
Costs and Funding of Outdoor Activities
School budgets
14. From 2006 we will provide guaranteed three-year budgets for every school, geared to pupil numbers,
with every school also guaranteed a minimum per pupil increase every year. This will give unprecedented
practical ﬁnancial security and freedom to schools in their forward planning.
15. The new dedicated Schools Budget will enable us to give all schools guaranteed three-year budgets,
aligned with the school year, not the ﬁnancial year as now. Schools funding from Local Authorities will
increase by more than 6% in 2005–06, and we plan that the dedicated Schools Budget will deliver increases
at at least that rate in 2006–07 and 2007–08.
Paying for school activities
16. The law states that education provided during school hours must be free. This includes materials,
equipment, and transport provided in school hours by the Local Education Authority (LEA) or by the
school to carry pupils between the school and an activity. Schools can however ask parents for a voluntary
contribution towards the costs.
17. Parents can only be charged for activities that happen outside school hours when these activities are
not a necessary part of the National Curriculum or that form part of the school’s basic curriculum for
religious education. In addition, no charge can be made for activities that are an essential part of the syllabus
for an approved examination. However, charges may be made for other activities that happen outside school
hours if parents agree to pay.
18. Where schools are seeking voluntary contributions, it must be made clear that children of parents
who do not contribute will not be treated any diVerently. If a particular activity cannot take place without
some help from parents, it should be explained to them at the planning stage. Where there are not enough
voluntary contributions to make the activity possible, and there is no way to make up the shortfall, ie from
school funds, then it must be cancelled. The essential point is that no pupil may be left out of an activity
because his or her parents cannot, or will not, make a contribution.
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Costs of outdoor centres
19. Costs will vary according to whether the provider (for example, an outdoor centre) is commercial or
wholly funded by the LEA. LEAs have discretion to delegate funds to schools for outdoor education and
a power to retain it at LEA level if they so wish. Having granted this power, DfES recognises a few LEA
centres have been closed in areas where the LEA has decided to send pupils to commercial or charitable trust
centres. The DfES has no view on this so long as the opportunities for adventure are made available for
those pupils who want them.
School Transport Bill
20. The School Transport Bill will enable a small number of Local Education Authorities to put forward
innovative proposals that oVer a range of good quality, cost eVective alternatives to the family car on the
school run. Schemes must reduce car dependency, focus on local priorities and consider the travel and
transport needs of all pupils. We will welcome proposals that cater for pupils with speciﬁc needs, for example
those who want to join in extra curricular or oV-site activities.
21. The Bill will allow LEAs to charge aVordable fares for home to school transport whilst guaranteeing
that children eligible for free school meals will be protected, where transport or travel assistance is provided,
whether or not they live beyond the statutory walking distances. “Pump-priming” money of up to £200,000
will be provided to LEAs who implement schemes we have approved.
Capital Funding for Schools
22. The Department allocates capital funding to Local Authorities (LAs) and schools, for the
improvement of their school buildings estate. Decisions about how to spend capital funding on school
grounds and facilities for outdoor learning are made locally at LA or school level. There are no barriers from
DfES on the use of government capital for investment in school grounds, or in facilities for activities outside
the classroom. We do not, except in very exceptional circumstances, fund the acquisition of land itself.
23. Our funding programmes include the standards focused Building Schools for the Future (BSF)
initiative to re-build and/or re-furbish the secondary school estate over the next 10–15 years. Schools, LAs
and their partners are encouraged to look as widely as possible at all educational needs, both inside and
outside the classroom, as part of their overall capital strategy.
24. More speciﬁcally, we provide design guidance in the form of Building Bulletins:
— building Bulletins 71: “The Outdoor Classroom” (2nd edition 1999) and 85: “School Grounds”
(1997), highlight the potential of school grounds as a valuable resource to support and enrich the
whole curriculum and the education of all pupils;
— building Bulletin 95: “Schools for the Future” (2003), gives guidance on developing external areas
in “schools for the 21st century”;
— non-statutory area guidelines for outdoor areas have recently been updated and are available in
Building Bulletin 98: “Brieﬁng Framework for Secondary School Projects” and Building Bulletin
99: “Brieﬁng Framework for Primary School Projects”. For the ﬁrst time, these now include
speciﬁc recommendations for “habitat areas” developed for a wide range of activities (such as
meadowland, wildlife habitats and gardens to support the curriculum and improve play and
recreational spaces), as well as outdoor PE facilities and informal and social areas.
25. We commissioned 11 leading architectural practices to develop “exemplar” designs for primary and
secondary schools. School grounds were included in the brief and several of the design teams considered the
outdoor environment as a key part of their overall design. They proposed ambitious options as the basis of
future development.
26. We fund a number of LEA-driven pilot projects for “Classrooms of the Future” to explore the
potential of school grounds for enhancing pupils’ learning, play and social experiences. For example:
— SheYeld, which concerns integrating the indoor and outdoor classroom;
— Bedfordshire, developed in partnership with the Science Museum, which includes the installation
of external skill-based interactive displays, mixing play, exercise and social interchange;
— Bournemouth, which is the only ﬁeld study centre in the initiative. It will be a sustainable centre
of e-learning and environmental discovery at a Site of Special Scientiﬁc Interest, and will have
electronic links to schools in the area and to remote centres worldwide.
27. We are developing joint working with other organisations, for example, Learning Through
Landscapes (LtL). We are providing funding over three years (2002–05) to support school-based projects
and guidance. The LtL “School Grounds of the Future” programme aims to demonstrate how school
grounds can be transformed and managed as high quality curriculum environments for the beneﬁt of
children’s learning and development and provide an asset for the whole school community (http://
www.ltl.org.uk/). A School Grounds of the Future pilot phase with 20 schools is completed. This is being
followed by a wider outreach phase, available to all LAs in England.
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28. We also manage the process whereby LAs and schools cannot dispose or change the use of school
playing ﬁelds without the Secretary of State’s consent. When agreed, any proceeds must be used to improve
schools sport and leisure facilities
The Place of Outdoor Learning within the Curriculum
The Foundation Stage
29. Birth To Three Matters recognises the importance of outdoor play in child development. There are
references to visits to parks, shops and libraries and children participating in outdoor activities. Curriculum
guidance for the foundation stage makes clear that play, both indoors and outdoors, is an important way
children learn with enjoyment and challenge.
30. We continue to work with Local Authorities, providing advice and support on planning and
developing outdoor early learning environments. We continue to promote the importance of how outdoor
play is crucial for children’s growth and development. We encourage children’s opportunities to explore the
outdoor environments through a range of activities covering the six areas of learning in the Foundation
Stage. We support early years settings to plan and use the outdoor space available for children’s socioemotional, cognitive and physical development.
31. We are tackling some of the barriers to outdoor learning by supporting the Learning through
Landscapes voluntary organisation to provide a programme promoting and increasing equal access to
quality outdoor play spaces for children from birth–ﬁve years old. In 2003–04 Learning through Landscapes
developed; Early Years Outdoor support materials and resources, an Early Years toolkit and video, website,
birth to three materials, and a training package.
32. The Early Years Outdoors training package oVers training, support and motivates Early Years
practitioners, childcare professionals, volunteers and all parents who have responsibility for helping
children learn and develop physically, emotionally, socially and academically. The Foundation Stage
Directors work closely with LtL and we continue to provide support through them.
33. The Sure Start guidance on the design of Children Centres emphasises the importance of a well
designed and managed outdoor environment, to provide a range of opportunities and experiences that are
essential to healthy growth and development and can never be replicated inside a building, however well
designed or resourced. The guidance includes a case study on outdoor environment in an early years centre.
The Primary Strategy
34. The Primary Strategy is supporting outdoor learning by recognising it as part of a broad and rich
curriculum and as an area that can be used to support literacy and numeracy as well as teaching other skills.
For instance, the recently developed professional development materials for teachers—“Excellence and
Enjoyment: learning and teaching in the primary years”—include a video about creating a learning culture
which has a section based at an outdoor pursuits centre. This shows pupils experiencing various challenging
outdoor activities, which help them to develop a wide range of physical and interpersonal skills, whilst also
linking into a range of curriculum subjects.
35. We have recently produced a CD ROM for teachers showing good practice of ICT in teaching, which
includes examples of outdoor work such as the use of digital cameras. We also propose to issue to schools
later in the year a CD ROM, entitled “Making the curriculum your own” which will include examples of
outdoor learning.
36. Through these materials we are:
— providing best practice examples to schools to demonstrate how outdoor learning can help schools
meet the objectives of the Primary Strategy;
— boosting teacher conﬁdence by providing support and guidance;
— cutting down the time needed to plan activities from scratch;
— ensuring that outdoor learning activities and resources link directly to the Primary Strategy and
National Curriculum.
Key Stage 3 National Strategy
37. The strategy is improving the quality of teaching and learning in all secondary schools so that pupils
are equipped with the skills and the learning experiences to become active independent learners for the
future. Through the Key Stage 3 National Strategy we are helping teachers to tailor teaching, regularly
assess progress and use a variety of learning opportunities, including outdoor learning, to meet the needs
of individual pupils and thereby personalising their learning and school experience.
38. The Strategy is tackling some of the barriers to outdoor learning by providing resources for teachers
to make lessons engaging, challenging and enjoyable, including the use of outdoor learning. For example,
the Foundation Subjects strand of the KS3 National Strategy encourages beyond the classroom learning,
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contextualising the subject in the wider context of its application in real life situations. In geography pupils
investigate a wide range of environments and carry out geographical enquiry outside the classroom.
Similarly the Science strand of the Strategy actively supports and promotes science professional
organisations which are also committed to eVective use of outdoor learning.
39. The Strategy also provides a £10k school development grant for each secondary school to spend on
any purpose to support improvements in teaching and learning, which can be used by schools to undertake
outdoor learning.

National Curriculum Subjects
Science
40. Within the context of the Government’s 10 year investment framework for Science and Innovation
we are ensuring that the science we teach in schools is relevant and accessible, enthusing students by
encouraging exciting practical work, outdoor learning opportunities and use of cutting edge ICT equipment.
41. We are tackling some of the barriers to outdoor learning by:
— enhancing opportunities for continuing professional development for science teachers through the
development of a £51 million network of science learning centres. We have funded the Association
for Science Education (ASE) and the Geographical Association to develop training courses that
will increase teacher skills and conﬁdence in providing outdoor learning opportunities. These will
be delivered through some of the science learning centres from 2005;
— training a new cadre of science-specialist Higher-Level Teaching Assistants to enable every
secondary school in England to recruit at least one by 2007–08;
— expanding substantially the number of undergraduate volunteers supporting pupils learning
science, by 2006–07;
— developing a ﬂexible curriculum that encourages development of practical skills and encourages
use of a range of teaching formats and techniques—QCA’s new outline Science Programme of
Study for Key Stage 4 is based around practical skills and knowledge of how science works; and
knowledge and understanding in selected areas of science. Will be in schools from 2006;
— new GCSE for Science, science in the 21st century, piloted in 80 schools from September 2003 and
new GCSE in Applied Science in schools from September 2002.

Geography
42. Geography is the only subject where outdoor learning is a statutory requirement for pupils aged 5–14.
Fieldwork is an essential part of the subject because it enables pupils of all ages to experience places for
themselves, enabling them to relate this ﬁrst hand experience to what is learnt in the classroom. There are
important personal and social beneﬁts to the learner, as well as subject learning. Several recent research
reviews supported by the Department clearly make the case for ﬁeldwork as an integral part of geography
pedagogy.
43. Recognising the barriers to outdoor learning, the Department is funding the Field Studies Council
and the Geographical Association to develop a professional development unit in managing and leading
ﬁeldwork, a companion to that being developed via the science learning centres.
44. The Department has established a Geography Development Fund in 2004–05 in recognition of the
need to improve the teaching, learning and status of the subject. This, combined with Humanities specialist
schools; the new Secretary of State’s Geography Focus Group; supporting work through the National
Strategies and Stephen Twigg’s announcement that the Department will be appointing a new Chief Adviser,
are sending clear signals to the subject community and schools.
45. The Geography Development Fund (GDF) will support work in primary geography, the new GCSE,
building subject networks, creating new materials for the QCA Innovating with Geography website and a
scoping study into progression and teaching and learning 5–19. All strands of the GDF will support
ﬁeldwork. The Department works closely with the two main subject associations—the Royal Geographical
Society and the Geography Association—which will be undertaking the GDF work.
46. The Focus Group, which brings together representatives from the subject bodies, teachers, Heads,
higher education, business, international development and the media, met for the ﬁrst time on 13 October,
and identiﬁed the unique beneﬁts of ﬁrst hand experience through ﬁeldwork as a key part of its future work
programme.
47. The post of Geography Chief Adviser will be advertised shortly.
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History and Art & Design
48. The National Curriculum Programme of Study for History at Key Stages 2 and 3 sets out that pupils
should be taught historical enquiry skills through a range of sources. Artefacts and visits to historic
buildings, sites and museums are all given as examples of sources. The Programme of Study for Art & Design
sets out that pupils should investigate diVerent kinds of art, craft and design. Visits to museums and sites
are given as examples of ways they can do this. The Scheme of Work for Art & Design includes a unit on
“Visiting a Museum, Gallery or Site”. The 2002–03 Ofsted subject report on Art & Design in secondary
schools said that the potential of these visits for many schools “remains untapped, despite the considerable
impact such visits can have on pupils’ understanding and appreciation of art”.
Citizenship
49. The Programme of Study for citizenship includes that pupils be taught to negotiate, decide and take
part responsibly in both school and community-based activities. Many schools provide opportunities for
this through their involvement with, and pupils’ interest in, volunteering and other forms of community
service, for example, renovation of environmental and community outdoor areas.
50. We have successfully piloted Active Citizens in Schools, which extends the Millennium Volunteers
principles to 11–15 year olds, providing opportunities for active citizenship lessons through engagement in
schools. Guidance for schools has been produced and is being disseminated.
PE and School Sport
51. Outdoor learning is an integral part of Physical Education (PE) and school sport. The National
Curriculum PE programme of study also encourages schools to choose Outdoor and Adventurous Activities
as one of the six activities that should be taught to pupils. As a national curriculum subject, typically
delivered outside of the classroom and even the school, PE is inspected by Ofsted.
52. Outdoor learning via PE and school sport is being transformed through delivery of the PE, School
Sport and Club Links (PESSCL) strategy, which aims to increase the percentage of pupils who spend a
minimum of two hours each week on high quality PE and sport within and beyond the curriculum to 75%
by 2006 extending to 85% by 2008. Within the context of the ﬁve year strategy and New Relationship with
Schools, the PESSCL strategy is supporting outdoor learning by encouraging partnership working,
workforce reform and providing schools with greater choice through targeted funding for example.
53. The PESSCL strategy’s major investment comes through the School Sport Partnerships
programme—Partnerships of schools that come together to share best practice, expertise and resources.
Each partnership receives a grant of up to £270,000 each year providing choice on how to deploy these
resources and all schools will be in a partnership by 2006.
54. This high proﬁle national strategy is tackling many of the barriers to outdoor learning by:
— implementing the national Professional Development programme for PE—to provide modules
speciﬁcally advising teachers on delivering Outdoor and Adventurous Activities (on and oV-site)
and ensure that teachers who lack the conﬁdence to deliver PE have the tools and expertise they
need. This is available to all teachers in England, although primary teachers, who are often
intimidated by PE for fear of accidents and litigation, are being given priority.
— funding the £10 million Sporting Playgrounds programme, which aims to enhance school
playgrounds to increase physical activity and improve behaviour. 592 primary schools are
beneﬁting from this programme and many encourage pupils to act as outdoor play leaders for
younger children. Many of the playgrounds have facilities and innovative markings that allow a
number of curriculum subjects to be delivered in what is now regarded by heads as an outdoor
classroom.
55. We support all kinds of educational visit that have clear educational objectives and are properly riskassessed and managed. We need to recognise that not all pupils wish to undertake high-hazard adventure
activities. More and more schools and LEAs are using professional providers whose safety management is
inspected and licensed on behalf of the Government. This makes sense for ensuring a high standard of
pupil safety.
Across the Curriculum
Growing Schools
56. Growing Schools began in 2001, as a response to concerns that young people had become distanced
from nature and that pupils of all ages needed to understand the connections between the food they saw in
supermarkets and the land that produced it; to understand the interdependence between urban and rural
environments, to learn about the countryside, and the wildlife and the people it sustains.

Education and Skills Committee: Evidence Ev 39

57. Growing Schools is for pupils of all ages and abilities and encourages teachers to see the outdoor
classroom both within and beyond school grounds as a valuable learning resource. This is not about adding
extra burdens, or something new into the curriculum, but underpinning personalised learning through a
wider range of teaching approaches. More than 10,000 schools have signed up to participate in the Growing
Schools programme which works in partnership with some 25 organisations from the outdoor sector.
58. Growing Schools began by consulting teachers and practitioners from the NGO sector. Two things
emerged: ﬁrst hand, active learning was an invaluable, part of the learning process; but while many schools
were keen to use the outdoor classroom, there were signiﬁcant barriers—either real or perceived. These
included lack of funding (either to develop school grounds or make out-of-school visits), health and safety
issues, lack of training and conﬁdence among teachers and no time to plan creative outdoor lessons;
diYculty in accessing information.
59. Five ﬂagship projects were set up to provide a sample of replicable best practice—training modules,
lesson plans, schemes of work, case studies, activity packs—all focusing on one or more of the identiﬁed
barriers. More than 30 partner organisations and 350 schools were involved, with pupils aged three to 19
participating.
60. Some schools focused on growing within their school grounds, with pupils growing vegetables and
fruit, then preparing and eating them. Others shared a community allotment with local groups or established
links with local commercial and city farms, regularly visiting to study the animals and crops. Some worked
with land-based colleges, for example, having an incubator on loan until the chicks hatched, then following
the chicks’ growth and life via a web cam as part of science and maths. At ﬁeld study centres, schools joined
in growing and composting on day or residential visits, and then explored healthy eating, recycling, food
miles and global issues.
61. In 2002 Growing Schools exhibited work from schools in their own grounds at the Hampton Court
Palace Flower Show. The garden has since been relocated to Greenwich Environmental Curriculum Centre
in East London and provides CPD and inspiration for teachers. Over 15,000 schools have requested the
Growing Schools teacher resource pack.
62. Growing Schools supports key policies:
— Foundation Stage Curriculum—encouraging Early Years Settings to make the most of their
outdoor areas in delivering the six key areas of learning. Learning through Landscapes has
established projects in Yorkshire with support from Growing Schools. This has continued to
expand over the past year with further support from Sure Start.
— Excellence and Enjoyment: A Strategy for Primary Schools—providing a broad, balanced, rich and
exciting curriculum which retains the literacy and numeracy focus while providing varied teaching
and learning to stimulate and motivate pupils. Growing Schools oVers teachers access to tried and
tested schemes of work, lesson plans, and activity packs.
— Field Studies—promoting the importance of learning oV site, particularly as part of Geography
and Science. Growing Schools encourages and supports schools making oV-site visits.
— Healthy Schools and the Healthy Living Blueprint—Growing Schools supports teaching about
food, where it comes from, how it was produced, and the importance of a healthy and active
lifestyle.
— 14–19 Education and Training—supporting young people to choose careers in the land based
sector, through “Growing Lives”, linked to a careers and course database.
63. The website is a micro-site within teachernet at www.teachernet.gov.uk/growingschools. It provides
access to health & safety guidance, funding sources, research, training (ITT & CPD) for both teachers and
providers. There is a database of resource materials (case studies, schemes of work, lesson plans). Schools
can register, join the e-discussion group, receive regular new letters and exchange ideas. It provides access
to over 1,000 places to visit, enabling teachers to ﬁnd, for example, farms, ﬁeld study centres, forest schools
and outdoor museums.
64. Pilot area partnerships in the North East and London bring together support and CPD opportunities
for schools locally and regionally. Hampshire LEA oVers a similar Outdoor Learning Trailblazer network.
Others being developed will build on work already undertaken, for example Gloucester University
supported by Growing Schools to develop a local network, website and Citizenship ITT and CPD training
modules.
65. Growing Schools supports Access to Farms which has developed an accreditation scheme to help
providers improve the quality of what is oVered to visiting schools. Further work is planned with other
providers, for example, estates, ﬁeld study centres, woodlands/forests and gardens. Support is also oVered
to schools with their own farms, through the Schools Farm Network.
66. Growing Schools is developing a Local Schools Support Network. Schools will register their needs
through the website, eg how to grow seasonal vegetables, manpower to build a wildlife pond, help
maintaining the school grounds during holidays—which will then be passed on to associate organisations

Ev 40 Education and Skills Committee: Evidence

and groups (including The Royal Horticultural Society), who in turn will disseminate these needs to their
membership base around the country. Members will then be encouraged to share their expertise and time
with the registered schools—either on a regular basis or for a speciﬁc project.
67. At the National Advisory Group meeting on 20 September, the Music Manifesto was presented to
the group. The music manifesto is about creating more music for more people. It oVers a strategy and set
of priorities for the next three to ﬁve years, focusing on children and young people. Developed by a 60-strong
coalition of musicians, composers, educators, music industry representatives and policy makers, the music
manifesto has been designed to be a living, interactive resource, owned by all those who sign up to it. Using
this site, organisations and individuals can sign up to the manifesto on-line and showcase their own
contributions by pledging tangible programmes and resources to help make it a reality. Growing Schools
NAG members agreed there was considerable potential for a similar approach for outdoor learning.

The Built Environment
68. In 2003 DCMS and DfES Ministers appointed the Joint Advisory Committee on Built Environment
Education (JACBEE) to examine the potential for the contemporary and historic built environment to be
utilised more eVectively as a learning resource, particularly by schools. Recommendations were submitted
to Ministers in September 2004 and were approved in principle. The recommendations included that CABE,
English Heritage and interested parties should work together to produce a proposal for the creation of a
“one stop shop” for built environment education that would provide a comprehensive resource of tools,
advice, best practice and contacts for schools and the general public.
69. Implementation of the recommendations will be considered by a post-JACBEE steering group in the
next few months. A summary report of the Committee’s ﬁndings will be published by DCMS and DfES early
in 2005 with the aim of raising awareness with teachers, other educators and the public about the educational
value of buildings, places and spaces.

Outdoor museums
70. Between 1999 and 2006 DfES will have contributed £12 million to museum and gallery education, to
assist museums and galleries to support projects with schools. Outdoor museums will have been among the
museums beneﬁting from this funding.
71. As part of the Renaissance in the Regions programme to regenerate regional museums, DCMS has
ring-fenced £10 million (to 2006) for delivering education programmes to school children. DfES has
contributed an additional £2.2 million to this education fund.
72. In 2003–04 DfES contributed £1.25 million to the DfES/DCMS National/Regional Partnership
projects fund (DCMS contributed a further £1.35), whereby National museums formed partnerships with
one or more smaller regional institutions to deliver education projects to schools.
73. The DfES Museums & Galleries Education Programme (MGEP) ran from 1999 to March 2004 and
saw a total investment of £4 million in schools-focused museum and gallery education projects. The
programme used the collections and exhibitions of museums and galleries to enrich the National
Curriculum. There were 118 projects in 130 museums and galleries and at least 20,000 school pupils took
part. The evaluation of the 2nd phase of this programme was published on 30 September 2004 and was
positive about both pupil and teacher learning outcomes (the full report and Executive Summary are
available at www.teachernet.gov.uk/mgep2).
74. In April 2004, DCMS and DfES announced joint funding of £7 million over two years (2004–06) for
museum and gallery education. This will be directed towards national and regional museums and galleries
to enable them to work more closely with schools. DCMS and DfES are due to be publishing a Museums
and Galleries Education Strategy later this year.

Specialist Schools—the Rural Dimension
75. Since October 2003, all schools aspiring for specialist status have been able to develop a “rural
dimension” in their application. Schools with a rural dimension can provide opportunities for their pupils to
increase their understanding of aspects of life in the countryside. These include courses in land management
(farming, animal health and welfare, forestry, ﬁsheries, building, leisure), environmental stewardship (eg
biodiversity, recycling, pollution), rural business and livelihoods (eg leisure & tourism, sports & recreation,
rural crafts, farming) and natural and cultural heritage. There are currently ﬁve schools with a rural
dimension.
76. The rural dimension is relevant to all schools, not just those located in a rural area. These schools will
provide a balance between opportunities for learning ﬁrst hand using the outdoor classroom as a context
for learning—eg farms, parks, school grounds; and using rural issues or themes as learning contexts and/or
applications within the core specialism subjects.
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77. Schools will be expected to: encourage the use of school grounds, allotments and horticulture as
contexts for teaching & learning; provide opportunities that relate to living things in their environment, both
natural and managed; support the development of social economic and environmental responsibility and
citizenship; emphasise healthy eating and lifestyle; develop business education links, work based and work
related learning—in a rural context; raise achievement through preferred learning styles such a naturalistic
learning, practical learning and spatial/visual development.
The World of Work
78. All young people have an opportunity for work experience. From September 2004, there is a statutory
requirement that schools include work-related learning within the curriculum for all students at Key Stage
4. Work-related learning involves using the context of work to develop knowledge, skills and understanding
useful in employment.
— The Increased Flexibility for 14–16 Year Olds programme, began in September 2002 providing
enhanced vocational and work-related learning opportunities for 14–16 year olds. Young people
generally spend one or two days a week in an FE college, others visit a sixth form college, private
training provider or learn with an employer.
— The Young Apprenticeship programme is a new opportunity for 14–16 year olds to combine the
practical application of skills and knowledge in a vocational context with the pursuit of
qualiﬁcations that related to particular occupational sectors. Wherever possible, the study will be
practical and applied to work experience, working alongside full-time employees and full-time
apprentices—for up to two days a week throughout the duration of Key Stage 4.
79. The opportunities available depend on the labour market and businesses in the area where they live.
In areas where outdoor occupations, such as farming and forestry are strong, many young people will be
able to experience the outdoors as part of their work experience.
Study Support (Out of School Hours Learning)
80. Study support provision includes a wide range of learning activities including education outside the
classroom. Young people participate voluntarily in study support and the learning activities take place
outside normal lesson time. Study support helps to improve pupils’ motivation, build self-esteem and help
them to become more eVective learners. This has a positive eVect on their achievements in school and on
their employability when they leave school.
81. The Ofsted report Learning Out of Hours: The Quality and Management of Study Support in
Secondary Schools (October 2002) reinforces the positive eVect of study support activities in improving
attendance and attitudes.
82. A report produced by MORI/BMRB in August 2000, Out of School Hours Learning Activities:
Surveys of Schools, Pupils and Parents, showed that in a survey of 204 schools, 97% oVered some form of
study support activity. A follow up survey of 850 schools (ﬁndings to be announced on 28 October 2004)
found that 90% of primary schools and 98% of secondary are providing study support.
83. The Department has worked with the Teacher Training Agency to promote the beneﬁts of study
support to teachers and to embed the concept within initial teacher training and continuing professional
development opportunities. Teachers frequently report that engagement in study support provides
opportunities to be creative and experiment with a range of learning techniques which can be transferred
into the classroom, and that it encourages more relaxed, informal relationships with pupils.
Get REAL
84. A new initiative is being piloted in the UK. Get REAL is a pilot programme, currently in its second
year of development, which is being funded by the Big Lottery Fund. In 2003 Get REAL created
opportunities for almost 2,000 11–17 year olds to take part in exciting residential programmes during the
summer school holidays. The overall aim of the initiative is to give young people from all walks of life the
chance to have time ﬁlled with adventure and fun in a safe environment, enjoying new and challenging
experiences. The residential experience should provide young people with the opportunity to increase their
awareness of their own learning skills and have a memorable experience through active adventure.
85. As set out in the 14–19 green paper, the government is committed to making sure that all young people
should be encouraged to engage in active citizenship, work-related learning and wider activities such as art,
music and sport. Access the DfES website; http://www.dfes.gov.uk/14-19greenpaper/ for a full copy of the
green paper 14–19: extending opportunities, rising standards. The aim of Get REAL is to engage young
people into learning through a range of wider activities which are not school-based.
86. The aims and desired outcomes and beneﬁts to young people are:
— that they learn through active “adventure” to create a memorable experience that broadens
horizons and enables them to:
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— increase their awareness of their own learning skills;
— improve their life-skills and take them back to the classroom.
— that the programme content is not an extension of the school curriculum, but designed to increase
awareness of learning and life-skills;
— to give young people from all walks of life the chance to enjoy a residential experience;
— to support development of community and social values, increase connections across socioeconomic groups and promote citizenship.
Academies
87. We expect, as more of them open, that many Academies will be at the forefront of the provision of
outdoor education. As independent institutions, they have the ﬂexibility to raise standards by introducing
innovative approaches to their management, governance, teaching and curriculum. Many Academies will
have specialisms which focus on outdoor activities, from the more traditional activities such as sport, to
newer innovative specialisms like design and the build environment and environmental science. Academies
are also central to the signiﬁcant capital investment we are making in the schools building stock. Their
buildings and the surrounding grounds and playing ﬁelds are designed with the delivery of the curriculum
in mind. Central to the programme is Academies commitment to sharing their expertise and ﬁrst rate
facilities with their local family of schools and the local community.
External Assessment of Provision
88. Ofsted remains committed to inspecting any aspects of a school’s provision, including “out of the
classroom” learning that has a signiﬁcant eVect on the achievement, personal development, attitudes or
behaviour of pupils. Arrangements under both the current and future inspection frameworks have the scope
to cover these aspects of a school’s work, although the extent of this will vary depending on the context of
the school.
89. Ofsted has reported on this area as a part of its thematic work, such as in the publication Learning out
of hours: the quality and management of study support in secondary schools—Ofsted (October 2002). Ofsted
published its report Outdoor Education—Aspects of Good Practice on 28 September 2004. There are also
draft plans for an Ofsted survey in 2004–05 on The impact of geography ﬁeld work on pupils’ attitude and
motivation.
90. Current inspection guidance contains speciﬁc references to “oV-site study” and ﬂexible curriculum
arrangements (for example in pages 59, 61, 98, 99, 105 of the Handbook for inspecting secondary schools).
Inspectors are required to consider these and the eVects they may have on the standards pupils achieve and
their personal development, including their attendance and attitudes to study.
91. The same approach will apply under the new proposals. If “out of the classroom” learning, is
identiﬁed by the school in its self-evaluation as an area of signiﬁcance or is regarded by the lead inspector
during the pre-inspection as an area to pursue, then it will be pursued. A number of the questions in the
proposed SEF (self-evaluation form) from September 2005 require schools to give details of any such
provision and the eVect the school feels it may have.
92. Safety of provision: The Department sponsors and funds the Adventure Activities Licensing
Authority (AALA). This public authority inspects the safety of commercial, charitable and LEA providers
of high hazard adventure (that is, climbing, caving, trekking and waterborne activities) to under 18s on
behalf of the Government. Holding a licence means a provider’s safety management meets the AALA’s
rigorous standards. In this way we ensure that those pupils who wish to can experience exciting and
stimulating activities outside the classroom without being exposed to avoidable risk of death or disabling
injury. There are currently just over 1,000 licences in place. Our review of the Licensing Regime elicited
strong support for the improvement and continuance of statutory safety inspections.
93. While continuing to fund and support the AALA, DfES is now exploring the possibilities of
alternative means of regulation other than “classic regulation”. With the support of the Health and Safety
Executive and the Better Regulation Task Force, we are working with the outdoor sector to consider
whether some form of self-regulation would be viable, initially for activities or providers complementary to
those covered by the AALA.
Organisation and Integration Within Existing School Structures
Education Visits Co-ordinators
94. The Educational Visits Co-ordinator (EVC) role, monitoring and checking on the safety of visits, was
developed in 2002 and funding of £3.5 million enabled LEAs to send delegates to training-the-trainer
seminars delivered by the Outdoor Education Advisers Panel. All LEAs in England are signed up to the
programme and some LEAs already have an EVC in every one of their schools.

Education and Skills Committee: Evidence Ev 43

95. The principal function of the EVC is to liaise with the LEA’s outdoor education adviser and to ensure
that school staV taking pupils on any kind of educational visit are competent to do so and trained as
necessary in pupil safety outdoors. The Independent Schools Adventure Activities Association (ISAAA)
holds training courses for independent school staV in all kinds of visit.
96. Risk assessment will disclose that school staV leading a visit normally need to hold an appropriate
level of accreditation from the relevant National Governing Body. This is important since school staV
leading their own pupils are not safety-inspected by the AALA. This is because outdoor education is not a
school’s prime function and it would be diYcult to license a whole school for its incidental oV-premises
activities. It is more eVective to try to ensure the relevant staV are accredited.
97. The Health and Safety Executive enforces the safety regulations that control adventure and the more
general health and safety regulations that cover all other activities. Local authorities enforce safety law on
commercial ﬁrms.

Qualification amd Motivation of Teachers and the Effect on Teacher Workload
Initial Teacher Training
98. We are tackling lack of teacher conﬁdence, expertise and experience in outdoor learning by
recognising that valuable pupil learning can take place in a wide range of out-of-school contexts, and by
recognising that teachers need to be able to plan to make the best use of such opportunities.
99. To this end, it is a requirement that, as relevant to the age range they are trained to teach, those
awarded qualiﬁed teacher status (QTS) must demonstrate that they are able to plan opportunities for pupils
to learn in out-of-school contexts, such as school visits, museums, theatres, ﬁeld-work and employmentbased settings, with the help of other staV where appropriate.
100. This requirement is speciﬁed in Qualifying to teach, which sets out the standards for QTS and
requirements for initial teacher training. These standards came into force in September 2002 following
extensive consultation, and describe the minimum amount that trainee teachers must know, understand and
be able to do before they are awarded QTS.
101. Qualifying to teach is supported by non-statutory guidance in the form of a detailed handbook. It
is in this handbook that the standards are unpacked and the implications of a range of issues for teaching and
teacher training explored. Both these documents can be viewed on the Teacher Training Agency’s website,
www.tta.gov.uk.

Continuing Professional development
102. Central to improvements in teaching and learning is excellent professional development for all
teachers—with more emphasis on classroom observation, practice, training, coaching and mentoring. We
are building up teachers’ demand for high quality training and development, by linking participation in
professional development with career progression.

School Workforce Reform
103. Teachers must be given better support so they can focus more of their time on their professional role
of teaching and on activities which directly improve pupil attainment. The workforce reform agenda
provides an opportunity for teachers and support staV to focus on individual pupils in a way that the
profession has long campaigned for. The limits on cover introduced in September and the commitment to
guaranteed planning, preparation and assessment (PPA) time from next September, together with enhanced
roles for support staV, present real opportunities to make a diVerence to each pupil’s learning.
104. Educational visits are planned activities. Where teachers are absent due to participating in such
activities, the absence is most appropriately covered by supply teachers or by using cover supervision. If a
teacher at the school is used to cover for such an absence the amount of cover will count towards the annual
limit of 38 hours. Where a teacher acquires non contact time in the timetable as a result of a class or group
being absent on an educational visit, then the guidance for gained time should apply.
105. The guidance (see paragraphs 46–78 of School Teachers’ Pay and Conditions Document 2004 &
Guidance on School Teachers’ Pay and Conditions) states that activities to be undertaken by teachers in
such gained time must be planned well in advance of the visit. It also contains a list of activities that teachers
can be asked to do during gained time, eg teach booster classes. It may be possible, in some circumstances,
to re-timetable in advance of trips so that those teachers left behind are able to do productive work with
students, and not just “cover”. For a large trip, this could involve providing in-school activities for the rest
of the year group outside their normal timetable.
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Support StaV
106. Since DfES published Health and Safety of Pupils on Educational Visits: A Good Practice Guide in
1998 the Department has developed its policy on support staV in the light of the National Agreement on
raising standards and tackling workload.
107. A key development is the introduction of The Education (Speciﬁed Work and Registration)
(England) Regulations 2003 which came into force on 1 August 2003. These regulations set out the
conditions under which support staV in schools may undertake speciﬁed teaching activities. Only welltrained support staV—normally having attained higher level teaching assistant (HLTA) status—will be
leading classes, and then only under the direction and supervision of a teacher. There is no assumption that
the teacher will always be physically present when a member of support staV is carrying out speciﬁed work.
108. It may be the case that support staV have the experience or skills to organise outdoor activities or
will be able to provide cover for a teacher who may be out on visits. The Department envisages a number
of ways in which support staV may help teachers, including acting as: Educational Visits Co-ordinator; or
Group Leader; or Supervisor. Head teachers will decide the precise duties of support staV, based on the skills
and experience of individuals. A range of advice and publications in this area are being revised and will be
available in due course.
The Fear of Accidents and the Possibility of Litigation
109. We believe that school staV following the good practice guidance (see paragraph 107) should have
nothing to fear from unfair accusation. We are pleased that Her Majesty’s Chief Inspector shares this view.
The recent Ofsted report on outdoor education focuses on the mainstreaming of outdoor education but
reports that some teachers nonetheless do fear litigation where things go wrong. (They also fear the risks
themselves, which is where the good practice guidance mentioned above serves a useful purpose in helping
teachers in the skill of good risk assessment and risk management).
110. The Secretary of State said earlier this year that he would look into teacher union concerns about
the implications for their members leading school visits if a child is injured. The Department believes there
might be room for an improvement in the local management of injury cases and is looking into next steps
along with teacher unions. On the litigation point, the Better Regulation Task Force has indicated that the
number of civil claims actually decreased in 2003–04 by 60,000 across all sectors. Compensation amounts,
in a smaller number of cases, have risen for reasons linked to medical costs and longer expectancy of life.
111. We recently supplemented our 1998 good practice guide, Health and Safety of Pupils on Educational
Visits (known as HASPEV) with new material based on three levels of risk assessment and approval by EVC
or LEA. The new titles are Standards for LEAs in Overseeing Educational Visits, Standards for Adventure
and A Handbook for Group Leaders (all 2002) and Group Safety at Water Margins (published in 2003 with
the Central Council for Physical Recreation. This is used as course material for the EVC INSET training
currently being rolled out at LEA/school level. To avoid unnecessary burdens we do not send our good
practice literature automatically to every school; however over 100,000 copies of HASPEV and some 50,000
copies of the supplementary leaﬂets have been sent out on request.
Research
112. The Department has commissioned the Duke of Edinburgh’s Awards and the Scouts to carry out
a map of Residential Experience opportunities for young people. It will help us to look at how residential
opportunities can contribute to more young people taking advantage of extra curricular activities. The work
is due to be completed by the end of December.
113. A literary review of the research into using food, farming and the countryside as a context for
learning (UK and abroad) was funded by Growing Schools in partnership with CA & FACE (published
report available at www.dfes.gov.uk/research).
114. Growing Schools is funding further action research by NfER/King’s College/CREE. It includes indepth case study research at a selection of outdoor sites; investigating teaching & learning processes;
learning outcomes and wider beneﬁts; and curriculum links. The study is also conducting action research
through a group of teachers, ﬁeld centre staV and farm educators, to devise and trial teaching and/or
evaluation strategies. Focus groups are exploring the views of providers and key stakeholders to inform the
design of the project, get feedback on emerging ﬁndings and act as a dissemination channel. The project is
due to report in April 2005.
115. The Department part-funded the Field Studies Council led literature review into outdoor learning
which was published earlier this year. The review examined 150 pieces of research, covering three types of
learning—ﬁeldwork & outdoor visits; outdoor adventure education; school grounds/community projects.
The study found:
— substantial evidence that ﬁeldwork, properly conceived, adequately planned, well taught and
eVectively followed up oVers learners opportunities to develop their knowledge and skills in ways
that add value to their everyday experience in the classroom;
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— strong evidence of the positive beneﬁts of outdoor adventure education, both short and long term,
particularly for interpersonal/social outcomes;
— important impacts, including greater conﬁdence, pride in community, stronger motivation
towards learning, greater sense of belonging and responsibility.
116. This study is very helpful in building the case for the positive beneﬁts of outdoor learning.
Annex A
INTERNATIONAL COMPARISONS
The Department has not recently undertaken a systematic comparison of provision in other countries.
However, for the purposes of this Inquiry, we have sourced some examples from around the world—from
Denmark, Italy, Ireland, Sweden, Netherlands, Germany, Japan, Singapore and New Zealand.
Denmark
Children in Denmark start compulsory schooling at age seven. Children between the ages of three and
six attend kindergarten, and the majority of children age six to seven are in pre-school classes.
Kindergartens
Childcare facilities are obliged to draw up learning plans for the children covering six areas. One of these
is nature, and it is clear from Ministry guidance that ﬁrst hand experience of nature is essential. It is normal
practice for children in kindergartens to spend a fair proportion each day in the playground/outdoor area
attached to the kindergarten, and in addition to play activities such areas may have small allotments for
plants, vegetables, and others may have an area with animals (rabbits, goats or sheep). All kindergartens
and nurseries take the children for walks, and arrange regular trips to the local library, farms, forests, the
zoo, a museum, etc. Many kindergartens have an annual trip with a couple of overnight stays either at a
seaside cottage, or a cottage in the woods. Some kindergartens are situated in the woods, and children in
these spend practically the entire day in the forest.
Schools
The central administration of the Folkeskole (curriculum) is in the hands of the Ministry of Education.
The Danish Parliament takes the decisions governing the overall aims of the education, and the Minister of
Education sets the targets for each subject. But the municipalities and schools decide how to reach these
targets.
The Ministry of Education publishes curriculum guidelines for the individual subjects, but these are seen
purely as recommendations and as such are not mandatory for local school administrators. Schools are
permitted to draw up their own curricula as long as they are in accordance with the aims and proﬁciency
areas laid down by the Minister of Education. However, nearly all schools choose to conﬁrm the centrally
prepared guidelines as their binding curricula.
Guidelines for speciﬁc subjects state an expectation for teachers to undertake education outside the
classroom in science and geography, and many teachers do so. It will however vary from teacher to teacher
how often it is done. The exact wording in the Order setting out aims etc for science and geography can be
found on http://eng.uvm.dk/publications/laws/Aims.htm?menuid%1515.
Although, it may not refer to activities outside the classroom in the guidelines for all subjects, many
teachers will arrange such activities. Examples of these are: weekly trips to swimming-pools (at least one
year during the school years as part of PE), ﬁeld studies in local area—lakes, forests etc, an annual sporting
day, outdoor sport activities from Easter to mid-October, visits to museums of all kinds (art, natural science,
history—indoor and outdoor), theatre and cinema visits, etc.
Most activities are organised by the teachers themselves, but there are some providers of outdoor
activities. These include farmers who open their doors to school classes, Learn about Forests arrangements
(funded by money from ministries, local authorities, organisations and private funds), private companies
who organise tree climbing or other special sporting activities (these are mainly used by after school care
clubs), and organisers of events for school classes to forests, lakes, etc. The latter are “Nature Schools”(often
situated in a forest) are funded by local municipalities jointly with the state forest district administration.
The heads of the “Nature Schools” are specially educated staV (biologists etc). There are 100 schools spread
out over Denmark, and they have 1/2 million visitors a year.
Most museums have dedicated staV dealing with school class visits.
The providers are not inspected, but do of course have to comply with legislation in any given area to
ensure for instance that play areas are constructed in a safe manner, and teachers and providers have to
ensure that the safety of the children taking part in such activities is considered as far as this is possible.
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Generally, schools/local government fund outdoor activities, but parents may be asked to contribute a
small sum of money for instance to a theatre trip.
Outdoor activities are left to the teachers to organise, sometimes in conjunction with a speciﬁc provider/
museum etc. (see above)
The teachers/leaders involved in providing outdoor learning are not required to have special qualiﬁcations
or training.

Italy
The law of 15 March 1997 granted autonomy to schools in didactic management, ﬁnancial
administration, research activities, experimentation and development. Schools organise lessons to best suit
individual school needs, respecting certain parameters. School autonomy allows individual schools to
increase the educational oVer with optional subjects and activities taking into consideration local cultural,
social and economic factors.
The head teacher manages the school in collaboration with the school council. Various stakeholders are
involved in the internal decision making process; school authorities, educational staV, social partners and
families. Each school is obliged to prepare and follow a school plan or “POF”, piano dell’ oVerta formativa.
The curriculum is set down at a national level.
Education outside the school is not mandatory and is left up to the discretion of individual schools. Italian
schools do not have a strong history of outdoor learning within the curriculum, but that does not mean that
it is not done. Indeed the Ministry of Education states that individualplans “may include” school activities
which are organised for a group of pupils of the same class, or of diVerent classes, with the aim of carrying
out activities related to the needs of pupils.
The teacher’s council within the second month of the school year must present a plan setting down all
planned activities. Having said this, teachers are not forbidden in taking a class to a nearby park as they see
ﬁt for an outdoor lesson.
Generally parents must make a ﬁnancial contribution and must give their permission for any school trips.
These trips are covered by the school’s insurance.
Traditionally overnight trips are organised for students in lower secondary school. Once again, parents’
consent must be provided and they must also subsidise the trips.

Ireland
The provision of “outdoor learning” occurs mostly in secondary schools only. In the ﬁrst three years of
secondary school, referred to as the junior cycle (age 12–15), ﬁeldwork is an integral part of the Geography
syllabus. There is an option for pupils to submit a ﬁeldstudy assignment as part of the Junior Certiﬁcate
examination. The exam papers contain a special section with questions designed to test some of the skills
which pupils develop through ﬁeldstudy; this section is intended for those who do not take up the option
of submitting a ﬁeldstudy assignment. This is an optional unit and is only taken by a small percentage of
students. Within the Science curriculum, ﬁeld study is optional.
Physical Education in the Junior Cycle includes adventure activities, aquatics, athletics, dance, net and
ﬁeld games etc. Physical education teachers have the relevant national teaching qualiﬁcation and if the
outdoor learning activity involves a specialised skill such as adventure sports there will be a qualiﬁed
instructor present. Outdoor activities which take place outside the school grounds would generally take
place in approved centres. However these centres are not approved by the schools or the Department of
Education, but are approved by the Government or a National body.
In the Senior Cycle (16–18 yrs), the Geography syllabus consists of a range of core, elective and optional
units for study. A geographical investigation, to be completed individually by each candidate, forms a
compulsory element of the syllabus. The report on the geographical investigation is submitted in advance
of the ﬁnal written examination.
Students also have an option to pursue an outdoors education module which is assessed as part of the
overall course.
Developing appropriate linkages between school and the workplace is a growing feature of the senior
cycle. Students are involved in organising visits to local business and community enterprises; meet and
interview enterprising people on—site and in the classroom; plan and undertake interesting activities that
will build self—conﬁdence, creativity, initiative and develop teamwork, communication and computer
skills.
Generally, all outdoor school activities are co-funded by parents and schools and organised by the schools
themselves—there is no local/national body involved.
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Sweden
Provision of education in Sweden is highly de-centralised. Framework legislation issued at the National
level states what targets to reach but leaves great scope for local authorities in deciding how this is to be
done. Sweden’s 290 municipalities are responsible for provision of childcare, compulsory and upper
secondary schooling. Most of the funding for education comes from locally raised income tax.
The only subject where outdoor/outside the classroom activities are required according to the syllabus is
Physical Education (PE). The requirement is not explicit but the syllabus states that the aim of PE is partly
to encourage pupils to spend time in nature and to be able to ﬁnd their way around in nature (demands
knowledge of how to use a compass and a map). PE also requires pupils to be able to swim and to have
practised life-saving measures around water before leaving compulsory school. Swimming and life-saving
around water is usually practised at an in-door swimming pool.
Other activities may include visits to museums, libraries, zoos, the cinema, the theatre etc. All of this is
at the discretion of individual schools and teachers. There is no requirement for visits like these to be
carried out.
There are no separate inspections of outdoor/outside the classroom activities. Schools are however
responsible for the supervision of children during school hours and can be held responsible for any accident
that occurs throughout the school day. This means that schools must ensure that there are proper routines
in place eg regarding any outdoor activities or visits that are carried out. Many municipalities also take out
insurance to cover children while at school.
Education and activities carried out within the framework of pre-school and compulsory school should
on principle be free of charge. There is anecdotal evidence of schools in certain areas asking parents to pay
for certain activities, such as visits, where parents are able to aVord this.
Any activities taking place within the framework of the curriculum are arranged by the school itself.
Teachers who include out-of-the-classroom visits or projects in the teaching of their subjects do not require
special training.
In addition to the outside-the-classroom activities mentioned above, it is common for Swedish children
below the age of 10 to attend after-school childcare. These facilities are often located on school premises or
in connection with school premises. Municipalities are responsible for ensuring that staV have the proper
training to take care of and understand the needs of children at this age. Municipalities must also ensure
that the premises used for after-school childcare are appropriate for that purpose and that the sizes of groups
are manageable.

Netherlands
Dutch schools are not required to oVer pupils education outside the classroom, but most schools oVer
out of school experiences such as excursions, visits etc. Most municipalities oVer school-garden clubs for 10
year olds. The central government oVers school vouchers for cultural activities (actor in classroom, visiting
a theatre or a studio etc).
In addition, out-of-school care is available for schoolchildren aged between four and 13. These centres
are open before and after school (and sometimes at lunchtimes), on afternoons or days when there is no
school, and during the school holidays. These centres oVer leisure activities and facilities for doing
homework.

Germany
In Germany responsibility for school education lies with the 16 Laender or regions. This means that in
practice there are 16 diVerent school systems which have their own set of rules and regulations on education
outside the classroom. It is not possible therefore to give a full picture for the whole of Germany, but the
information that follows applies to the situation applying in most Laender.
There are no out-of-school activities which are compulsory for particular subjects. Class trips, excursions
etc take place at the discretion of the school or the individual teachers. Physical education is compulsory in
primary as well as secondary school in most Laender.
All school pupils are automatically covered by accident insurance (provided by the local authorities)
during lessons, on the way to and from school and during all school functions or out-of-school activities for
which the school is responsible and is providing supervision. This also includes school trips outside
Germany.
Parents have to cover the costs of their children’s school excursions (travel, accommodation etc).
Accompanying teachers get reimbursed for their expenses by their school or local/Land education
authorities. However, due to budgetary constraints several Laender ask their teachers to cover at least part
of their expenses.
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All Laender have their own set of rules and regulations for education outside the classroom. North Rhine
Westphalia (Germany’s largest Land), for example, issued detailed guidelines for school excursions in 1997.
The most important elements of these guidelines are as follows:
— class trips are integral part of school education;
— excursions have to be embedded into the curriculum and have to be prepared in class and assessed
afterwards;
— schools have overall organisational responsibility and decide whether or not to make use of
excursions;
— the school conference (in which teachers, parents and pupils are represented) decides on the overall
framework for excursions, including on the length and maximum costs. Parents, teachers and
pupils have to be given the opportunity to discuss any proposals before the school conference takes
a decision;
— costs have to be kept at a minimum so that they do not prevent any pupils from taking part;
— if class trips exceed two weeks, the extra time has to fall into school holidays;
— class teachers make suggestions for the programme, the length of time and the objectives of an
excursion. Parents are asked for their opinion and the head teacher decides whether the plans are
in line with the school’s educational objectives and with the guidelines produced by the school
conference. The head teacher also has to check whether there is suYcient funding;
— any service contracts with transport, catering or hospitality companies are signed by the school,
not by individual teachers;
— parents have to produce written conﬁrmation that they will cover the costs of class trips which are
taking place over several days, even if their children are 18 years or older;
— in order to provide suYcient supervision with larger groups, parents or pupils over the age of 18
may take the place of additional supervisory teachers;
— private transport for class trips is not allowed for safety reasons;
— there are additional health and safety guidelines for excursions which involve swimming or other
activities in water, mountaineering or skiing.

Japan
Out-of-classroom activities are considered an important part of a child’s education in Japan. Such
activities are conducted by schools mainly through: (1) “tokubetsu katsudo” or “Special Activities” within
the school curriculum; (2) sports and cultural clubs carried out at the school; and (3) as part of subject
teaching in the school curriculum. Learning opportunities may also be provided independent of schools by
local boards of education and private organisations.

Special Activities
In the elementary and lower secondary curriculum (age 6–15), 35 hours a year (one hour a week) are
allocated to “tokubetsu katsudo” or “Special Activities”. Special Activities consist of: ceremonies (entrance,
graduation, etc), arts/cultural events (cultural festival, etc), physical/health activities (sports festival, etc);
outings (school excursions, ﬁeld trips, longer school trips, etc); and work and volunteer activities.
Schools are free to devise their own plan according to the available resources although schools will have
to work within the regulations and guidelines of the respective local board of education. A board of
education, for example, may have a restriction concerning the ages of students allowed to participate in trips
involving overnight stays. Before the beginning of the school year, schools have to submit annual plans to
their local boards of education, which will include details of their special activities, for approval.
Parents in Japan are expected to pay for the cost for out-of-school activities such as school trips. Some
schools have a monthly payment system for parents to cover such costs. In cases of ﬁnancial hardship,
boards of education can provide ﬁnancial support to families through special funds for those families on
low incomes.
Evaluation of activities is carried out within school and schools are monitored by their local board of
education, which has a supervisory role over the schools in its area.
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Sports and Cultural Clubs
Club activities are an area of great importance in Japanese education. In addition to developing students’
interest and skills, club activities give students the opportunity to learn how to act as part of a group and
are crucial in developing interpersonal skills, perseverance as well as leadership qualities.
In elementary education, club activities are limited to students from the 4th to 6th grades (age 9–11). Club
activities are not compulsory but students are encouraged to take part in one of the sport or cultural clubs
at the school after classes. At the junior high level, some sports clubs meet 4–5 times a week and practices
or games may take place at the weekends or in the school holidays. Clubs are supervised by teachers and
most teachers are responsible for one of the sports or cultural clubs at their schools. Teachers receive a small
allowance for supervising a school club. Some clubs, though, can involve considerable extra work for
teachers.

Subject Teaching
In the Course of Study (national guidelines) for each subject, teachers are encouraged to provide students
with experiential learning activities as part of their subject teaching which may occur outside the classroom.
The School Education Law in Japan has been revised in recent years to include a stipulation that schools,
in carrying out their subject teaching, should seek to cooperate with social education-related organisations
to expand and improve experiential learning activities for students.
Although such activities will vary according to the teacher and the school, out-of-classroom activities may
include growing plants at school as part of a science project or looking after a class animal as part of moral
education and out-of-school activities may include museum or library trips as part of social science
education, ﬁeld trips to local parks or woodlands as part of science education, and visits to local companies
as part of a Period for Integrated Study project.

Local Boards of Education and Private Organisations
In addition to schools, boards of education and private organisations play a role in providing students
with learning activities outside the classroom utilising skilled local people and local facilities. Such learning
activities are considered as part of lifelong education in Japan. One example may be an English class oVered
at the local public hall on Saturdays to students at schools in the area. Another example may be a cultural
festival in the local library. Although not directly involved, schools may play a role in promoting such events
and cooperating with local organisations.
On a national level, through a cross-party initiative and with the cooperation of the private sector, the
Children’s Dream Fund (“Kodomo Yume Kikin”) was established to provide grants for children’s
experiential activities, contributing to the healthy development of young people. Examples of activities
include: activities to experience nature such as summer camps; activities to experience community service
such as caring for the elderly; and also activities to promote and support children’s reading. Again, schools
may play a role in promoting and cooperating with the organisations providing these learning opportunities
in the local community.

Singapore
Apart from the formal school curriculum, pupils participate in co-curricular activities (CCAs) which are
intended to provide healthy recreation, and instil self-discipline, teamwork and conﬁdence in the pupils. The
Ministry of Education, Singapore established The Outdoor Education team in 1999 to provide assistance
and guidance to Singapore schools in the planning and implementation of their outdoor education and
adventure programmes.
There is a wide range of CCAs available in schools. Pupils may choose from a variety of sports and games
such as track and ﬁeld events, basketball, tennis or uniformed organisations such as the Red Cross Society
and National Police Cadet Corps. They can, alternatively, opt for a cultural activity such as the Military
Band, the ethnic dance group or the drama club. Students can also participate in clubs and societies like the
Photographic Society, the Computer Club and the Gardening Club.
Pupils are introduced to CCAs at Primary Four (age 10) and participation is voluntary. At secondary
level, they must participate in at least one core CCA.
Schools compete in a number of co-curricular events at the zonal and national level each year. These
include sports events such as track and ﬁeld, swimming and cross-country. The Singapore Youth Festival
is an annual event which showcases the creativity and talent of Singapore students through drama
presentations, choral singing, an art and craft exhibition, uniformed group events and sports events.
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New Zealand
Education Outside the Classroom (EOTC) in New Zealand is deﬁned as any curriculum-based activity
that takes place outside the school, including museum visits, sport trips, ﬁeld trips and outdoor education
camps
There is a strong history and culture of outdoor education in New Zealand, with education documents
over the past century recognising the educational value of EOTC. By the 1960s most schools oVered ﬁeld
trips to students, which increased in frequency throughout the 1980s and into the 1990s. However, it has
been suggested that there has been a small decline in EOTC in recent years, due to the decentralisation of
education in the late 1980s, increasing compliance costs and concerns about liability for student injuries/
deaths.
Schools are not required to oVer EOTC, but as a general rule all schools do. The provision of EOTC varies
from school to school, and often depends on the teachers’ enthusiasm for EOTC.
EOTC is oVered to students of all ages, from early childhood through to secondary school level. DiVerent
approaches to EOTC are appropriate for children of diVerent ages—the following is a guideline of the types
of EOTC activities that may be oVered:
Ages 3–5: In early childhood centres, the speciﬁc EOTC focus is on ﬁeldtrips, which are generally short
and frequent with a high ratio of adults to children.
Years 1–4: EOTC is primarily about exploring the local community within walking distance from the
school or accessible by local car, bus or train ride.
Years 5–6: In addition to the above, EOTC is more likely to involve exploring rural or city environments
and possibly involving staying overnight.
Years 7–8: In addition to the above, exploring bush and water environments within a few hours’ walk
from a road end or accessible by vehicle.
Years 9–10: In addition to the above, exploring other towns and cities in New Zealand, back-country
areas that take a day or more to get to, using marked tracks and involving staying a few nights.
Years 11–13: In addition to the above, possibly involving more remote back-country environments or
overseas visits.
At most intermediate (Years 7–8) and secondary schools (Years 9–13), in addition to curriculum
extension activities and opportunities for personal development, EOTC includes camping and outdoor
pursuits such as canoeing and abseiling, which require tutors with speciﬁc skills.

Witnesses: Ms Helen Williams, Director, School Standards Group, and Mr Stephen Crowne, Director,
School Resources Group, Department for Education and Skills, examined.
Q75 Chairman: Can I welcome Helen Williams and
Stephen Crowe from the Department for Education
and Skills who have kindly agreed to be here to
answer some questions on what we have called an
inquiry into the beneﬁt of outdoor learning. This is
an inquiry that we certainly take very seriously since
three years ago some of us went to look at the Forest
Schools Initiative in Denmark and saw the way in
which even at pre-school the outside environment
was used very positively as part of the educational
experience of young children. There has been a
whole number of issues that seemed to suggest that
not only was it a time of change in outdoor learning
but there were certain barriers to either its
development or continuation. Stephen Crowne and
Helen Williams, is there anything you would like
to say about your responsibilities? Interestingly
enough, when we looked at your background in the
department it did not really point up the reference
and the relevance of outdoor learning to your
particular remit, so perhaps you could illuminate us
on that.
Ms Williams: I am a Director within the Schools
Standards Group within the DfES. I am responsible,
among other things, for policy on the national
curriculum and on support for all subjects and
themes within the national curriculum, including

outdoor education as a context for teaching and
learning across the curriculum. That is how I come
to be here today. The Department does see outdoor
education as being a very important part of what
schools should oVer pupils to support a broad and
rich curriculum. We know that some schools do use
outdoor education pretty well but that there are
other schools which, for whatever reason, are not
fully exploiting the potential of outdoor learning.
The department’s policy is to work with a very wide
range of partners to promote good practice in
outdoor education and also to develop teachers’
conﬁdence and knowhow in planning and delivering
outdoor education. We think it is absolutely key to
getting outdoor education fully into the system
to convince heads and their staV that outdoor
education has a contribution to make to pupil
achievement and development so that they can build
it in at the start into the curriculum and timetabling.
Mr Crowne: I am Director of the School Resources
Group which is responsible for school funding,
capital investment, school organisation, school
admissions, transport and safety, the last of which is
essentially the reason I am here. My particular
interest, as Helen says, is in working with partners to
identify what are the obstacles to outdoor education
which can range across issues of safety but also
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funding, transport and so on, to see whether there is
more we can do in partnership to help give a greater
sense of conﬁdence amongst all schools that outdoor
education is a central part of the oVer and that there
are ways of delivering that oVer consistently and
with high quality in all schools.
Q76 Chairman: Thank you. This is a department
that believes in evidence-based policy. Have you got
any evidence that opportunities for outdoor learning
are of any value at all?
Ms Williams: There is a considerable amount of
evidence, some of which we refer to in the
memorandum that we sent you. I have not got
chapter and verse at my ﬁngertips but I am sure we
can produce a lot of evidence showing that outdoor
education has a contribution to make, for example,
in science and geography and giving pupils ﬁrsthand practical experience of doing things in the wild,
as it were, adventure activities in terms of developing
pupils’ skills, extending their horizons. There is quite
a body of evidence. Outdoor learning is a very wide
topic. Perhaps that is a point that ought to be made
at the outset. It covers a great variety of things from
ﬁeld work in geography and biology through to trips
to museums or places of cultural interest through to
the Outward Bound activities.
Mr Pollard: And Parliament?
Ms Williams: Indeed, Parliament, and also we
included in outdoor learning community-based
activities, for example, volunteering which we
encourage through the citizenship curriculum. We
think that in all of those various areas there is
evidence that, properly planned, outdoor learning
can make a contribution to outcomes, to pupil
achievement, but the emphasis is there on proper
planning. It needs to be integrated into the whole
curriculum oVer for pupils rather than just being
something done as an optional extra.
Q77 Chairman: Is that one of the problems, that it is
too diverse, that you start looking at this subject
and, as you said, it includes a whole range of
activities for a variety of ages? Where does your
responsibility in terms of age begin?
Ms Williams: I do not think it is a problem that it is
a very rich and diverse ﬁeld. I think that is just a fact.
My interests in outdoor education span the full
range of the curriculum from the foundation stage
through to Key Stage 4 in a whole variety of
subjects.
Mr Crowne: From our perspective the key thing is
that the school needs to be very clear about how
particular activities form part of a rich curriculum
for the pupils involved. In a way it should not be for
us to try and lay down how each style or activity
contributes; rather to ensure that the school is very
clear, learning from what works in other schools and
in other contexts and drawing together the best
practice. When we are talking about removing the
barriers we are also talking about encouraging the
spread of understanding of how particular activities
support particular curriculum objectives or social
objectives, pastoral objectives and so on, in the
school. To repeat the point, there is a tremendously

wide range of activity here and one where we
essentially need to work with a broad range of
partners to ensure that distinctive contributions of
each kind of activity are recognised and integrated in
the school’s overall oVer.
Q78 Chairman: What I am trying to get at is that if
we do not have a pretty clear focus on what the value
is and what the variety of contribution can be it is
quite diYcult for the Department to prompt schools
to achieve high levels of added value for all the age
ranges. Is that not the case?
Mr Crowne: I am very wary of the Department
seeking to distil out as it were, in a kind of salamislice way, what distinctively each area contributes
because in the end it is about how the school looks
at the curriculum as a whole and plays to its local
circumstances, the particular contexts it has to work
with and feeds those into its overall view of the
curriculum. I think there is a balance in this and
where we ought to be putting our eVort is in
encouraging and promoting what the wide variety of
partners believe to be the best practice and giving
schools a menu of opportunities from which they
can then select and mould and adapt in the light of
their own particular circumstances.
Q79 Chairman: Should it not be the Department’s
job to persuade by the evidence, by good practice,
teachers in training, that this is a priority, that it is
something that adds value to the life of the school
and the life of the individual student? Is that not the
level at which you should be taking a particular
interest?
Mr Crowne: It is a very good point and clearly this
process has to start with initial training. The amount
of time available for initial teacher trainees is limited
and all we can expect is to give some basic tools
around planning these kinds of activities. The real
value added has to come during the early period of
professional development in post when we should
encourage all teachers to work together to see the
beneﬁts that can accrue from diVerent types of
activity and ensure that they are conﬁdent, through
continuing professional development, in taking
those kinds of activities forward. It is building the
conﬁdence and the understanding of the potential
beneﬁts where you get the real gains. You have to see
it as a seamless development rather than focus
speciﬁcally on the initial end.
Q80 Chairman: How many people in the
Department will be working on this area?
Ms Williams: In our curriculum area, for which I am
responsible, we have a small team of four or ﬁve
people which covers two or three subjects in
the national curriculum—geography, design and
technology, ICT—as subjects within the national
curriculum and that team is also the focus for work
on outdoor education. They are focused and
mobilise other people in other subject teams. For
example, people who work in science have an
interest in outdoor education, as do people who
work on citizenship. It is quite diYcult to give you a
ﬁgure but there is a signiﬁcant staV eVort in the
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Department going into working with partners on
outdoor education. Following on from what
Stephen was saying about what we are doing, the
Department is doing quite a lot to promote,
publicise and disseminate guidance about outdoor
education. I will not take the Committee’s time up
with reading oV a lot of detail but there is guidance
on the foundation stage curriculum which talks
about the role of outdoor learning to develop young
children. There is stuV in the primary national
strategy materials on outdoor education. There is
some material in the Key Stage 3 strategy. We also
have supported the Growing Schools programme
which is an alliance that brings together some 25
organisations which are interested in outdoor
education. That Growing Schools programme we
support in various ways but in particular we have
supported them to undertake research on identifying
good practice. There is a Growing Schools web site
which has an enormous amount of material on it
about what works in outdoor learning at diVerent
stages in diVerent subjects, what advice is available
to teachers, and that web site is a very well visited
web site.
Q81 Chairman: Do you think there is a problem that
too often we discuss this, and perhaps even the
Department may look at this, as beneﬁcial to a
particular subject, like geography or one of the
science subjects, as a practical aspect of getting out
there and looking at real plants and so on rather
than looking at it as a beneﬁcial exercise for the ethos
of the school, for the team building of the kids? Is it
the less focused bit of it the bit that you are least
comfortable with? You tend to come back to
curriculum-related issues rather than the other thing
that we are trying to tease out.
Ms Williams: That is a very interesting question. My
instinctive response would be that we value both
the speciﬁc curricular contribution of outdoor
education but also its contribution to the less
tangible things like team building and developing
pupils’ horizons and experience. I very much hope
that is reﬂected in the guidance and materials we put
out. I am sure it is although I cannot quote chapter
and verse.
Q82 Helen Jones: I want to take up what you said
about continuing professional development. How
many teachers are undertaking or have undertaken
continuing professional development which relates
speciﬁcally to outdoor education?
Mr Crowne: I do not think we can answer that.1
Q83 Helen Jones: That is exactly my point.
Mr Crowne: If I could say a little more about this,
there is a lot of continuing professional development
which is highly relevant to this which covers diVerent
subject areas and covers the way school activities are
organised. The key thing is that the school itself
should have a clear overall view of how it wants to
use outdoor education across a broad range of its
curricular areas and the other aspects of the life of
1Ev

62.

the school and it should ensure that the professional
development necessary to realise that particular
vision is in place. Often when it is said, “How do we
ensure there is enough training?”, you do that by
being very clear at the school level about what you
want to deliver and how you are going to deliver it.
We could of course seek to collect more and more
information about this. I am not quite sure that we
could come up with a methodology for doing it that
would fully illuminate the picture that you want, but
I do not think we have that data at the moment.
Q84 Helen Jones: That is my point really, that you
cannot be sure because you say to us, quite rightly,
that schools should do this. Do you have any
information as a department on how many schools
actually do it?
Ms Williams: It depends what you mean by “do it”.
Q85 Helen Jones: I am taking up Mr Crowne’s
point. Tell me what schools should do. I would like
to know if you know whether they are doing it.
Ms Williams: We know that 10,000 schools
registered last year in the Growing Schools
programme. Growing Schools is an alliance which is
promoting the use of the outdoors as a learning
resource. It does not follow from that that in each of
those 10,000 schools all the teachers have necessarily
been very energetic in following up and getting
relevant CPD but it is of some signiﬁcance that that
number of schools, which is more than 50% of the
total number, is positively participating in that
programme.
Q86 Helen Jones: I just want to be clear. You are not
telling the Committee that that necessarily means
that their teachers have undertaken continuous
professional development work in that area, are
you?
Ms Williams: No.
Q87 Mr Chaytor: Can I ask about the impact of the
Workforce Reform programme on the amount of
electorate taking place? In your submission it says
that the limits on cover introduced in September, the
commitment to guaranteed planning, preparation
and assessment times, together with enhanced roles
for support staV, present real opportunities to make
a diVerence. It does not say “a diVerence to outdoor
learning”. I thought it did. It says, “a diVerence to
each pupil’s learning”. In fact, I am not sure why it is
here because it does not say anything about outdoor
learning at all. I will revise my question. Why is this
paragraph in because it does not seem relevant to the
inquiry? Previous witnesses have ﬂagged up school
Workforce Reform as an obstacle to the expansion
of outdoor learning. The implication of this
paragraph being here in this submission, even
though it does not mention outdoor learning, is that
school Workforce Reform could provide an
incentive to outdoor learning. What is your view on
the pros and considerations of the Workforce
Reform agreement?
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Mr Crowne: We are aware of concerns that there
maybe an obstacle here but we are very clear—and
this is working with our partners on the Workforce
Reform
agreement—that
there
are
real
opportunities. One of the issues for us is to ensure
that the advice and brieﬁng going to schools about
the opportunities with Workforce Reform cover this
and other areas. What we see as the opportunity
essentially is that there is now a broader range of
ways of organising and covering for activities of this
kind. We are not and should not be wholly reliant on
supply cover; there are diVerent ways that we can use
the evolving school workforce to help manage these
kinds of activities. The ﬁrst point is that we need to
be clear in our guidance to schools in order to build
their conﬁdence about how it can be done. The other
opportunity there is about what happens in the
school while these trips and other activities are going
on because that does open up opportunities for
diVerent kinds of provision with the groups of
children that are left, and again, with a more ﬂexible
workforce, teachers and others, it should be possible
to devise stimulating, interesting and diVerent kinds
of activity back in the school as well. I do see it as an
opportunity but I recognise that there is a real job to
be done to identify the practices that work and help
and help all schools to understand what they can do
to access the opportunities.
Q88 Mr Chaytor: What you are saying is that the
opportunities really are that teaching assistants and
other support staV take on many of the functions of
organising these activities?
Mr Crowne: Absolutely.
Q89 Mr Chaytor: But are you not then getting the
worst of both worlds in your relations with the NUT
and the NASUWT, because the NASUWT is saying
to teachers, “Do not get involved in these activities
at all”, and the NUT was opposed to teaching
assistants in the ﬁrst place? How are you going to get
out of all that?
Mr Crowne: If I can answer that more generally, we
recognise that there are various kinds of concern.
Certainly in relation to the NASUWT concerns, and
we have been working very closely with NASUWT
to see how we can take those matters forward, there
are plenty of practices now in schools about the way
diVerent groups have started to contribute to these
activities. All we are saying with Workforce Reform
is that there is now a wider range of opportunities
because we have a stronger cadre of non-teaching
staV available and we just want to build on the
experience of using the whole school staV to support
these kinds of activities.
Q90 Mr Chaytor: Leaving aside the impact of the
administrative tasks and the use of non-teaching
assistants, if a teacher is taken out of the classroom
for a given period of time the Workforce Agreement
means that supply cover will kick in earlier than it
would have done before 1 September, so there is
going to be an additional pressure in terms of supply
cover that was not there previously, is there not?

Mr Crowne: That is only if you assume that that is
the only way you can deal with the teacher absence.
Q91 Mr Chaytor: The non-teaching assistants will
be covering for absent teachers in addition to
organising the trip in the ﬁrst place?
Mr Crowne: What I am saying is that because we are
now developing the notion of high level teaching
assistants there are diVerent ways of providing for
teacher absences. As I said before, those provide
some opportunities back at the school to do some
diVerent things as well. I am not laying down the law
on this. The way we have to proceed is looking with
our partners at examples of where the diVerent
approaches work well and share those quite widely.
In the end it does not matter what we say. It is the
conﬁdence that schools have in their ability to
organise and deliver these things that matters. That
above all is the obstacle to progress. It is about
delivering that conﬁdence and sharing the practice
that seems to work.
Q92 Mr Chaytor: There is not a speciﬁc funding
stream directly to schools for outdoor learning, or is
there? There has never been a strand of the
standards funds?
Mr Crowne: I could not say never.
Q93 Chairman: Helen Williams, for the record, is
shaking her head.
Ms Williams: Within living memory we are not
aware of there having been a speciﬁc strand.
Q94 Mr Chaytor: If the Department is so conﬁdent
that this has advantages for pupils and their learning
is there not a case for having a ring-fenced funding
stream as there is for certain other parts of the
curriculum?
Mr Crowne: As you will know, within our overall
strategy we are trying to get away from the ringfencing of speciﬁc sums for speciﬁc purposes. That
builds on the very solid consensus across all of our
education partners that a much more eVective
approach is to give maximum ﬂexibility at local level
and encourage schools to be very clear about what
their priorities are and then to use their budgets
ﬂexibly to deliver those. The challenge for the
Department is, rather than using a directed
approach through ring-fenced ﬁnding, ﬁnding a
style of leadership which encourages schools to want
to take up these opportunities and to prioritise them
within their overall budgets, and then we come in to
provide guidance and support and access to best
practice which will inﬂuence behaviour locally. It is
getting away from what I call the regulatory ringfencing approach which we have found over time has
rather diminishing returns in terms of leading the
system. It is a deliberate attempt to move away from
that but we recognise nevertheless that there are
some challenges in how you inﬂuence and provide
the kind of leadership where it is clear that we want
more schools to be able to beneﬁt from these kinds
of activities.
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Q95 Mr Chaytor: Finally, can I ask about
academies? In your submission it says, “We expect
as more of them open that many academies will be
at the forefront of the provision of outdoor
education”. Is there any evidence that the ﬁrst wave
of academies have put particular emphasis on
outdoor education?
Ms Williams: I am not personally aware of the
evidence but we can certainly let you have whatever
evidence there is.
Q96 Mr Chaytor: Has there yet been the review? I
think when the Secretary of State was here last time
he said there was going to be an internal review of the
ﬁrst year of academies to be published, as I recall, at
the end of September.
Ms Williams: We do not know about that but we can
put in a note about that.
Q97 Chairman: How would you take the notion that
there should be a dedicated part of the budget to a
school? There are two ways of looking at this, are
there not? One is that every school spend X amount
of its budget on outdoor education, or there can be
an entitlement for every student to have so many
hours per term in outdoor education. Which of those
would you favour, or none?
Ms Williams: Shall I comment on the idea of some
kind of entitlement in terms of hours? We would be
rather inclined against an entitlement expressed in
terms of hours per pupil because that does not oVer
any assurance about the quality or the relevance of
the experience. It is an input measure. The important
thing, as Stephen has said and as I have said already,
is to create the demand in schools to convince heads
and their staV that outdoor education is something
that can make a contribution. You have to create
that sense of ownership and buy-in within the
profession. Simply having a statutory entitlement
for pupils to have so many hours per week or per
month of outdoor education does not in itself carry
the profession with you. Our instinct would be to
stick with the approach of promoting the beneﬁts of
outdoor education to schools, to building up the
capacity and conﬁdence of staV through CPD and
through information and by signposting the
opportunities that already exist for schools to take
advantage of that.
Q98 Chairman: I would say that sounds a bit weak
and waZy in the sense that if you were going to look
for an energiser in the past you would look at the
local education authority. A good LEA was at the
heart of providing good outdoor education. Of
course, the government has given LEAs relatively a
weaker role in most of these things, or at least that is
the view that some of us on this committee have. Is
it all going to be done from Sanctuary House that
you are going to encourage people or is there a
mechanism? I gave you two possibilities, a certain
amount of time that students should expect of
outdoor education or a special budget like the elearning budget. What about making Ofsted take it

much more seriously? I am looking for ways in
which you are going to convince me that the
department takes it seriously.
Ms Williams: Perhaps I can suggest a third
possibility.
Q99 Chairman: Do you not mean the fourth? I have
given you three now.
Ms Williams: This is something we have already
talked to partners about, the possibility of
developing with partners, including local authority
organisations,
including
teacher
union
organisations as well as professional organisations,
the idea of agreeing some kind of manifesto for
outdoor learning on the lines of the manifesto that
has recently been agreed among partners on school
music. The idea of having such a manifesto would be
that it would identify what the partners saw as the
contribution of outdoor education within the
curriculum to teaching and learning. It could
identify some agreed key issues. It could set out a set
of priorities and this would be a kind of agreed
framework not just for the partners but also for local
authorities, non-government bodies. Everyone who
has a stake in this ﬁeld could work together to
promote outdoor education.
Q100 Chairman: Who came up with the notion of
calling it a manifesto?
Ms Williams: The music manifesto? I suspect David
Miliband may have been the author of the term
“manifesto”.
Jonathan Shaw: He does write them, you know.
Chairman: It is a very interesting use of the word
“manifesto”. I thought manifestos led to mandates
and were used in a rather diVerent context. We will
come back to that. Let us carry on and look at the
litigation and bureaucracy that allegedly dogs this
whole subject.
Q101 Paul Holmes: There is a well known
phenomenon now in terms of European legislation
whereby Europe passes some regulations and then
the relevant body in Britain gold-plates it, makes it
belt and braces, makes it really complicated and
poor old Europe gets the blame. It seems, looking at
this, that there is a similar process going on in that
for example the DfES issue Health and Safety of
Pupils on Educational Visits guidelines and then the
LEAs add their bit to it, except that each LEA adds a
diVerent slant so you are not getting any consistency,
and then the school governors add their slant and the
poor old classroom teacher looks at all this stuV and
says, “I don’t think I’ll bother organising that trip
after all”. Do you think that is a fair assessment?
Mr Crowne: There is always a risk that we will end
up with more complicated arrangements than we
need as a result of that kind of process. What we are
concerned to do, as in the other areas we have been
talking about, is to build conﬁdence at school level
so that they know the best way to approach in
particular the risk assessment side of this which
drives a lot of the bureaucracy. What we have been
doing is focusing the guidance that is prepared at
national level on practical steps that can be taken. In
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fact, it has had pretty good feedback from the users.
We have to recognise that at the end of the day it is
the employers of the teachers and those with
responsibility for the children who bear most of the
legal responsibilities here, so there is always a risk
that, with that responsibility and the onerous legal
burden that places on you, you will want perhaps to
go a little further than you might in protecting
against risk. What we have to do is work with local
authorities to ensure that that is not happening. We
can use Ofsted, which will comment on these things
in inspecting LEAs, and we need to ensure that
where there is evidence local authorities may be
going a little too far we can encourage them to look
at best practice elsewhere. We have to have
sympathy for those at the front line here because in
the end it is the risk assessment that you do locally
that is key to this. That determines how much eVort,
what kinds of resources, what kind of expertise you
need to apply and everything that we do at local
authority government level needs to support that. I
am conﬁdent, as I say, that our guidance has been
helpful but we are not complacent about this and I
recognise that it is a big issue for schools and we need
to continue to work to build that sense of conﬁdence
in how to approach the issues sensibly.2
Q102 Paul Holmes: You said though that you
needed to try to work with local education
authorities, for example, and heads and governors
on this issue. Since you issue the initial advice
through the Health and Safety of Pupils on
Educational Visits guidance could you not also take
a more proactive role in issuing the standard
assessment forms to use? We heard from the Royal
Society for the Protection of Birds an example where
they had prepared material to ﬁll in these risk
assessment forms but diVerent schools coming from
diVerent LEAs had to have the information in all
sorts of diVerent formats because there was no
standard process and that just creates more work for
everybody. Why not produce with your initial
guidance some standard forms as well?
Mr Crowne: That is an idea we could well follow up.
If the committee felt that was a fruitful avenue to go
down we would be very happy to do that. I would be
the ﬁrst to recognise that there are almost inevitably
going to be some inconsistencies of practice here
across local authorities and we do need to make sure
we are focused on what the best practice is, and if
there is anything we can do to help that process I am
sure we would be willing to consider it.

Mr Crowne: The process of risk assessment is all
about making a judgment from the point of view of
the people who are actually responsible for the safety
of the children as to what they should do. Obviously,
if you are working with a licensed centre that will
change the nature of your risk assessment because
you know you have a quality assurance there in
place. If you are working in some other context you
will perhaps come to a diVerent conclusion. I think
you still have to go through the process of risk
assessment. What I do not think you need to assume
is that it is at the same level of detail in every case. I
would hope that if you are working with a licensed
adventure provider you will not have to go through
the same degree of risk assessment as if you are
working with a diVerent kind of provider who does
not have that kind of background.3
Q104 Paul Holmes: You said you would hope that
and that would be the commonsense approach, but
again are you aware whether that hope is realised?
Mr Crowne: I am only saying “hope” because if we
accept that there is a variation in practice there are
bound to be some examples of where that is not the
case and our job is to work with local authorities to
make sure there is consistency based on best
practice.

Q103 Paul Holmes: We also had the suggestion from
previous evidence that where you have adventure
activity licensing authority licences issued to certain
centres why then would schools which are using
those already accredited and licensed centres have to
go through the same hoops of risk assessment when
those centres have already gone through a very
rigorous process?

Q105 Paul Holmes: In general terms do you think we
need to step back and look at this whole area
anyway, not just the speciﬁc examples I have been
giving? We keep reading these examples of schools
that ban playing conkers because it is dangerous,
which sounds ludicrous. I can think back to four
years ago almost exactly to this week when I was still
teaching and I was taking my year seven form down
to the local library to familiarise them with the
library in case they had not been. These kids every
morning walked up from the town centre to the
school on their own and every night walked back
and yet we had to ﬁll in pages and pages of risk
assessments to walk these kids eight minutes down
the road from the school to the library. We have got
stopping conkers, stopping playing contact sports,
rugby, whatever, and doing risk assessments to walk
down to the local library. Is it not all going a bit far?
Mr Crowne: I am certainly not complacent about the
need to continue to work on this because I think
there are pressures in the system which tend to
encourage people to err on the side of ultra caution,
and you can understand that, given that we are
talking about safety. We have to continue to work to
get common sense applied at every level in this and
we recognise that we have a role in doing that as well.
The ﬁrst thing we should do is make sure our
guidance is clear and based on best practice and is
encouraging straightforward common sense
approaches and then we have to try and work with
local authorities to make sure we are not overlaying
that with more complexity than we need. It is just
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working away at the common sense approaches in
partnership on a continuing basis. It is not a job that
has been done fully yet.4
Q106 Paul Holmes: You keep saying this will be the
logical thing to do and then you say it has not been
done fully yet, so how proactively is the department
doing this or planning to do it in the near future?
Mr Crowne: We have worked on our guidance, we
have produced updates, we work with local
authority folk in their eVorts to work with local
schools co-ordinators’ activities. We are
encouraging professional development in areas like
risk assessment. I would want to avoid us taking an
overly prescriptive approach here. What we are
interested in doing is making sure the best practice is
identiﬁed and that we are working with our partners
to ensure that that is fed down through the system,
but when you have 24,000-odd schools that is a lot
of partners to work with. We have to be sensitive to
local circumstances and avoid being overly
prescriptive where that might not ﬁt the bill. At the
same time we need, as I say, to drive through the
common sense approach to make sure that people
locally feel conﬁdent about the processes. It is not
just about the schools, of course. The parents have
to feel conﬁdent in these processes as well. Often I
suspect we get these extreme cases because the
school is bending over backwards to show to parents
that they have taken this very seriously, that they are
doing everything in the best interests of the child, so
I think it is building conﬁdence throughout: parents,
pupils and the staV, that the approaches we want are
the right ones.
Q107 Paul Holmes: I have two ﬁnal questions, both
relating to the fact that you are at the centre of the
whole process. You initiate it by issuing the
regulations to start with; other people then respond
to it and build on it. Are you aware from your central
position of any hard facts about how far litigation
arising out of activities of this kind are rising or
falling or not? Again, we hear that schools ban
conkers because they do not want to be sued because
a kid gets injured playing with conkers. We hear of
local authorities chopping down horse-chestnut
trees so that kids are not putting sticks up to knock
the conkers down. We hear of one of the major
teachers’ unions saying to teachers, “Do not get
involved in this at all because of the dangers of
litigation”. From your central position does
anybody collate ﬁgures on this? Is there really an
increase in litigation or is it an urban myth?
Mr Crowne: It is rather hard to answer those
questions. We do not have detailed information
covering all those diVerent examples.5
Q108 Jonathan Shaw: Not every conker?
Mr Crowne: Not every conker, no. What you can say
is the amount of civil litigation in this general area
does not seem to be going up. That tends to cover
more serious cases though, so I would not like to

speculate on whether the number of examples of
conker banning, for example, is going up or down. I
think we tend to see those as one-oV reports in the
press and it is diYcult to get a sense of scale there.
Again, I come back to the key point which is that for
us it is about making sure that at every level of the
system people are feeling conﬁdent that they know
what is the right thing to do. If there was evidence
that suggested there were particular areas of
problem we would certainly be prepared to respond
to those but I am not aware of evidence that shows
that any particular area is becoming more of a
problem than it has been.
Q109 Paul Holmes: If you were aware of a particular
problem then it would be your role to do something
about it. Some of the evidence we have heard so far
suggests that it is now becoming very diYcult to get
insurance policies in this area. Would you agree with
that from your central position and should the
government do something about that since they are
issuing the requirements that are leading to the lack
of insurance companies willing to do this? Should
you do something about providing the insurance
cover?
Mr Crowne: I agree: I think there is an issue there.
It is frankly part of a wider issue to do with school
insurance where we have a current position which is
of concern, that it is diYcult and expensive to get
insurance cover for a wide range of school activities
and so we are working across government and also
commissioning some studies on possible options for
the future. As I say, it goes wider than this area
because it is about the overall cost to schools of
insurance which is becoming higher for a number of
diVerent reasons and it is about the availability of
alternatives in the market places which again, for
various reasons, has been rather restricted. We are
looking actively at that. We have a study in progress
now which we hope by the end of this year will
illuminate some of the options that might be
available.6
Q110 Paul Holmes: What possible options are you
considering?
Mr Crowne: There is a range of things, is there not?
There are market development options using private
sector employers, but there are also options around
developing local authorities’ capacity to insure for
themselves. There are examples in larger authorities
where these things happen. Of course, in some of the
areas we are talking about, third party liability and
so on, you would expect a market solution, so we
want to look very carefully at the possibilities there.
Q111 Valerie Davey: We seem to have come full
circle. It seems to me that the insurance is based on
the risk assessment; the risk assessment ought to be
based on some factors which apparently we do not
know. In other words, how many accidents on
overseas, local, regional trips are there? What is the
risk of taking a child on diVerent types of trip? If we

4Also
5Ev

see Ev 61.
62.

6Also

see Ev 62.

Education and Skills Committee: Evidence Ev 57

1 November 2004 Ms Helen Williams and Mr Stephen Crowne

have not got that how on earth do we do a general
risk assessment and does that not aVect the
insurance?7
Mr Crowne: The kinds of cases I suspect you are
thinking about are the more serious ones where you
are expecting a civil case or whatever to ﬂow. We do
have evidence in the sense that we do not see the
overall numbers of those cases rising. What we have
seen, of course, is a rising cost of the awards that are
made where the cases have been successful and that
tends to follow from the cost of medical treatment
going up faster than inﬂation and some other
factors. I do not think we should assume that the
cost of premiums is necessarily only aVected by the
assessment of risk in the particular cases. There are
other factors that tend to inﬂuence what the private
sector charges for insurance. There is no doubt that,
for a number of reasons, the private sector has not
seen this market as a particularly attractive one,
which tends to be why you get the higher premiums.
I do not think that is driven only by an assessment
of the particular risks and the costs to insurance.

are treated that is deterring some of the schools
and teachers from undertaking these important
activities.
Q113 Helen Jones: Can I ask you to clarify
something for the committee please? You referred to
having no evidence of the number of cases going up.
Are you referring to cases that actually proceed to
court, not to cases that are settled before they get to
that stage and is there a fear amongst schools of
what are often very minor claims which are often
settled very early on, because, frankly, people do not
want the bother of the litigation; it costs more than
settling the thing?
Mr Crowne: That is a good question. I was referring
to the number of cases that proceed. I do not think
we could estimate the numbers that are settled
before but that is a good point.8
Q114 Mr Turner: Could I come back to a question
that you answered earlier? You said something
about the need to convince heads and staV of the
value of outdoor education but you do not seem able
to express it yourself.
Ms Williams: There is a lot of material that the
Department has put out which deﬁnes the value that
outdoor education can add in a number of subject
areas generally.

Q112 Chairman: Is it not the fact that it is a kind of
fashion thing? Evidence to this committee is that the
most dangerous place for your child to be is home
with the parents, the stats show that, or being driven
by the parents on the roads and all that, and
children’s likelihood of having an accident at home
is far higher than at school. Though they are tragic
when they happen these are very unusual accidents
that happen when a school is in charge. Does the
department not have a responsibility both to parents
and to the public and to trade unions to come out
with the statistics, to say, “Look: this is a very rare
occurrence”, and the nonsense you get in the
tabloids you very rarely have in these sorts of
committees because we use long words, so we do not
get them here; we do not ever have a dialogue with
those sorts of journalists. There is no counterbalance
to the nonsense they publish when there is a tragic
accident, as though this was something that was
likely to happen every other weekend.
Mr Crowne: I do agree. I think the Department has
got an important role to play in explaining what the
situation is, what the facts are where we have them.
The fact is that any serious incident involving
children’s safety is a serious matter and one should
never denigrate that but there is no sign that there
are increasing problems here. In fact, for the most
serious incidents there are encouraging signs that the
numbers of cases are going down. The various steps
that have been taken, certainly working with trips
co-ordinators and the rest, show that the system as
a whole is taking this area very seriously and there
are very few cases which reveal serious failures in the
system. I do not want to sound complacent but I am
responding to your point about the need to get the
balance right. Of course, we will strive to ensure that
we get a balanced view here in the interests of
balance but also in the interests of encouraging the
practice in the system that we want to see because it
is often fear of repercussions and the way cases

Q116 Mr Turner: You rejected the Chairman’s
proposal for a guaranteed number of hours because
it did not oVer any assurance about quality or
relevance. Do you have evidence that what is oVered
is of good quality or poor quality, and relevant to
what?
Ms Williams: We rely on Ofsted’s report on the
quality of the provision made in schools, including
provision made for outdoor education where that is
part of the curriculum. Ofsted, under the current
inspection arrangements, does look at outdoor
learning when it goes to schools. Under the new
inspection arrangements, which are going to be
based more on school self-evaluation, the selfevaluation form which schools have to complete
includes questions which invite the head to consider
the contribution that outdoor education is making
to the whole school oVer. We should be able to rely
on Ofsted to monitor this aspect of schools’
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Q115 Mr Turner: As the Chairman said, it is very
waZy. I do not argue with the idea that it might be
a good thing but there does not seem to be any
evidence that it is a good thing.
Ms Williams: I think there is a lot of evidence.
Maybe we have not done justice to the evidence in
the memorandum that we gave the Committee. We
can certainly have a go at distilling some of the key
facts from the evidence about what outdoor
education can provide. I am quite conﬁdent that we
have got that evidence base. If we could pull it out
and present it in a summary perhaps the committee
would ﬁnd that helpful.
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provision. It would also be open to us to ask Ofsted
at some point to do a special survey of outdoor
education in schools.
Q117 Mr Turner: But the fact is that you have not
asked them and you are spending £35 million as far
as I can judge from your report—maybe there is
more—and most of that is coming from DCMS. It
does not sound as if you regard this as a very high
priority.
Ms Williams: Outdoor education is one of a large
number of priorities for the department. We do
accord it a reasonable measure of priority and we
have been extremely active with partners over the
last two or three years in commissioning research,
commissioning surveys, identifying what works. We
have commissioned, for example, the Association
for Science Education and the Geographical
Association to produce CPD modules for ﬁeld work
for geography teachers, science teachers. We are
supporting bringing money into Growing Schools
which also enables them to have this much-visited
website. I can point to quite a long catalogue of
things that we are doing to promote outdoor
education.
Q118 Mr Turner: Mr Crowne, if you were in the
position where, for example, one of those advocates
of abolishing the DfES and giving the money to the
schools was saying to you, “Look: you are allowed
to keep a small amount of money”, how would you
justify spending that money on outdoor education
rather than one of the other myriad of priorities
which the department appears to have?
Mr Crowne: Do you mean if I was able to retain it in
the budget centrally?
Q119 Mr Turner: A small budget for one aspect.
Mr Crowne: Our basic strategy is, as I was describing
earlier, to provide a maximum amount of ﬂexibility
to schools to apply their overall budget in support of
their priorities. The key thing for the Department in
areas like this where we are trying to signal a degree
of priority is to provide some incentive and some
encouragement for schools to prioritise locally and
we are trying to move away from doing that by ringfencing sums of money or deﬁning the inputs, as
Helen was saying. If I had a small central budget to
do this, the way we would do it is the way we are
doing it, which is to identify, working with partners,
what activities are beneﬁcial, how we can promote
the capacity of the system to make best use of them
and how we encourage those responsible for deﬁning
school level priorities to make this a priority. The
way you do that for schools is to point out the
beneﬁts, to draw attention to other schools who are
getting the most out of them. That is the way we try
to approach these things. I am the ﬁrst to admit that
it is the more indirect way than some of the
approaches we have used in the past, which tended
to involve identifying a sum of money for a
particular purpose and limiting it to that purpose.
Q120 Mr Turner: You appear to think that the LEAs
cannot do it. Otherwise you would not be doing it.

Mr Crowne: No, I do not think that is true. What we
are saying is that we each have distinctive roles in
this. The Department has an important role in
articulating the national sense of priority on what
can be done. Local authorities are responsible in two
senses: one, in working with their schools to help
support them in providing the opportunities; two,
very importantly on the health and safety side, as we
have seen as an employer, but we also work with a
wide range of other partners, a lot of voluntary
organisations, subject associations. Each in its own
way has a contribution to make. I would describe
our role as articulating that activity and giving it a
sense of purpose and direction to inﬂuence priority
decisions that are made at school level.
Mr Turner: I think my problem is this. You are doing
a fair number of things. The DCMS has clearly
inﬂuenced one signiﬁcant area, because they have
put something like, as I said, not £35, £20 million
into museums and galleries. I cannot quite see how
much you have spent in any other area. I am
wondering how we assess, which is one of our
responsibilities, the value for money, albeit the
relatively small amount of money, that you are
spending on this and judge whether it would have
been better if you had not got that money but
somebody else had?
Q121 Chairman: What have you to say to that?
Mr Crowne: I think that is a very hard question to
answer. We have something like £30 billion going
into school budgets. The Department is committed
to increasing the proportion of the overall resources
going to schools, increasing the proportion that goes
into school budgets as opposed to other levels of the
system, so I think we are increasingly scrutinising the
way we look at the need to retain money, whether it
is at local authority level or, indeed, at national level,
and I think our focus for money that we retain at
national level is around three things: ﬁrst, it is about
promoting innovation and development in the
system, second, building the capacity, trying to build
the capacity of the system itself to take some of these
things forward, and I think probably the third is to
make sure we have got the right framework of
incentives and accountability in there to move the
system in the right direction. I think those are the
kinds of tests you have to apply to any centrally
retained expenditure. Of course there are lots of
organisations who would like additional resources
from us, but we have to be very careful about going
down the road of what I describe as supporting the
supply side in this, because in the end the test has to
be whether these opportunities are ones that schools
think are in the best interests of the children and they
are prepared to support them from the £30-odd
billion budget that is delegated through the system.
So I think we have to be very wary of precisely how
we use those centrally retained funds. I think I am
rather supporting the point you are making about
value for money. It is a real test whether we have got
the right engagement and we are using that money
for the right things.
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Q122 Chairman: Could I ask one other question?
Hampshire County Council tells us that it has
moved outdoor education facilities to a department
outside the education department in order to protect
it from “pressures created by the increasing
devolution funding directly to schools”. Clearly it is
your policy to do the opposite, and you say so in
paragraph 19. What will be the eVect on schools of
having more money delegated to them rather than
having the LEA decide where that money will be
spent on their behalf?
Mr Crowne: I think one of the eVects will be that we
will have a much richer discussion between the
school and the LEA about the beneﬁts of delegating
the money or retaining it centrally. As you will
know, we set up schools forums which bring
together all the local stakeholders to talk about
school funding, and one of the big issues that every
schools forum will be discussing is what is the case
for devolving these resources to schools as opposed
to retaining it centrally in the local authority to
provide a service for schools as a whole. That is very
important discussion, and, of course, it is entirely
within the local authority’s discretion working with
its schools forums to decide to retain the resources if
that is what the schools want, and what better test
can you have of the need for service than if the main
clients of that service want it. So that would be my
answer. I think over the next few years, as schools
forums become stronger and more conﬁdent, we will
see more of those discussions going on and the level
of retention and what it is retained for will be based
on a really clear understanding between the LEA
and schools about what the schools actually want
and need. I think that is an important step.
Q123 Chairman: Do you think there should be more
of a champion, either at ministerial level or within
the Department, for external implication. If there
was someone really banging the drum for the . . .
And I am surprised, because you have been a little
bit reluctant to give us evidence, but we have heard
some convincing evidence from a range of experts
and also from Ofsted in written evidence on the
value of outside education. This is a world where for
most of us who have experience of a large town or

city many children do not travel much outside the
community in which they live, especially if they have
come from an economically deprived background. If
you then look at the work we have done on school
meals and the Heath Committee has done on
obesity, it all seems to be arguing that there is a
champion needed here, because a lot of the activities
that traditionally have been done as out of school
activities are beneﬁcial on a range of diVerent
criteria. Do you think there is a need? Do you think
you have that ministerial spark there to guide you?
Ms Williams: At ministerial level within the DfES
Steven Twigg is the Minister who has responsibility
for outdoor education within his portfolio, and he is
very positive on the beneﬁts of outdoor education.
The Department’s ﬁve-year strategy that was
published in July also contains some warm words
about the importance of the value of wider activities.
Q124 Chairman: That is the problem, is it not,
“Warm words”? Tomlinson on 14–19 has warm
words, but they are not very focused words, are they?
Ms Williams: No. They were a carefully selected
positive endorsement of the value of outdoor
activities to enrich and to develop the curriculum
both at primary and secondary level. It is not just
warm words because there are a whole range of
things that we are doing from the Department to
build on those warm words.
Q125 Chairman: If we have not seen the manifesto
yet, can we have a look? We are interested in
manifestos in this Committee. Could we have a look
at the manifesto?
Ms Williams: The manifesto for outdoor education
is at the concept stage; we have not got one yet. I was
suggesting this would be something we might work
up as a shared agenda among departments.
Q126 Chairman: I see. Okay.
Ms Williams: What we could do is show you the
music manifesto as an example of what we mean
by this.
Q127 Chairman: Music to our ears. Thank you very
much for your attendance, Stephen Crowne and
Helen Williams, and thank you for your time.

Supplementary evidence from the Department for Education and Skills

Standard Risk Assessment and Procedures
DfES guidance contains model assessment forms for risk assessment, which take up just two sides of A4.
It is up to LEAs and schools whether they use our forms. Activity providers can, if they wish, encourage
schools to use standard forms. The main point is to assess and manage the risks. Forms are useful for
structuring and recording, but the doing is more important than the recording.
Additional information in response to points raised during oral evidence sessions is attached at Annex A.
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Academies
Evaluation: The evaluation of the Academies programme is a ﬁve-year longitudinal study. The ﬁrst annual
report is due to be delivered in December. There are no plans to publish the ﬁndings at the end of the ﬁrst
year as these would be based on a very small number of schools over a very short timescale.
However, preliminary, indicative ﬁndings of the study are that “Academies do seem to have made a strong
impact on the educational aspirations of large numbers of children from disadvantaged areas and their
families.” We also have provisional 5! A*–C GCSE results for Academies which again show an overall
increase to 30% (compared to 16% in the predecessor schools of the ﬁrst wave Academies).
But the Academies policy is a long term strategy and we do not expect all Academies to be an immediate
success. They are a radical solution to the most intractable problems of poor performance.
Outdoor education: Most of the outdoor education proposals from Academies are still in the very early
stages, and as many of the Academies themselves are still in the planning stages, the information provided
below could change. Most of the information refers to plans rather than outdoor education which is
currently provided by Academies.
Bexley Business Academy
The Academy is planning to provide an outdoor learning area and have taken advice from the
Department’s “Growing Schools” programme. One of the guiding principles behind the approach is that it
is sustainable. The Academy has been advised on sources of funding from the voluntary sector.
Grace Academy
Whitesmore school, the predecessor school for the Grace Academy which is due to open in September
2006 has an impressive market garden which is built into the vocational curriculum for KS4 pupils.
Macmillan College
At Macmillan CTC, which is due to open as an Academy in 2005, all pupils have a module of outdoor
education as part of their core curriculum. The school works with Mobex which provides outdoor education
activities, equipment and minibuses. Planning for this area of work is in the very early stages.
Academy of St Francis Assisi in Liverpool
The Academy, which is due to open in 2005, has a planned specialism of the Environment and
Sustainability. Each Year 7 class will have its own garden and the produce will be used in the canteen or
sold to the public. There are also plans to work with local conservationists to restore a local park.
The Waltham Forest Academy of Design
This Academy is in the early planning stages but has part of its vision that each student should embrace
the richness of the world beyond the local community. Students will be encouraged to understand the land
and learn through doing, in particular by growing their own food, preparing, cooking, and sharing it with
their families and friends. There are also plans to convert some adjacent ground into a meadow for use by
students and the local community.
What is the Evidence Base Showing that Learning in the Outdoors is Valuable?
In the last three years, the Department has initiated and part-funded several studies. This year, through
the Growing Schools programme we are funding Action Research by NfER/King’s College/CREE with
teachers and outdoor providers and scoping further studies into Initial Teacher Training and practice in a
sample of LEAs. The Department commissioned Ofsted to report on outdoor education, which was
published in September. The Department is also funding a survey into residential experiences with the Duke
of Edinburgh/Scouts Association.
The literature review of the research into using food, farming and the countryside as a context for learning
(UK and abroad) was funded by Growing Schools in partnership with CA & FACE (published report
available at www.dfes.gov.uk/research). Among the main ﬁndings, the study found current evidence
highlights the potential of:
— school visits to farms—which oVer a wide range of learning opportunities in the aVective and
cognitive domains;
— other out of school learning associated with ﬁeldwork, after school programmes, camps, outdoor
centres and supermarket visits.
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The Department part-funded the Field Studies Council led literature review into outdoor learning which
was published earlier this year. The study examined 150 pieces of research published in English between 1993
and 2003. The literature covered three main types of outdoor learning with primary and secondary pupils
and undergraduates: ﬁeldwork and outdoor visits; outdoor adventure education; school grounds/
community projects. The study found strong evidence of the beneﬁts of all three. The executive summary
reports:
— substantial evidence to indicate that ﬁeldwork, properly conceived, adequately planned, well
taught and eVectively followed up, oVers learners opportunities to develop their knowledge and
skills that add value to their everyday experiences in the classroom;
— substantial evidence of how outdoor and adventurous education can impact positively on
attitudes, beliefs and self perception; and on their interpersonal and social skills;
— signiﬁcant evidence that social development and greater community involvement can result from
engagement in school grounds projects. Students develop more positive relationships with each
other, with teachers and with the wider community.
The Growing Schools Action Research is due to report Spring 2005. The research has three strands:
Strand 1: The research team has undertaken in-depth qualitative investigations into the processes and
impacts of outdoor learning activities in the three research contexts (school grounds and gardens, farms and
city farms, ﬁeld study/nature centres and parks). The aim is to carry out research with pupils, teachers and
other educators both during and after outdoor learning activities in order to generate grounded
understandings of outdoor learning across a range of age levels.
Strand 2: Involves a small group of teachers, ﬁeld study centre staV and farm educators carrying out smallscale investigations in their own outdoor settings. With support and training from the research team, these
have focused on: (a) trialling and evaluating teaching and/or evaluation strategies, or (b) exploring ways of
planning outdoor experiences into schemes of work.
Strand 3: designed to explore individuals’ and organisations’ diVerent perspectives on the beneﬁts
(academic, social or personal), planning, management and evaluation of purposeful and/or successful
outdoor learning provision in relation to curriculum requirements, alongside other possible constraints
and barriers.
The Ofsted report into outdoor education concentrates on the opportunities provided for students of age
9–16 years in outdoor education, linked to the National Curriculum in physical education (PE). Among the
main ﬁndings, Ofsted report:
— outdoor education gives depth to the curriculum and makes an important contribution to student
physical, personal and social education
The Department has commissioned the Duke of Edinburgh’s Awards and the Scouts to carry out a map
of Residential Experience opportunities for young people. It will help us to look at how residential
opportunities can contribute to more young people taking advantage of extra curricular activities. The work
is due to be completed by the end of December.
Annex A
Q101, Q179. LEAs and schools, by adding to DfES guidance, deter teachers?
We have had good feedback on our safety guidance from the education sector. Our guidance says upfront
(page 1, para 2) that we do not intend it to replace LEA guidance where that already covers the same topics.
We would be interested to hear ﬁrst-hand from any teacher who has decided not to organise an outdoor
activity because of LEAs and schools asking them to follow two lots of local safety guidance, and DfES
guidance on top of that. So far we have only heard third-hand, that someone thinks they heard of someone
else who might have felt deterred. Our ﬁrst-hand evidence is that most LEAs tell us outdoor activity in their
schools is stable or increasing.
Q103. Is there no need for schools to assess aspects of a centre which AALA have already safety-inspected?
DfES agrees. DfES wrote to all AALA licence-holders and every LEA in England in May 2004, to remind
them that there is no need for schools to duplicate AALA safety inspections at AALA-inspected centres.
Q105. What about schools which banned playing conkers because they believed it was dangerous?
DfES is not aware of any school in England banning playing conkers for safety reasons. We read in the
press of one school that was happy for children to play conkers, and gave them safety-goggles in case
splinters went in their eyes. In response to press coverage of that isolated case, the HSE stated that wearing
safety goggles while playing conkers is the sort of thing that gives sensible health and safety a bad name.
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Q107, Q113. Is DfES aware of claims rising or falling in this area, litigated in court or settled out of court?
Published Government ﬁgures show that public liability claims overall fell by 16.7% last year (including
both claims that went to court, and claims where the insurer settled without going to court), as mentioned
by Lawrie Quinn MP during the debate on the Promotion of Volunteering Bill [Hansard col 1672–3, 16 July
2004]. We have not found any insurance company that separately records personal injury claims against
schools, which in itself might suggest that claims against schools are not a signiﬁcant proportion of
claims overall.
Q109. Government has issued requirements that lead to a lack of insurers willing to insure school activities?
We would be surprised if the requirements of the Health and Safety at Work Act, or the recommendations
of DfES guidance, in any way deterred insurers from insuring school activities. On the contrary they should,
by reducing the likelihood of injuries, have a positive eVect. If a school can demonstrate its good practice
on safety, that should help it to ﬁnd insurance on reasonable terms. The Government has recommended that
the insurance industry should take full account of a school’s safety practice when it costs the risk of insuring
an educational activity, and is working with the industry to that end.
Q111, 179. How many accidents on diVerent types of visit? When a pupil is injured where staV leading the
activity had followed guidance from eg the employing authority, should that authority (and not the staV) be
answerable?
In the last eight years, DfES is aware of 26 fatal accidents to pupils from England on educational activities,
of which nine so far have led to prosecutions. Of those, four were overseas—hence our 2002 Guidance on
LEA oversight and on adventure standards; and six involved water—hence our water margins guidance in
2003. Courts found that an employer in the case of four fatalities, and an employee in ﬁve, had neglected
health and safety law or their duty of care. In cases where the court found that the employer was at fault
and not the staV, the court did hold only the employer responsible, ﬁning one LEA £30,000 plus £50,000
costs over two drownings, and another LEA £120,000 plus £11,000 costs over one drowning, and not
penalising staV in either case.
Q173. Should outdoor centres provide generic risk assessments?
Centres inspected by AALA have done such assessments in order to pass their AALA safety inspection—
schools can rely on this (see Q103 above). School staV should still discuss the assessment with the centre:
the centre knows the activity, but only the school knows its pupils. For school-led provision, generic risk
assessments are discussed at paragraphs 17–36 of the Department’s “Standards for LEAs in Overseeing
Educational Visits” (2002). Generic assessments for activities regardless of venue are usually prepared by
the LEA; we do recommend sharing these with others, to reduce duplication and spread good practice.
Venue- or group-speciﬁc assessments were seen by our drafting group of outdoor experts as best carried out
by the in-school EVC on the basis of knowledge of the group’s needs in the venue. But there is nothing hard
and fast about this. EVCs and outdoor education advisers can come to their own mutually helpful
arrangements.
Q82. Continuing professional development
We do not have statistics on the volume of Continuing Professional Development (CPD) in outdoor
learning. This is because the majority of CPD is carried out at school or LEA level.
Central to improvements in teaching and learning is excellent professional development for all teachers—
with more emphasis on classroom observation, practice, training, coaching and mentoring. We are building
up teachers’ demand for high quality training and development, by linking participation in professional
development with career progression.
There is no evidence of lack of opportunities. The Growing Schools web service regularly updates training
and development opportunities available. For example, in October and November alone 44 are listed,
ranging from Mountain Leader awards and managing coastal zones, through to bird identiﬁcation, ﬁrst aid
and garden design. Many LEAS run their own courses for teachers as well.
We do know, however, that many more teachers than before are being trained in the practicalities of
outdoor supervision. This results directly from the DfES establishment of the Educational Visits Coordinator or EVC programme. Training the trainer sessions were begun in 2001–02 at local authority level
and the Department distributed £3.5 million to LEAs in England to help them send delegates. All LEAs are
signed up to the programme and at least two local authorities in England already have an EVC in every one
of their schools. The second phase training for teachers will soon begin.
The aim of the EVC programme is to ensure that school staV are competent—and therefore more
conﬁdent and ready—to lead pupils oV-site to the beneﬁts of learning beyond the classroom. The EVC
function is not a new idea—it formalises what exists in some degree in most schools. The programme
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encourages co-operation between schools and LEAs over such matters as visits-approval and monitoring.
For the high-risk kind of exercise—where the overcoming of natural hazards is the whole educational
objective—we continue to encourage those teachers who lead pupils and who are properly experienced and
qualiﬁed.
At the same time we have recently renewed our commitment, by means of a revised Statutory Instrument,
to the operation of the Adventure Activities Licensing Authority; this means that schools wishing to
contract with a licensed provider—one inspected on the government’s behalf and declared to be safe—can
continue do so. Some 1,030 providers hold licences to provide outdoor activities to schools and youthgroups, a good sign of a booming market.
15 November 2004

Memorandum submitted by the National Union of Teachers
Introduction
1. The National Union of Teachers represents 240,000 teachers in England and Wales. The NUT has
members from all sectors of the education system from nursery to post-16, including special education.
2. The National Union of Teachers is committed to a balanced, broadly based curriculum as an
entitlement for all children and young people. Such an education must provide young people, not just with
the ability to gain the qualiﬁcations they need to get a job or go on to the next stage of education, but with
a foundation which they will continue to build upon and beneﬁt from throughout their adult lives.
3. Educational visits is an area on which NUT members regularly seek advice from their Union. It is an
issue about which they have many concerns, and rightly so. Any teacher who undertakes an educational
visit takes on a heavy burden of responsibility. The NUT has its own guidelines on educational visits which
are available from the NUT website at www.teachers.org.uk.
4. The NUT’s submission to this inquiry will examine both the importance of education outside the
classroom as part of the curriculum, as well as important conditions of service and health and safety issues
for teachers. It will cover the following areas:
— the Educational Value of Fieldwork and Residential Trips;
— supporting creativity in the Curriculum;
— school sport;
— the “Growing Schools” Initiative;
— NUT policy on school visits;
— DfES Guidelines;
— staYng and supervision—general;
— staYng and supervision for visits including pupils with special needs;
— external assessment of provision;
— teacher workload;
— fear of accidents and possible litigation;
— role of the NUT safety representative; and
— costs and funding of education outside the classroom.
Fieldwork and Residential Trips
5. The NUT believes that it is important that young people experience activity-based ﬁeldwork and
residential trips. Nevertheless teachers face, day-to-day, the pressures of meeting the demands of the
National Curriculum. The teaching of science and geography can be greatly enhanced, however, by
undertaking work in the ﬁeld. In particular to develop an enquiry-based approach to the subject. Such
ﬁeldwork can also help to reinforce cross-curricular themes in the National Curriculum, for example, some
pupils’ social and cultural development, or education for sustainable development.
6. Her Majesty Inspectors (HMI) and additional inspectors (AI) from the OYce of Standards in
Education (Ofsted) were commissioned by the DfES to undertake an evaluation of the personal aspects of
outdoor education, with speciﬁc focus on the work of outdoor education centres (“Outdoor Education—
Aspects of Good Practice”, September 2004). The NUT supports the ﬁndings of the report, which found
that students generally made good progress in outdoor education both at school and at outdoor centres,
because they developed their physical skills in new and challenging situations as well as exercising important
cross-curricular skills such as teamwork and leadership.
7. The report highlighted the fact that outdoor activities and residential trips were particularly helpful
for the least able students who had become disaVected due mainly to an academically bound curriculum:
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“By the end of the week, the students had made considerable progress. For example, their greater
conﬁdence and team spirit had an unexpectedly positive impact at the school”. (Paragraph 36)
8. Members have also expressed a concern that there is a bureaucratic burden associated with coordinating ﬁeld trips and outdoor school activities which could be a barrier to taking such projects forward.
9. The NUT recognises the importance of outdoor education experiences as giving greater depth to the
school curriculum as well as contributing to the development of students’ personalised social development.
NUT members have reported that students’ participation in a range of activities enables them to develop
cross-curricular skills, including the ability to work independently, to form social relationships, to take on
new challenges and to focus on aspects of personal development and citizenship. The wider skills that young
people acquire when taking part in schools visits is beneﬁcial to them in all areas of the curriculum.
10. A review, “Research on Outdoor Education” (March 2004), highlighted the fact that students taking
residential ﬁeldwork developed the wider skills of co-operation, leadership, perseverance, reliability and selfmotivation.

Supporting Creativity in the Curriculum
11. The National Union of Teachers believes that a creative environment is an essential component of
learning—an environment where schools and teachers feel able to innovate, to teach creatively, to be
creative in seeking solutions which work, in terms for example, of curriculum design, classroom organisation
or meeting the needs of speciﬁc groups of children.
12. One of the main barriers to developing creativity in the curriculum, however, is an overemphasis on
testing and on over-assessment, which leaves little time for wider creative activities. This narrows the
curriculum by closing down opportunities for students to experience drama, music, theatre, dance, artists
in residence, etc. Speciﬁc resources in terms of time and teachers therefore need to be invested in order to
give students the opportunity of visiting theatres and art galleries during the school day.
13. The NUT believes that the issue of integrating academic and vocational elements, such as work
experience and life skills, should be an essential part of the 14–19 curriculum. Initiatives for work-related
learning, involving the co-ordination of schools, colleges and workplaces should be available to all students.
Such opportunities will provide progression in the 14–19 curriculum.
14. The NUT welcomes the six objectives set out by the Department for Culture, Media and Sport. They
are set out below.
— all public libraries should have internet access by the end of 2002;
— at least 12 Creative Partnerships should be introduced by March 2004, targeted at deprived areas,
ensuring that every school child in the Partnership has access to an innovative programme of
cultural and creative opportunities;
— the average time spent on sport and physical activity by those aged ﬁve to 16 should be raised,
signiﬁcantly, year on year;
— the numbers of children attending museums and galleries should increase by a third by 2004;
— the number of people experiencing the arts should be increased by 500,000 in 2004.
15. Creative Partnerships have been developed to provide a template for schools and cultural
organisations, to enable every pupil to have a chance to work with creative professionals and organisations
to develop creative skills, for example, to:
— dance, sing, learn a musical instrument, act, paint, sculpt, make crafts, design and create television,
radio and internet content, write scripts, stage manage, choreograph, direct and produce, put on
a performance, visit theatres and galleries, and develop understanding and critical appreciations
through regular experiences.
16. Creative Partnerships encompass a broad range of creative and cultural activities that include art
galleries, theatres, museums, cinemas, art centres, libraries, historic buildings, dance studios, orchestras, and
recording studios. The organisations involved are determined by local consultation and diVer in each
partnership area. They give arts and cultural organisations the opportunity to develop sustainable work with
schools in their local region. In any newly appointed region, creative directors are responsible for brokering
the link between the schools and artists. Schools are working with architects, web and fashion designers,
ﬁlmmakers and DJs as well as musicians, actors and visual artists.
17. The NUT believes that Creative Partnerships should be rolled out nationally because they oVer
children and teachers a range of enhanced and sustained opportunities customised to their needs in order
that they can work directly with, and experience the work of artists, and of culture and creative
organisations. These opportunities will build on and enrich the entitlement delivered by the National
Curriculum and out-of-school activities.
18. The NUT welcomes also the acknowledgement by the Government that museums and galleries can
make a valuable contribution to the social and cultural identity of the nation through education.
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19. In 1999, a £500,000 DCMS/Resource Museums Education Challenge Fund was launched by the
Museums and Galleries Commission. Channelled through the area Arts Councils, this spend has
contributed to funding of 400 collaborative projects between schools and museums all over England. One
of the key ﬁndings of the evaluation of these projects was that access to collections could bring history to
life and encourage learning in other subject areas as well as helping children to build conﬁdence and develop
skills. Using museum objects of teaching seems, from the evidence, to really switch children on to learning.
20. The NUT has recognised consistently the importance of wider activities other than those which
contribute to formal qualiﬁcations. That the 14–19 Working Group is now proposing to integrate “wider
activities” into the 14–19 curriculum is a positive step forward.
21. The NUT supports and endorses the views of the National Advisory Committee in Creativity and
Cultural Education in February 1998. The Committee, headed by Professor Ken Robinson of Warwick
University, highlighted the need to give children the chance to express themselves in schools. The report
emphasised that creative and cultural education were not new subjects in the curriculum, they were general
functions of education. Promoting them eVectively, therefore, called for a systematic strategy that addressed
the school curriculum, teaching methods, assessment, inspection, how schools connect with other people,
resourcing issues and the training and development of teachers and others. The Committee’s
recommendations emphasised the importance of creative and cultural education being explicitly recognised
and provided for in schools’ policies on the whole curriculum.

PE and School Sport
22. Physical education and school sport have an important place in this curriculum. The NUT supports
a guaranteed entitlement to all pupils to at least 90 minutes of physical activity per week within timetabled
curriculum time. This diVers with, but is not necessarily in conﬂict with, the Government’s own aspiration
that there should be a minimum of two hours PE and school sport (PESS) a week, since the Government’s
target relates to extra curricular activities also. The NUT believes that only when physical education and
school sport are timetabled during the normal school day can they be truly deﬁned as an entitlement for all
young people.
23. The NUT was one of the signatories of the Charter for School Sport published by the Central Council
for Physical Recreation in 2000. Among the recommendations were that all teachers with a responsibility
for teaching PESS should receive appropriate training (which might include areas such as conducting
appropriate risk assessments as well as subject and pedagogical expertise), with appropriate funding made
available for professional development.
24. The Charter’s recommendations also included a focus on swimming. Ofsted has identiﬁed a small
minority of schools where children in Key Stages 1 and 2 showed “a limited knowledge of water safety”. It
is vital that schools are supported in ensuring that children meet the National Curriculum requirements in
swimming by the age of 11. Currently, they are hampered by transport costs and pool closures in particular.
25. A further recommendation was the importance of recognising all the contributions made by teachers
to school sport as professional work.

Growing Schools
26. The NUT also welcomes initiatives such as “Growing Schools” which began in September 2001 to
try and develop young people’s understanding of the interdependence between urban and rural
environments, along with learning about the countryside, wildlife and the people it sustains. Barriers
identiﬁed to taking this initiative forward were a lack of funding, health and safety issues connected with
working outside the classroom, a lack of training and conﬁdence among teachers and little time to plan to
creative outdoor lessons in place of standard classroom learning. Projects were set up to provide a sample
of best practice, with some schools focusing on horticulture within their school grounds, enabling pupils to
study a community allotment with local groups or established links with local commercial and city farms.

NUT Policy on School Visits
27. The NUT has always given the highest priority to the health and safety of teachers and pupils. We
also recognise the enormous value to pupils of education beyond the classroom. The NUT does not advise
members to refuse to be involved in school visits. Most visits are, however, voluntary and teachers who are
already stressed by a heavy workload would be advised not to take on the additional burden of organising
a school trip.
28. Teachers who are willing to organise school trips must be given the maximum support from their
employer in terms of up-to-date procedures to follow, training and, of course, suYcient time to plan the visit.
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DfES Guidelines
29. In 1998, the DfES published “Educational Visits: A Good Practice Guide”. This was followed in late
2001/early 2002 by three supplementary documents covering speciﬁc aspects of organising and supervising
school journeys. The NUT was consulted on the content of these guidance documents and is broadly
supportive of them. There are, however, a few areas where we believe the guidance could be improved. One
such area is that of staYng ratios.

Staffing and Supervision—General
30. The DfES recommends the following staYng ratios as a general guide for visits to local historical sites
and museums or for local walks:
— one adult for every 6 pupils in school years 1–3 (under 5s reception classes should have a higher
ratio);
— one adult for every 10–15 pupils in school years 4–6; and
— one adult for every 15–20 pupils in school year 7 onwards.
31. The DfES recognises that higher ratios may be appropriate in particular cases, such as for higher risk
activities, for particular groups of pupils or for all trips abroad. The DfES also prescribes higher ratios for
swimming activities.
32. The NUT’s advice on this issue goes further:
— the DfES ratios should be regarded as the minimum appropriate staYng ratios for school journeys;
— these ratios should preferably be interpreted as referring to the number of staV needed to supervise
the party. Voluntary helpers may be involved in assisting teachers with the organisation and
supervision of visits but teachers will retain primary responsibility for supervising the party at
all times;
— a minimum of two teachers should be involved in every school journey, regardless of how many
other adults are helping. Given the possibility of members of the group needing to be taken home
or back to school or to hospital, at least two teachers are needed in order that one teacher may
remain in charge where another is called away;
— with a mixed party it is obviously desirable that there should be teachers of each sex accompanying
the group;
— supervision arrangements for swimming activities should also include provision for supervision by
qualiﬁed lifesavers;
— at least one member of staV should be a qualiﬁed ﬁrst aider and aware of the special medical needs
of any member of the party;
— newly qualiﬁed teachers should not lead school parties in their ﬁrst year of teaching.

Staffing and Supervision for Visits Including Pupils with Special Needs
33. The NUT is concerned that there is insuYcient guidance available for teachers who take pupils with
special needs on educational visits. The tragic death of a pupil at Hay Lane Special School in the London
Borough of Brent served to highlight this lack of guidance. Following this tragic incident the NUT
recognised that its own guidance needed strengthening. Our guidance document now includes, at Appendix
1, factors to be considered when assessing staYng levels for an educational visit. We would urge the
Education and Skills Select Committee to put pressure on the DfES to extend its own guidelines to cover
this area more fully. The lack of such guidance constitutes, in our view, one of the “barriers to the expansion
and development of out-of-classroom learning” which the Select Committee wishes to examine.

External Assessment of Provision
34. Since the introduction of the Adventure Activities Licensing Regulations 1996, which the NUT was
instrumental in bringing about through its support of David Jamieson’s Private Members’ Bill, the NUT has
remained concerned that the regulations do not cover schools oVering activities to their own pupils. Recent
tragedies demonstrate that it is often these activities which are particularly hazardous. Bringing schools
within the scope of the regulations would ensure that schools only use staV with the training experience,
qualiﬁcations and personal qualities to enable them to assess risks and institute the necessary safety
precautions.
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Teacher Workload
35. Teachers should also have the beneﬁt of a reasonable “work/life” balance. If teachers are already
pressured and stressed by a heavy workload the further pressures of organising and supervising school visits
may be the cause of unacceptable safety lapses. Teachers who do not choose to take on these burdens are
entitled to decline to be involved in voluntary visits and will be supported by the NUT in doing so. The NUT
will also support teachers who have a responsibility for curriculum based visits in demands for the highest
safety standards and for acknowledgement of the workload involved.
36. Some teachers have also expressed a concern that there is a bureaucratic burden associated with coordinating ﬁeldtrips and outdoor school activities which could be a barrier in taking such projects forward.
Fear of Accidents and Possible Litigation
37. Accidents and litigation are undoubtedly foremost in teachers’ minds when organising school visits.
38. Teachers involved in school visits must be fully aware of the standards of care demanded of them by
the law. These form an objective standard of what can reasonably be expected from teachers generally,
applying skill and awareness of children’s problems, needs and susceptibilities. The law expects that a
teacher will do that which a parent with care and concern for the safety and welfare of his or her own child
would do, bearing in mind that being responsible for up to 20 pupils can be very diVerent from looking after
a family. The legal duty of care expected of an individual teacher is, therefore, that which a caring teaching
profession would in any case expect of itself.
39. This means in practice that a teacher must:
— ensure supervision of the pupils throughout the journey or visit according to professional
standards and common sense; and
— take reasonable steps to avoid exposing pupils to dangers which are foreseeable and beyond those
with which the particular pupils can reasonably be expected to cope.
40. This does not imply constant 24 hour direct supervision. The need for direct supervision has to be
judged by reference to the risks involved in activities being undertaken.
41. It is important for teachers to realise that the mere fact that an accident has taken place does not mean
that they are automatically negligent. It is also important for society in general to accept the concept of a
genuine accident.
42. If teachers are properly supported by their school and LEA, however, incidents and resulting claims
of negligence are less likely to occur.
Role of the Union Safety Representatives
43. One of the best ways of ensuring high health and safety standards in schools, including out-of-school
activities, is for employers to support the valuable work of trade union appointed safety representatives.
Such safety representatives do not only undertake inspections of the premises, they inspect and comment
on policies and procedures, including policies on educational visits. They also investigate complaints by
employees, make representations to the employer and examine the causes of accidents and near misses at
the workplace.
44. Schools with active union safety representatives, whose work is supported by management, are likely
to have a better safety culture which will extend into education beyond the classroom. The NUT would,
therefore, urge the Education and Skills Select Committee to recommend that the Government actively
promotes their valuable contribution to health and safety in schools.
Cost and Funding of Education Outside the Classroom
45. The NUT shares the concern raised by Ofsted that for many schools and pupils, the opportunities to
participate in activities outside the classroom are perceived as prohibitively expensive. The report Outdoor
Education—Aspects of Good Practice published in September 2004 states:
Often, the extra-curricular nature of the activity, its costs or limits on the numbers that can be
taken, lead to a “ﬁrst come, ﬁrst served” basis for selection. This means that even in those schools
that do want to promote outdoor education, many students who would like to take part are not
able to participate. (paragraph 40)
If insurance premiums continue to rise as a result of the real or perceived fear of litigation, then outdoor
education centres will be less likely to be able to subsidise the cost of places and schools will be even more
reluctant to participate in activities outside the classroom. Similarly there is a danger that rising insurance
premiums could have a detrimental impact on work placements, 14–19 vocational education and the
extended use of school buildings. The cost eVectiveness of school visits is likely to be a particular issue for
small rural primary and secondary schools who may also be faced with increased transport costs.
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Conclusion
46. The National Union of Teachers has maintained consistently that young people should have an
entitlement to important experiential areas across a range of “disciplines”, including arts, humanities,
languages and technology. Such an approach would have been more preferable to simply increasing the
numbers of subjects which young people choose not to continue to study post-14. The National Advisory
Committee on Creative and Cultural Education was emphatic that creative and cultural education is being
poorly served by the National Curriculum:
“Little will change without a new balance in the structure and hierarchy of the National
Curriculum that gives a genuine parity to English, mathematics, the sciences, arts and humanities,
technological education and physical education”.
47. The NUT is equally concerned that the entitlement of young people to a creative curriculum should
be accompanied by the highest possible health and safety standards and levels of support for teachers.

Memorandum submitted by the Secondary Heads Association
1. The Secondary Heads Association represents over 11,000 members of leadership teams in maintained
and independent schools and colleges throughout the UK. This is an area that is of great interest to many
of our members both in relation to the operation of their own schools and colleges and out of their concern
for the education system as a whole.

Education Outside the Classroom
2. Educational trips and visits may be more or less extended, and require planning long in advance or
might ideally be close to ad hoc in response to an event or a point raised by a learner. Visits to a law court,
a local ﬁrm, a museum, or a local cultural event are all examples of such visits that have real value. Students
involved in virtually all types of course and stages of education can beneﬁt from such visits. These are
generally half or full day visits that do not require overnight stays.
3. Fieldwork is required for some examination courses and can add an important dimension to many
others. Geography and biology use ﬁeldwork most commonly, but other subjects may do so to good eVect.
These experiences may be in the locality, the best examples often involve an extended stay in some otherwise
unfamiliar area. The experience of being away in a group is itself valuable.
4. Foreign exchanges clearly have the value of introducing young people to other cultures and teaching
them something of how to travel abroad. Likewise, inviting a “foreigner” into the home is not an experience
a great many young people would otherwise have, and from which they and their families beneﬁt. This can
lead to important social learning.
5. Sport will generally take place outside the classroom, though not necessarily outside the building. The
value of sport in encouraging teamwork, and its direct beneﬁt to the participant in terms of ﬁtness and
wellbeing are well rehearsed. Familiarising young people with sports that they can continue in adult life and
developing good habits of exercise, is important to their future health.
6. Outdoor education in the sense of fell-walking, orienteering, climbing, canoeing etc, has many of the
virtues of sport, and teaches self-reliance and useful skills.
7. The Duke of Edinburgh Award scheme has elements of outdoor education and elements of community
service, both of which need to take place outside the classroom.
8. Community service has often to take place away from school, it has obvious beneﬁts to the young
people engaged in it as well as via the service they provide. The young people learn the value of service, and
as many opportunities involve interacting with others they may learn greater respect for the elderly, the
young, the disadvantaged etc.
9. Work experience is a requirement for year ten pupils in school and for many students enrolled in
vocational courses. It can mean an afternoon a week, a block of two weeks close to home, or for older
students an extended stay away from home.

Why it is of Value
10. Direct experience is needed for certain aspects of personal development. Children can be challenged
via such experiences to behave in a more adult way, gaining useful experience and setting habits of mind.
11. Education outside the classroom has direct beneﬁts in teaching and learning in providing pupils with
experiences more vivid and memorable than even the best teacher can arrange in the classroom setting. Just
a change of routine marks out the experience as special and helps to ﬁx it in mind.
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12. Teachers who have taken groups on residential visits of any kind almost always report an
improvement in relationships between the young people, and between them and their teachers. Working well
together is a critically important skill in its own right as well as improving children’s performance in their
studies.
13. Getting outside the classroom can be important to enable children to understand the wider society
in which they live. As such it is a key preparation for citizenship and work.
14. At a time when there is widespread concern over obese children, opportunities to engage them in
enjoyable exercise are of great value. Especially if that engagement will be (in at least some cases) carried
forward into habits of exercise.

Risk
15. The examples mentioned above carry more or less risk. None are risk-free, no human activity can be.
Most activities carry risks that would not be encountered in the classroom: travel, accident related to the
activity, exposure to less well vetted adults, other children creating danger from their carelessness or
inexperience, the “message” being less well controlled than in the classroom.
16. Such risks need to be carefully considered and managed, but if they are, they are generally felt to be
risks worth taking for the beneﬁts of the experiences gained.
17. There is also a value of risk in itself. Children grow up protected, rightly so and increasingly so, but
as they enter adulthood they have to learn to manage risks—and the only way to do that is to take some.

A Cultural Trend
18. It is widely thought that we are living in an increasingly litigious culture. Citizens are tending to
greater dependence, and to lesser acceptance of their own responsibilities. So that if something goes wrong
they look for someone to do something about it, and perhaps look for someone to blame. This has certainly
been noticeable in the education world, with much more challenge and many more court cases than would
have been the case in an earlier generation.
19. It is right of course that schools, colleges, teachers and education leaders should take care of young
people. Reasonable steps should always be taken to protect children, and thought should always be given
to keeping risk to a reasonable level.
20. Not everyone agrees about what is reasonable though, and there is a need for a new consensus. With
the beneﬁt of hindsight an injured person or the parents of an injured child, will often take a diVerent line
from that which they would have taken before the event. This, the cultural change mentioned above, and in
some cases greed, have all contributed to an increase in legal action against schools, colleges and individuals.
21. The desire to attribute blame has also in some cases led to schools or individuals being hounded by
the press and media. Some of these cases have been very widely reported and have caused alarm amongst
teachers and school leaders.
22. Some oYcial bodies, in an excess of zeal, have taken a similar line and persecuted individuals for faults
that were either non-existent or those of a system rather than an individual.

The Real Danger
23. These valuable activities are in decline because the governments, both national and local, LEAs,
governors, school leaders, and teachers are all tending to play safe. Despite all precautions accidents will
continue to happen, and other things will continue to go wrong, but naturally no one wants to be the one
held responsible for them. So there is buck-passing up and down the chain and a marked tendency always
to favour the most restrictive “safest” option.
24. The bureaucracy is generally not helpful. Guidelines issued may be unworkable in practice, leaving
those who wrote them safe, but those closer to the young people faced with a choice of giving up on a
valuable activity or taking a risk to their own career.
25. At present there is real uncertainty about what qualiﬁcations a teacher should have to drive a minibus.
One interpretation is that teachers should have a licence to drive a passenger-carrying vehicle. Few do, so
that much of the activity mentioned above would cease—yet there is no reason to suppose that the accidents
that have taken place when teachers have been driving minibuses are attributable to their lack of driving
skills, still less to the lack of such a licence.
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Conclusion
26. All this has already led to a reduction in education outside the classroom, and the danger is that it
will decline still further.
27. The eVect is damaging to all children by denying them opportunities for growth, and opportunities
to learn important skills, facts, and habits.
28. Schools and colleges are happy to take responsibility for their actions, and do not expect immunity.
But a lot that is of real value will be lost if the balance is not redressed so that individual teachers, their
leaders and their institutions can make reasonable arrangements for education outside the classroom with
conﬁdence.
29. Despite every obstacle, and although it has reduced, much very good work continues in schools
and colleges.
October 2004

Memorandum submitted by the National Association of Head Teachers
Introduction
The National Association of Head Teachers welcomes the opportunity to present evidence to the
Committee on this important matter. StaV, pupils, parents—indeed the whole school community can beneﬁt
from increased opportunity for learning that such activities can supply. However, there needs to be an
awareness of the implications for the school that the organising and running of out-of-school activities
can have.
Costs and Funding of Outdoor Activities
The increased demands on school budgets means that priorities for allocation are contentious and budget
allocation hard-won. Any activity organised by the school must be able to demonstrate a favourable costbeneﬁt analysis. This applies to any out-of-school activity as much as in-school curriculum enrichment
opportunities. There is no doubt that out-of-school activities can incur substantial costs in time, ﬁnancial
and human resources. Schools need to budget carefully for these and consider the “value for money” aspect.
Just to arrange a one-oV, oV-site visit for a day has implications for transport costs, staV cover costs,
preparation time and debrief time. A residential visit has the potential to increase these costs exponentially
and also residential costs must be incorporated. There is no opportunity for schools to recoup these costs
other than through voluntary contributions from parents. Needless to say, these may or may not be
forthcoming! Where they are not forthcoming, the school can only resort to placing the whole trip in
jeopardy.
StaYng costs for out-of-school visits can vary hugely, but it is fair to say that there is always an expense
over and above that normally incurred if the pupils were to remain in the classroom. In ensuring that the
degree of extra risk inevitably associated with oV-site visits is kept within acceptable limits, the adult : pupil
ratio is generally higher. Where pupils with special needs are involved, this can also lead to additional costs
to cater for the pupils’ needs. All of these costs have to be met from the school budget and/or voluntary
contributions. This can produce an unacceptable drain on already stretched budgets.
The Place of Outdoor Learning within the Curriculum
There is an expectation that learning objectives will be speciﬁed for any educational provision: for
education outside the classroom the imperative is to specify clearly what is to be learnt, and how, and to
indicate why such learning needs to happen outside of the classroom environment. The value of such
activities in terms of character-forming exercises, team-building, development of leadership qualities cannot
be overestimated. However, consideration of such beneﬁts must also be weighed against the costs and the
fact that, in general, they not central to the school’s curriculum and learning objectives.
Examples of activities that have historically formed part of the oV-site provision are:
— science and geography ﬁeld trips;
— PE/games activities oV-site, like orienteering, horse-riding etc;
— historical activities, such as museum visits;
— visits to places of worship as part of religious education;
— theatre trips;
— visits abroad, to support modern foreign languages;
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— exhibitions, art and music events.
In general, many of these experiences could not be replicated adequately in classrooms. They should be
considered as essential oV-site activities and should be funded as such.
External Assessment of Provision
The adequacy and quality of specialist outdoor provision is the responsibility of the employer—the LEA
for community and voluntary schools, the governing body for foundation and voluntary aided schools.
Obtaining information about providers is not always straightforward but is necessary. Some routes are
reasonably easy, such as those providers that are covered by the Adventure Activities Licensing Scheme.
Others are less so, though equally important.
External accreditation of providers should be more widespread. StaV involved in organising oV-site
activities should be expected to undertake appropriate training.
Organisation and Integration within Existing School Structures
Planning for even the most straightforward of oV-site visits can be extensive. If the oV-site visit starts and/
or ﬁnishes outside the normal times of the school day, for example, this may mean arrangements for delivery
and collection of pupils, checking on availability of parents/carers to meet the timings, additional opening
hours of the school grounds. Work experience placements can provide their own challenges.
Where not all children from a particular class participates in an activity, this can add pressure to the
resources of the school. Any children left on the premises must be catered for. This can happen on a regular
basis for sporting activities oV-site, for example, but is not conﬁned to such activities.
Though the setting may be diVerent, the management, control and authority issues with regard to the
pupils still remain the same as on-site. In some cases, they become more acute. SuYcient staV must be
present, emergency procedures should be in place and well communicated to all participants, medical needs
must be catered for, playtime must be arranged etc. Managing these out of the pupils’ usual environment
can present additional challenges.
Qualification and Motivation of Teachers and the Effect on Teacher Workload
Training is available for leaders of oV-site activities, for example, OCR’s training course, “OV-site Safety
Management Scheme” is aimed at those who organise oV-site visits of any nature and covers all aspects of
planning, including risk assessments, pre-planning etc. Any staV members organising and planning oV-site
visits should be expected to undertake such training, as this will better prepare them for the task they are
undertaking.
Although staV are generally motivated to plan and undertake oV-site visits, it is true to say that this is not
as widespread as it was. Teachers undoubtedly have concerns about the possibility of litigation. These may
be unfounded but they are very real. The idea that, if an accident occurs, then someone must be to blame
and that person, in the eyes of the parents, must be the teacher, does nothing to assist with willingness to
organise oV-site visits. Lack of clarity with regard to what can be expected in terms of right to participate
for children with special educational needs can also cloud the issue.
Workload issues must be taken into consideration when looking at the additional burden put on all staV.
Planning and organisation is in addition to the normal work undertaken by staV. Where an educational visit
is arranged over an extended period, for example, staV may be considered to be “on duty” for the whole
period, day and night, as they continue to be responsible for the pupils in their care. Organising oV-site visits
is potentially a great drain on the staV concerned.
In the context of workload issues, it is not unreasonable to mention work experience. The organisation,
monitoring, assessment, on-site visits to pupils, can reach nightmare proportions, and not always to great
eVect. The value of such placements should be balanced against the huge eVort required to set these up.
The Fear of Accidents and the Possibility of Litigation
There is no doubt that there is ever-present concern with regard to both accidents and the possible
litigation that may arise. It is also true that the compensation culture mentality does nothing to encourage
schools to undertake the additional workload that oV-site visits require. Although the vast majority of
activities take place successfully and without incident, the tiny minority where problems occur are reported
so widely that the eVect is greatly skewed.
Training of staV will help to minimise the likelihood of things going wrong. Some form of protective
insurance would assist in reassuring understandably nervous staV that they will not be made the scapegoat
for any potential untoward incident. It might also be helpful if a positive publicity campaign were to be
mounted to demonstrate the value of education outside the classroom and also how successful and safe
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almost all activities can be. The current advice document, Health and Safety of Pupils on Educational Visits,
is seen as very helpful and should be commended to all those involved with the planning and running of
school visits.

How Provision in the UK Compares with that of Other Countries
We have no comment to make in this area.

Conclusion
We would not wish to see education outside the classroom diminish. Its value both in supporting the
curriculum and in character development is immense. However, unless adequate training, suYcient funding
and explicit protection/insurance can be identiﬁed, it seems unlikely that schools will be able to maintain
the current provision, let alone increase it. An accreditation scheme for specialist providers should be more
widespread.
October 2004

Memorandum submitted by the NASUWT
1. NASUWT is the largest union representing teachers and headteachers in all sectors of education
throughout the United Kingdom. The Union is pleased to have the opportunity to submit evidence to
inform the Education and Skills Select Committee Inquiry. This submission draws upon the extensive
knowledge the Union has gained from feedback from members undertaking these activities outside the
classroom and from the representational casework in which the Union has been involved.
2. The submission focuses in particular on educational visits, including academic ﬁeldwork but also
makes reference to the other activities highlighted within the Committee’s terms of reference.
3. NASUWT recognises that education outside the classroom can provide valuable educational
experience and curriculum enrichment, providing it is planned, properly resourced, linked to the curriculum
and has clearly identiﬁed intended learning outcomes. However, NASUWT is not convinced that that is the
basis on which all such activities are planned and there are a number of issues of concern which the
NASUWT would like to draw to the attention of the Committee.

Educational Visits
4. The NASUWT’s position on teachers accompanying educational visits has been well publicised. The
Union strongly advises members not to participate. This advice is rooted in extensive experience of
supporting members who have been involved in high proﬁle incidents which have resulted in serious injury
or death of teachers and pupils. A copy of the NASUWT advice is attached to this submission. It details
the Union’s position but also provides information for those teachers who may, despite advice, choose to
accompany a visit.
5. The concerns of the NASUWT are as follows:
— the possibility of litigation;
— vulnerability of staV accompanying visits to false and malicious allegations;
— the workload of teachers;
— the lack of consistency of the role of LEAs in planning, monitoring validating and risk assessing
activities; and
— the quality of staV training.

The Possibility of Litigation
6. Society is increasingly litigious and no longer appears to accept the concept of a genuine accident. It
also fails either to understand that perfect judgement, total attentiveness and faultless foresight are beyond
normal human capacity or to accept that in the best ordered of activities things will occasionally go wrong.
Schools, therefore, ﬁnd themselves increasingly vulnerable to the growing compensation culture.
7. Claims against schools are not, of course, conﬁned to incidents which occur on educational visits but
there is an increased risk involved in activities oV-site.
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8. NASUWT has witnessed, at ﬁrst hand, the personal and professional devastation experienced by
teachers who have volunteered to conduct an educational visit, have followed local and national guidelines
and then, following an accident during the visit, have faced months of internal and external investigation
as a result of being cited in legal action instigated by parents or carers.
9. To add to their trauma teachers in this position ﬁnd that their employer will decline to support them
citing “conﬂict of interest” between the employee and the pupil.
The Vulnerability of Teachers to False and Malicious Allegations
10. NASUWT has for a number of years been campaigning for recognition that teachers are vulnerable
to false, malicious or exaggerated allegations by pupils. Vulnerability is increased when teachers are away
from the school environment, particularly when they are in residential situations. A number of NASUWT
members accompanying residential visits have been victims of false allegations of abuse.
The Workload of Teachers
11. The National Agreement, “Raising Standards and Tackling Workload”, has introduced contractual
changes which are the much needed drivers for remodelling of the school workforce to reduce teacher
workload and to free teachers to focus on teaching and learning. The Agreement provides for enhanced roles
for support staV, recognising the valuable contribution they can make in supporting teaching and learning.
12. The remodelling agenda is bringing about a number of changes in relation educational visits and other
types of education outside the classroom. The traditional assumptions that only teachers can organise and
supervise these activities are being abandoned. There are now numerous examples of appropriately qualiﬁed
support staV organising and co-ordinating and, in some cases, supervising these activities. This has removed
from teachers many of the time consuming administrative tasks often associated with these activities.
13. Unfortunately there are still too many schools who have not explored the full potential of remodelling
and much of the existing guidance produced by the DfES and LEAs still places the responsibility for all
aspects of these activities on teachers.
14. Despite the success of the remodelling agenda in alleviating the workload burdens on teachers,
NASUWT believes that the best solution for schools is to use professional providers of educational visits if
such activities are thought to be essential in meeting the school’s curriculum objectives.
15. As a result of the National Agreement on Raising Standards and Tackling Workload the teacher’s
contract was changed in September 2003 to ensure that they were no longer required to be involved in any
administrative and clerical task which did not require the professional skills and judgement of a qualiﬁed
teacher. The administration of work experience was one of the examples speciﬁcally cited in the Annex to
the School Teachers’ Pay and Conditions Document as a task which could be transferred to appropriately
qualiﬁed and trained support staV. There is evidence that an increasing number of schools are now doing
this.
16. Whether teachers or support staV undertake this role, there is no doubt that the provision of high
quality work experience places considerable burdens upon schools.
17. Time is needed to source appropriate placements, make site visits both before and during the
placement and conduct risk assessments. Members have raised with NASUWT the problems of ﬁnding
appropriate placements and their concern about the expectation that they will conduct the necessary risk
assessments.
18. It is also important to recognise that remodelling and transferring responsibilities to support staV
does not address the issues and diYculties NASUWT has identiﬁed elsewhere in this submission as the risks
for support staV would be exactly the same as for teachers.
The Role of LEAs
19. NASUWT believes that there is inconsistency in the way in which LEAs support schools with regard
to educational visits. The National Outdoor Education Advisers’ Panel has recognised this and has made
consistency of practice a key aim over the next two years.
20. The DfES does advise schools and LEAs to consider the educational value of any visit which is
organised. Despite this there are still signiﬁcant numbers of schools which conduct visits to venues of
dubious educational value and which bear little relationship if any with the school curriculum.
21. There also appears to be an increasing tendency for some schools to consider distant, exotic locations
for visits increasing cost, risk and diYculty.
22. NASUWT believes there should be clear educational justiﬁcation in every visit and a relationship to
the school curriculum. However, there is a tendency to deﬁne educational beneﬁt so widely that any
activities, even visits to fun fairs can come within the deﬁnition. NASUWT believes that the question schools
and LEAs should pose is not: “Can the pupil gain any beneﬁt from this activity?” “Rather, “Is this an activity
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the school should be organising for this pupil rather than it being provided by a parent, voluntary
organisation or specialist centre?” A visit to a fun fair is of course interesting and enjoyable for most children
but the question is not whether these activities are “educational” in the broadest sense but whether it should
be schools and teachers who take the responsibility for organising and supervising them.
23. NASUWT welcomes the DfES “Standards for LEAs in Overseeing Educational Visits” and believes
that all maintained schools in an LEA area should be subject to these standards and not just those for whom
the LEA is the employing authority. The DfES supplement to the Standards says that “the LEA will need
to monitor and where necessary challenge the educational objectives that schools have stated for a visit.”
NASUWT has no evidence to demonstrate that this responsibility is being carried out with any rigour.
24. NASUWT has argued consistently for LEAs to identify and conduct generic risk assessments of sites
and venues which have a clear educational beneﬁt and to recommend these to schools. This would address
the problem of teachers, often untrained, feeling obliged to conduct their own risk assessments.
25. NASUWT has provided speciﬁc advice to its members on the particular risks involved in
accompanying pupils with disabilities on educational visits. The health, safety and welfare of these and all
other pupils and staV should be paramount. Proper risk assessments by appropriately trained staV should
be undertaken prior to the activity to identify what reasonable adjustments may be required for particular
pupils, including whether additional staV above the recommended ratios are needed.

The Quality of Staff Training
26. The main “training” for staV appears to be “on-task training” as they organise and supervise these
activities. There is training available for educational visit co-ordinators but there is no requirement for this
to be undertaken before an activity is organised. Given the potential risks to all those involved, the lack of
attention to this important issue is of serious concern.

Work in Progress to Address the Concerns
27. The Government is very keen to ensure that all pupils have the opportunity to have a residential
experience and participate in activities which enrich and enhance curriculum provision. The Government
has also recognised the validity of the NASUWT’s concerns. At the NASUWT’s Annual Conference in
April 2004 the Secretary of State for Education and Skills, Charles Clarke, gave a commitment to work with
the Union to address these.
28. Since that time NASUWT has engaged in discussions with senior DfES OYcials and the following
are currently under consideration:
— strategies to ensure that LEAs undertake more consistent monitoring of activities and take
seriously the role of outdoor education advisers. The role of Ofsted is being considered in this
context;
— the production of a checklist to assess the educational value of visits and discourage more
dubious outings;
— the review of all DfES guidance to take account of workforce remodelling, particularly
highlighting the role support staV can play in co-ordinating visits;
— more emphasis on the generic assessments already recommended by the DfES in its “Standards
for LEAs in overseeing educational visits”;
— further guidance from the DfES on the indemniﬁcation of staV who accompany visits and the on
the role of LEAs in providing legal support for employees.
29. With regard to the vulnerability of teachers to false and malicious allegations, in response to the
NASUWT Campaign the DfES has engaged in discussions with the Union to develop proposals to which
will seek to address the concerns. The proposals will be published for consultation in the next few weeks.

Costs and Funding of Outdoor Activities
30. NASUWT believes that a strong case can be made for the review of the charging policies of schools
in relation to these activities. Many are now funded by parents being asked to make a “voluntary”
contribution. Many activities are costly, particularly the residential activities in outdoor pursuits centres
or abroad.
31. Parents are advised that their contribution is voluntary but can be told in the information about the
visit that failure to contribute may mean that it cannot proceed. This places unacceptable pressure on
parents, particularly those from low income families, who may already be feeling concerned that they are
not be able to aVord to pay for their own child to go and then face the additional burden of responsibility
for whether other children are able to participate.
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32. Ofsted’s recent report on Outdoor Education highlighted cost as an issue as it prevented some pupils
accessing these activities.
33. The costs to parents has to be considered in the context of other “voluntary” ﬁnancial contributions
parents may be being asked to make eg school fund, music tuition and special events.
Conclusion
34. The timescale for submissions has prevented the inclusion of information on how provision in the
UK compares with that of other countries. As a member of Education International NASUWT has access
to a wealth of information on education systems throughout the world, in particular Europe, and would be
able to submit information at a later date.
35. NASUWT will be pleased to expand on the points in this submission and other related issues at the
oral evidence session on 1 November 2004.
Annex
EDUCATIONAL VISITS
A Checklist for Members
An educational visit is deﬁned as any excursion with children outside the perimeter of the school.
NASUWT advises members to carefully consider whether they should be involved in educational visits
at all. When something goes wrong on a visit the leader bears a legal responsibility and so the ﬁnger of blame
will almost certainly point at the teachers.
In recent high-proﬁle cases teachers have been heavily penalised. Some have lost their jobs as a result of
alleged misjudgements.
If you decide against NASUWT advice to take part in such a visit either as a leader, or an accompanying
professional, you must follow the relevant advice and guidance set out below.
In particular, you must follow exactly your LEA guidance on educational visits, and NASUWT strongly
recommends that you check the activities against the other checklists provided in this leaﬂet.
Essential Information
1. LEA advice on educational visits.
2. Health and Safety of Pupils on Educational Visits (HASPEV) (DfES).
3. Standards for Adventure (DfES).
4. Standards for LEAs in Overseeing Educational Visits (DfES).
5. Handbook for Group Leaders (DfES).
6. Group Safety at Water Margins (DfES).
2–6 above are all available at www.teachernet.gov.uk/management/healthandsafety/visits/
Checklist for Group Leaders
A group leader is responsible for the health, safety and wellbeing of the group under common law. If you
are a group leader use this checklist to ensure you have taken proper care in organising your visit.
1. Obtained appropriate experience, qualiﬁcations and training.
2. Carried out a pre-visit and liaised with the Educational Visits Co-ordinator.
3. Carried out appropriate risk assessments and are aware of health and safety issues regarding both staV
and pupils, eg use of seat belts in a coach or minibus.
4. Gained approval from the employer for the visit and ensured there is adequate insurance coverage.
5. Arranged appropriate supervisory duties and ensured eVective communication between adults on the
visit, the children, their parents and the base school.
6. Ensured other adults are appropriate in terms of maturity, experience and police checks.
7. Ensured the visit has a clear educational purpose.
8. Have a clear plan of the activities to be undertaken and their educational objectives.
9. Have a clear understanding of emergency procedures and ensured there will be a qualiﬁed ﬁrst aid
person available at all times.
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10. Ensured all staV on the visit are given a list of group members and that they check pupils’ presence
at regular intervals.
11. Have detailed clearly by letter to parents the activities on the visit and enlisted their support regarding
acceptable behaviour and obtained their written consent.
12. Have a reasonable prior knowledge of the group, including any special educational or medical needs
or disabilities.
13. Ensured the exclusion from the visit of pupils whose behaviour may put others in the party at risk.
14. Ensured that all monies have been collected and accounted for by school administrative/clerical staV.
(Also see 36 below.)
Checklist for Accompanying Teachers and Other Education Workers
15. You should be familiar with the LEA guidelines on educational visits.
16. You should have been actively involved in the planning of the visit.
17. You should be supportive of the group leader and be prepared to act on his/her instructions.
18. You should carry a list naming all the pupils and adults on the visit.
19. You should be aware which pupils have special educational or medical needs or disabilities.
20. You should be fully aware of the nature of the activities that the group is going to be involved in.
Checklist for Headteachers
If the headteacher has delegated responsibility for a visit to a suitable group leader then s/he should have
ensured they are satisﬁed:
21. All LEA visits guidelines have been followed.
22. The visit is educationally justiﬁable and will not aVect the eYcient running of the school.
23. The group leader is suitably trained, qualiﬁed or experienced.
24. The LEA and Governing Body have been notiﬁed and have authorised the visit.
25. Child protection measures are in place.
26. A school contact has been nominated and there is a contingency plan for delays including a late return
back to school.
27. Full and comprehensive information has been provided to parents including details of costings,
modes of transport and the precise nature of activities the pupils will be involved in.
28. Parental consent has been obtained in writing with speciﬁc consent for activities such as swimming,
along with relevant pupil medical information.
29. Supervision of the group is appropriate in relation to gender, experience and police checks.
30. The mode of transport is suitable and all safety measures will be taken.
31. Detailed costings of the visit have been approved.
32. Appropriate cover for teachers on the visit has been organised.
33. An emergency procedure has been planned with well-established lines of communication should the
need arise, including the provision of a mobile telephone if requested.
Other Considerations
34. Since the Children Act was introduced NASUWT has dealt with many more allegations of abuse by
teachers. Members are therefore advised:
— not to give a child/children a lift in your own vehicle;
— not to place yourself in a one-to-one situation;
— not to administer any medication.
35. NASUWT strongly advises any member contemplating driving a minibus in the course of an
educational visit or journey to reconsider and instead enlist the services of a specially trained driver.
36. In order to ensure the avoidance of personal liability as the “provider” of the visit, NASUWT
recommends that the group leader should:
— only act on behalf of the employer as the employer’s agent;
— take professional advice on the level and type of insurance required for the visit;
— use a tour operator that has an externally veriﬁed safety management system rather than making
arrangements on a “diy” basis.
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37. A visit involving outdoor activities should engage the services of a specialist provider (for example,
an LEA-run centre or a commercial organisation licensed by the Adventure Activities Licensing Authority)
where pupils can be placed in the care of qualiﬁed instructors.
October 2004

Witnesses: Mr Steve Sinnott, General Secretary, National Union of Teachers, Dr Fiona Hammans, Head of
Banbury School, Oxfordshire and a Member of the Secondary Heads Association, Ms Kathryn James,
Senior Assistant Secretary, Professional Advice Department, National Association of Head Teachers, and
Ms Chris Keates, General Secretary, NASUWT, examined.
Q128 Chairman: It is my great pleasure to welcome
Steve Sinnott, the General Secretary of the NUT.
This is your ﬁrst appearance, is it not, Steve?
Mr Sinnott: As General Secretary of the NUT it is.
Q129 Chairman: Welcome indeed. Then we have Dr
Fiona Hammans. Is that the right pronunciation?
Dr Hammans: Yes, it is.
Q130 Chairman: Who is here from Banbury School
in Oxfordshire and a member of SHA, Ms Kathryn
James, who is Senior Assistant Secretary to the
Professional Advice Department, NAHT, and we
have Chris Keates, who is General Secretary of
NASUWT. Welcome all of you. You will have had
the beneﬁt of experience of listening to the
Committee’s questions so far. The bad news is we
have got an entirely diVerent set of questions for
you. It is good to have you all here. Jonathan wants
to lead the questioning, but before you start does
anybody want to say anything? I cannot have all
four of you saying something. Are we going to give
pride of place to Steve Sinnott, only because it is his
ﬁrst appearance, or does Chris Keates, because she
has been before us and has great experience, want to
go ﬁrst?
Ms Keates: It is also my ﬁrst appearance, Chairman.
Q131 Chairman: I am sorry, Chris, I thought you
had been here before.
Ms Keates: I have been here before, but not as
General Secretary.
Q132 Chairman: I see. Who would like to kick oV?
Mr Sinnott: I would like to kick oV by
congratulating Chris Keates on being General
Secretary. I look forward to working with Chris for
a long, long time; so congratulations to Chris.
Ms Keates: Thank you.
Q133 Chairman: I think that is totally out of order,
but we will let you!
Ms Keates: I think we will go straight into questions.
Q134 Chairman: Okay. The opener is: did you ﬁnd
it rather a surprise that we were looking at this
subject? Is it on the periphery of your interest and
you thought, “What on earth is the Select
Committee doing dabbling around with this bit of
peripheral stuV”?
Mr Sinnott: I do not think it is peripheral at all,
Chair, I think it is central to what goes on in
education. As well as congratulating Chris and
surprising everyone by congratulating Chris, can I

praise the Government? One of the good things that
the Government has done is to emphasise the
relationship—
Q135 Mr Pollard: Can you speak a bit more slowly;
I want to get all this?
Mr Sinnott: —is to emphasise the relationship
between social class and education, and David
Miliband, I think, has done a terriﬁc job in raising
the relationship, the achievement of youngsters and
their social class, and there is no doubt in my mind
that what teachers want to do, and what the
Government and the local authorities should be
encouraging to be done, is to ensure that youngsters
have a rich experience of their time at school, and
that will include giving an entitlement to children to
go the theatre, to be involved in drama, to be
involved in sporting activities, to visit a foreign
country, to be involved in an outdoor activity of one
form or another, to be involved in a residential
activity—all of those activities—and there is real
evidence of the way in which youngsters from
economically deprived backgrounds beneﬁt from
them. The recent experience of September 2004—
Ofsted said exactly what I have just said. At the same
time we do know that all youngsters, whether they
are gifted or talented or whether they are struggling
at school, beneﬁt from those activities and schools
beneﬁt from having improved relationships between
the youngsters and the teachers following residential
activity. So the beneﬁts are clear and real, and I
congratulate the Committee for picking up this
issue?
Q136 Jonathan Shaw: A question to Chris Keates. In
your evidence to the Committee you say that there is
a signiﬁcant number of schools that conduct visits to
venues of dubious educational value. How many of
your members take children to schools of dubious
economic value?
Ms Keates: Educational value.
Q137 Jonathan Shaw: Educational value; thank you.
Ms Keates: We think there is less than when we ﬁrst
started to raise issues about educational visits, the
conduct of them and the risk that we felt needed to
be minimised as far as possible because, we accept,
there is no activity that is actually completely riskfree, but we have for some time been identifying a
number of issues and one of the issues we have raised
about minimising risks is about making sure that
there is a clear educational value to the trips that are
being taken. It has been our experience that quite a
lot of schools are engaged, particularly in the
summer term, although, as I say, our information
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back from our members is it is less now than when
we ﬁrst started to raise this issue, where you would
get the annual trip to the Blackpool pleasure beach
or Alton Towers—things that we would say might
be an interesting experience for the pupils, might be
something they had not done before, but whether it
should be the kind of visit that is conducted by a
school and what curriculum relationship it has, we
would have doubts about that.
Q138 Jonathan Shaw: What I am slightly concerned
about is the broad brushes that you are using, Chris,
in your evidence, both written and what you have
just said. “Quite a lot”, “signiﬁcant amounts”. What
we are trying to do is to drill down in this issue and
to get to the heart of the matter. When you say “of
dubious value educationally”—you have decided
that it is so important that you want to put it in the
evidence to the Select Committee—what are we
talking about? What are the numbers? Does your
union know?
Ms Keates: If you are asking me for statistical
evidence to back up for a percentage of schools, I
cannot give you that. What I can give you is the
issues that have been raised with us from our
members are on a large-scale across the country and
we judge the impact of an issue by the response we
get from members through our union’s casework,
and, since we have been raising the issue of
educational visits, we have had, on a regular basis,
from members in schools right across the country,
the issues of concerns they have expressed to us
about some of the educational visits; and so, if you
are asking me for a percentage, I cannot do that. I
think that it is perfectly legitimate for me to say that
our casework evidence is demonstrating that this is
a concern to some teachers, particularly arising from
the risks with visits. They have been looking much
more closely at the kinds of activities that a school
should be involved in conducting.
Q139 Jonathan Shaw: How many of your members,
how many of the NASUWT members have been the
subject of false allegations on residential trips?
Ms Keates: Of the tracking that we have done, I
think we have had in the last . . . The percentage of
false allegations on visits, I would say, probably is
about 5% of the numbers that we have, and we have
been tracking educational visits now—I am sorry,
false allegations now since 1991.
Q140 Jonathan Shaw: On residential?
Ms Keates: On residential things in terms of false
allegations that have arisen, and there can be a
variety. It is not just sexual abuse of people, which is
what people immediately think of, it is actually
physical abuse and a number of other things.
Q141 Jonathan Shaw: You could provide us with a
number of incidences?
Ms Keates: I can provide you with the statistics we
have on false allegations and the number of incidents
on that, yes.9
9
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Q142 Jonathan Shaw: Has that gone up?
Ms Keates: Over the time that we have been tracking
that, I would say that the proportion has probably
stayed the same of those, but the whole issue for us,
of course, of false allegations, is much wider than
the visits.
Q143 Jonathan Shaw: So you are not sure that the
proportion has gone up; it has stayed about the
same, despite your press release, which says,
“Society is increasingly litigious and no longer
appears to accept the concept of general accident.”
Therefore, you are advising your members not to go
on these trips. So it is not going up, but it is
increasing, the problem is increasing. My concern is
are you, is your union, actually trying to ﬁnd the
solution to the problem or are you the problem? You
do these press releases prior to coming before the
Committee, you do not have the statistics to back
them up and then we see headlines like this from
your press release. Are you the problem?
Ms Keates: No, we are not the problem. In fact, we
have been raising these issues for a number of years.
That is not the ﬁrst time there has been press
coverage of that. I am sorry if that has caused you
concern. In our evidence, in section 28, we actually
list the work that we have now been doing with the
DfES on the issue of trying to ﬁnd solutions to some
of the issues we have identiﬁed, and the issue of false
allegations is not the major issue in terms of the
advice we are giving to members, as we detail in our
evidence. In fact, last April the Government
recognised the validity of some of our concerns and,
as we detail in our evidence, we have been working
constructively with DfES oYcials to look at a range
of processes that might actually start to minimise the
risks and address some of the concerns that we have
about protecting staV that go on educational visits.
So we are not at all the problem, but we have a
responsibility to our members to give them clear
advice about the risks they might face. We also have
an equal responsibility to try and raise and put
forward constructive suggestions as to how they can
be addressed, and we have certainly done that with
the Government and we have listed the areas that at
the moment are in progress with the DfES on the
areas of concern that we have listed.
Q144 Jonathan Shaw: The ﬁnal question for you,
Chris. What is your union’s assessment of the main
ﬁndings of the Ofsted report Outdoor Education:
Aspects of Good Practice? What is your assessment
of the main ﬁndings?
Ms Keates: As we said at the time that was
published, we recognise the value of outdoor
education and some of the activities that are taking
place. The questions that we pose are: are all of those
activities ones that schools and teachers and sports
staV should be conducting, and, in that context,
there are still the risks posed that we have been
raising. We are not a union that is opposing
educational visits—that has never been our position
and our evidence makes that quite clear—but we
have a responsibility to our members to point out
concerns and we have a responsibility to make sure
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that we have put forward constructive suggestions to
government as to how to address that; and we
believe we have done that.
Q145 Jonathan Shaw: There was very little in your
evidence to suggest that you embraced outdoor
education. It was mainly about the concerns about
litigation and workforce. I have to say, that is in
stark contrast with the other trade unions that
talked about the beneﬁts of outdoor education. As I
say, in your evidence there is a lot that talks about
increasing numbers and broad brush statements,
and, when we ask you about the speciﬁcs, the
numbers are not going up?
Ms Keates: I did not realise that what the Committee
was inquiring into was for us to tell you the beneﬁts
of outdoor education. I thought what you wanted us
to do was to highlight things that you might want to
take on board in your inquiry in terms of some of the
issues that are facing teachers that conduct these
issues. I could have written several pages about the
beneﬁts, but there is plenty of research and welldocumented evidence. My concern was to put to you
issues that you might want to consider and also to
show the progress that we were making on
addressing some of those very taxing issues for
schools, for teachers and for our head teacher
members.
Q146 Chairman: Can I just intervene. You would
not be surprised that this Committee is particularly
interested in your decision as a union to advise your
members not to participate?
Ms Keates: I understand that.
Q147 Chairman: That is very important. In many
ways it is quite a shocking decision. When was it
made?
Ms Keates: It was made over four years go, and we
have reviewed it on an annual basis and raised it with
the Government on an annual basis, and it has arisen
out of casework, an increasing amount of casework
that we were experiencing, some with some very
tragic incidents. Some of the very high proﬁle cases
that have been in the press have involved NASUWT
members and we reviewed the advice and we
included that as an annex,10 which shows that we
give that strong advice but we also do provide a
check-list for people who may say, “Despite that
advice, we actually want to accompany these trips.”
We respect the position of people who do that, and
that is why we have not been sitting back and saying
we are not interested in educational visits, that is
why we have been trying to engage the Government
in looking at some of the things that we think can
make sure that some of these valuable activities can
go ahead but also minimise the risk to the staV that
get involved in those. I think that is a perfectly
legitimate position for us as a union to take.
Q148 Helen Jones: Can I ask you to clarify one thing
in the written evidence you have given us? You say
in, I think, point six that society is increasingly
10
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litigious. We understand that. It says, “It also fails
either to understand that perfect judgment, total
attentiveness and faultless foresight are beyond
normal human capacity or to accept that in the best
ordered of activities things will occasionally go
wrong. Schools, therefore, ﬁnd themselves
increasingly
vulnerable
to
the
growing
compensation culture.” I am not quite sure where
you are coming from here, because that is not what
the law says. The law does not expect perfect
judgment, total attentiveness and faultless foresight;
it expects people to take the precautions that a
reasonable person would take. So how are you
getting from one of those statements to the other:
because that seems to me to be legally faulty—
untrue, shall I say?
Ms Keates: No, it is not untrue.
Q149 Helen Jones: It is. That is not what the law on
negligence is?
Ms Keates: I am not arguing here the law on
negligence, I am arguing on the feedback we get in
terms of the casework that we have, reports that we
get from our head teacher members and reports
from teachers about what they are ﬁnding in terms
of any accident, and, through your previous
questions to the DfES oYcials, you were raising the
issue of the growing litigious nature of the accident
culture, and educational visits are part of that. The
feedback we get regularly from our members and
from local casework is that accidents, whether they
are on school trips, or in the school playgrounds, or
in the classroom can often at the very ﬁrst stages,
simply things that we would probably at school
ourselves have brushed oV, a trip in the playground
now can result in a solicitor’s letter because there are
people who are always looking for something to
blame. That does not mean that all of them go as far
as proceedings, but it is a symptom of a
compensation culture that there is not a genuine
accident any more.
Q150 Helen Jones: I could write you a solicitor’s
letter today, but just because you get one does not
mean people have to pay compensation. It might not
be worth the paper it is written on, frankly. So is not
your dispute rather with schools and LEAs who
settle claims which have no real basis in law at all
rather than with the law as it stands?
Ms Keates: The issue . . . That is a diVerent point
than whether we have—
Q151 Helen Jones: It is not?
Ms Keates: No; it is a diVerent point than whether
we have evidence to sustain that there is a growing
compensation culture. The fact that letters are now
sent for things that at one time would have been
dismissed as a childish accident in a playground is
evidence of the compensation culture. The fact that
people pay out, we are concerned and have raised it
where we have come across it with schools or local
authorities who, to avoid lengthy exchanges with
solicitors, actually will settle because that does
actually fuel the compensation culture.
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Q152 Helen Jones: But that does not mean your
members are being taken to court, does it?
Ms Keates: Our members quite often are enjoined in
the ﬁrst stages of litigation. Whether they end up in
the full proceedings is an entirely diVerent matter.
Q153 Helen Jones: If these are cases that are being
settled then your members are not being taken to
court, are they?
Ms Keates: It depends how the investigation is
conducted by the local authority, whether the police
are involved or where the people making the claims
have gone to. There is a whole variety of
circumstances in which that can happen. We do not
make those kinds of comments lightly, and this has
been generally accepted as a problem, hence the
Government is actually working with us on some of
these issues because they have had reports from
schools, and I am sure my colleagues here can say
about the pressure that many head teachers come
under from solicitors who are writing letters at the
drop of a hat that cause problems for schools. The
other issue that we have, of course, is that our
members may not be subject to criminal proceedings
but can be subject to disciplinary investigations,
which can be extremely stressful.
Q154 Helen Jones: Have you any ﬁgures for us again
on the number of these cases where people are
writing to schools or sending them solicitor’s letters
after school trips or any other sort of outdoor
education and the numbers that are settled, as
opposed to the numbers that are totally spurious and
do not even get this couple of hundred pounds pay
out?
Ms Keates: If I can say to you, I think it would be
very unusual for a school nowadays not to have
received at least one of these letters after some sort
of accident. That would be extremely unusual. What
the ﬁgures are in terms of settling, of course, that
depends on a school and local authority policy.
Some local authorities will not settle on these and
they will take them forward. Only if our members
are involved would we have any details of that case,
but my colleagues in other unions have expressed the
same concerns in meetings. They may take diVerent
advice in terms of what they ask their members to
do, but the issue of teachers and other workers in
schools and head teachers becoming increasingly
vulnerable to legal action is a huge concern
throughout the profession.
Q155 Helen Jones: So how many of these cases have
involved your members recently?
Ms Keates: I have not got those ﬁgures. I will
provide the ﬁgures for you.11
Q156 Chairman: The reason we are pushing you on
this, it is fundamentally important to our inquiry,
but on the one hand you said no cooperation. If all
your members took your advice, basically out of
school activity would cease, would they not, more or
less? If they took your advice.
11Ev
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Ms Keates: Yes, and, of course, one of the things I
think we all regret is the fact that the number of visits
for some of the things that are curriculum related
and have an educational validity, there is more
concern and caution about taking those now. That
is why we think it is important that you do have this
inquiry, because one of the things we propose is
supporting schools through local authorities with a
check-list that can look at making sure that the risks
are minimised by the trips that have been taken have
got that direct curriculum—
Q157 Chairman: Let us continue. What would make
you as a union change your mind in terms of what
assurances the Government could give or LEAs
could give, or a combination of factors? This is a
four-year policy. We have had it for a long time,
although it comes as a surprise, I see from the Daily
Express. You have never had it!
Ms Keates: Indeed.
Q158 Chairman: They are not that clever at the Daily
Express, obviously, because they blame the
Government for this policy, but, tell us, we are trying
to ﬁnd out what would change your mind and make
you cooperate?
Ms Keates: All of the items we have listed in section
28 of our evidence. The consistent monitoring of the
visits, the support from their employer for teachers
who actually take these visits, because they are
actually abandoned when litigation starts or there is
a particular problem. We would like a much ﬁrmer
application of the Government guidance on
monitoring of the educational validity, because
again there is a lack of consistency.
Q159 Chairman: There is a diYculty there, Chris, is
there not, because evidence that this Committee has
had said there is nothing like the joy of seeing a child
who has seen the sea for the ﬁrst time, and you might
say that for a child from a deprived background a
visit to the Blackpool pleasure beach is wonderful.
Q160 Jonathan Shaw: Dubious?
Ms Keates: Or exotic!
Q161 Chairman: I know for the ﬁrst time when I was
a shadow minister for that sort of area that going to
the Blackpool pleasure beach was a wonderful
learning experience, but would not people think you
were being a bit Stalinist if you did only the things
that NASUWT thought were of value?
Ms Keates: I did not say only the things that
NASUWT thought were of value; I said what we
would get is a check-list against which schools could
do that measurement themselves.
Q162 Chairman: But would a child’s ﬁrst visit to the
seaside be educational or not?
Ms Keates: It is very easy to put a circumstance like
that. What I would say to you is of course it is
important for children to have that kind of
experience. I would not disagree with this. I think it
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is borne out of this premise that somehow we are
anti-educational visits, which I have tried to explain
is not the case.
Q163 Jonathan Shaw: You are.
Ms Keates: No.
Q164 Chairman: Jonathan, I will be handing back to
you in a minute. What we are trying to push is it was
you that mentioned Alton Towers, not us?
Ms Keates: That is absolutely right. I am not sure.
Q165 Chairman: You have got to make a list.
Ms Keates: Yes, I am not sure—as I often have on
these things—I am not sure that that is something I
would say should be conducted by a school. The
other point I would—
Q166 Chairman: So a visit to Scarborough is on the
list or not?
Ms Keates: I would say, depending what they are
doing at Scarborough. If they are going looking at
coastline features and various other things to do
with a ﬁeld trip, then that might be.
Q167 Chairman: Not to have a paddle and see the
sea for the ﬁrst time?
Ms Keates: Of course you want children to have
those particular experience, but, I have to say, I also
think that you need to do some investigation into
how many of the trips that are run actually get to the
children that you are identifying, because there are a
number of trips that take place that actually parents
cannot aVord for those children to go and they are
often the ones that you want to have that ﬁrst
experience. My view is that the more that a trip is
related to the curriculum the more opportunity
pupils will have to go, because you cannot charge for
trips that are necessary as part of the curriculum.
Too many of the visits that go rely on voluntary
contributions, and some of them are horrendously
expensive, and parents get into the position of either
they cannot aVord for their own child to feel guilty
or the voluntary contribution letter says, “If you do
not make a voluntary contribution then other people
may not be able to go either”, which is a double
whammy for some parents who have poor economic
circumstances. So whilst I would never disagree that
for a child to see the sea for the ﬁrst time is a
wonderful experience, I do not think we should get
carried away on that wave of emotion that that is
somehow what is happening in all these visits that
take place and the bad old NASUWT is stopping
these wonderful children having these wonderful
experiences because that is not true; but I think I
have a responsibility to draw to the attention of this
Committee the real concerns that my members in
schools face around these issues.
Q168 Chairman: But it is our job also to assess the
evidence from NASUWT. A policy, on the one
hand, that would stop all schools trips but, on the
other, you seem to be in favour of school trips and
out of school education. A lot of people that we
represent—as elected politicians we have got to

explain a policy and that is our diYculty with your
position, is it not? On the one hand the logic of your
four-year policy would be the end of all out-of-door
education for schools?
Ms Keates: It would until the issues were addressed
that we have listed in our evidence that are currently
being considered by the Government, because they
had clearly thought there was validity to the
arguments we put; otherwise I do not think Charles
Clarke would have made a public statement at our
annual conference that he recognised the validity of
them, and he immediately set up meetings with
senior oYcials to look at all of those issues and we
are making really good progress because we want to
be in a position to say that the risks have been
minimised.
Q169 Chairman: That is excellent, Chris. So you are
saying that the Government is putting in place a
dialogue that could change—
Ms Keates: Absolutely; and that is what we say in
paragraph 28 of our evidence.
Q170 Jonathan Shaw: Let me ask Steve Sinnott
about the Workforce Agreement. Do you think that
these have made school trips more expensive?
Mr Sinnott: More expensive?
Q171 Jonathan Shaw: Yes, given that they have
placed a ﬁnancial burden on schools and perhaps
having to pay for supply teachers to take them out?
Mr Sinnott: I have no evidence of whether the
Workforce Agreement has made the school trips
more expensive or, indeed, less expensive. I have no
evidence at all, Jonathan, in relation to that.
Q172 Jonathan Shaw: What about classrooms
assistants? Could they be trained to undertake the
risk assessments?
Mr Sinnott: They could. I think all sorts of people
could be trained to undertake risk assessments, but
to some extent I think, Jonathan, you are asking the
wrong question. I think the right question—
Q173 Jonathan Shaw: Help me; you are a teacher!
Mr Sinnott: If you will permit me. The right question
is to ask some of the centres that oVer outdoor
activities for them, for example, to provide generic
risk assessments, and they would be of great
assistance to schools and in that way reducing the
burden, the bureaucratic burden, and, indeed, the
work load on teachers, on head teachers and on
appropriate support staV. So we think that could be
done. Indeed, in activities that the NUT nationally
has organised jointly with the NASUWT nationally
to support the global campaign for education, we
have used and we have undertaken joint risk. We
have paid for joint risk assessments to be carried out
and provided them with schools who have been
sending them on activities that the NUT and the
NASUWT have jointly organised?
Ms James: In terms of risk assessment, I think it is
quite important to remember the involvement of
local authorities carrying out risk assessments,
though, again, I would strongly support the notion
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of teachers receiving training and all staV receiving
training in terms of actually running, planning and
moving forward with any outdoor education
activity. I think that is absolutely essential. We
mention in our evidence the OCR training course,
which is actually very valuable, and I think the more
people that undertake this the better, or something
similar.
Dr Hammans: In terms of risk assessments, I do not
think that there is any need to explain to school and
college leaders the importance of them, and most
schools already have a bank of their own generic risk
assessments which then link with LEA activity
centre and association risk assessments, and they are
used within schools all the time.
Q174 Jonathan Shaw: Can I ask you, Kathryn
James, do your members have concerns about
dubious trips?
Ms James: You will see in our evidence that we talk
about the necessity for learning objectives, and that
is for any lesson, and that would also include the
necessity for the learning objectives for outdoor
education. We think this is an essential part of the
planning system. In terms of whether dubious
activities, I think any activity that takes place within
or without a school needs to have to a strong basis
upon which the learning is to be forthcoming. By
that I am not just tying it directly to curriculum
learning, because you talked about the social aspect
and the education of children in terms of their
growing up, and particularly children from deprived
areas need that rich experience that actually can only
come from activities that take place out of school,
and this is why we are very much in support of
outdoor activities. Chris and I, I think, probably sit
on diVerent sides of the same line in terms of where
we are coming from because we too see the necessity
to make sure that there is adequate safety; that
people are secure in what they are doing. We have
talked about the concerns about litigation and they
may be unfounded, but these concerns are still very
real, and that can be oV-putting for teachers and for
support staV when they are looking at planning these
particular activities.
Q175 Chairman: Dr Hammans, who are these
people in schools, heads or governors, or whoever,
who are they, who are planning ridiculous
excursions to things that have no value? Who are
these people?
Dr Hammans: I genuinely do not think, Chair, that
there are any dubious excursions or planned trips;
because the bureaucracy and the risk, whether it is
real or not, associated with those in people’s minds
who are organising the trips and taking the students
out is so great that there has to be a genuine agreed
set of objectives for it. For instance, if it is Alton
Towers, it may be a trip to reward students who have
done particularly well, or it may be an entitlement
for every Year 7 student to go to do some practical
physics which is then built on throughout the whole
of their visits curriculum in school, but the amount
of work that needs to be done in advance has to be
quite clearly worth it, otherwise what is the point?

We do not go on trips that take hours of planning
with the risk associated just in case something goes
wrong for just a jolly; it does not happen like that
any more. It is not like that in schools and colleges.
Q176 Chairman: So these unnecessary value trips are
a sort of urban myth?
Dr Hammans: Our impression certainly would be
that they do not occur these days. They may have
happened 10, 15, 20 years ago where teachers
decided, “It is summer term, let’s take the students
out for a walk down the river bank”, but these days
with the pressure from national curriculum, the
wider agenda for personal development for students,
team-building, leadership skills, there is no spare
time. Teachers do not have the time, students do not
have the time to waste and parents certainly would
not support us.
Q177 Chairman: Kathryn, is that your take on it?
Ms James: I would agree. I do not think that you
ought to underestimate the actual planning time and
the commitment that all of the staV need to give to
make an outdoor activity valuable for all concerned.
When Stephen Crowne and Helen Williams were
here before, they commented about strengthening
relationships with the school. Actually outdoor
activities can even work in terms of strengthening
relationships with the community, and, particularly
in the more deprived areas, again, that can be a very,
very strong element in terms of how schools function
within their community; but that takes time, it takes
eVort, it takes a lot of resources, and I think the staV
who give their time for this want to see that they are
valuable and that the activity is valuable and that it
is of value to the pupils who undertake them.
Q178 Chairman: You both say then that the concern
that NASUWT has that is really central to their
objection, one of the central concerns, does not exist.
It is ﬁgment of someone’s imagination?
Ms James: I think that there have been problems.
Chris herself has said that in fact the dubious nature
of school trips—I think she herself said that they
think that this has decreased in NAS terms. From
our perspective, we would say that the learning
objects which are central to any activity actually
mean that this has to now be deﬁned before anything
can go forward. So, yes, I would say that in fact they
have been minimised, if not wiped out.
Dr Hammans: Could I add something there. I agree
very much with what Kathryn says, but it is that fear
of litigation, particularly for our members. So in
terms of calls to the Secondary Heads Association
hotline, the HQ, then there will be calls each week
from members who have received a solicitor’s letter
or are outraged or intimidated either by the receipt
of those, or disciplinary action from their own
governing body or through the LEA or even the
Health and Safety Executive. So whether it is real or
not, whether it gets to a court of law or not, it is
something additional on our members which needs
to be borne in mind.
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Q179 Chairman: So what is it, Dr Hammans? I am
going to ask Chris Keates. What is it that would put
your members’ minds at rest? What kind of support
do they want which would mean that they felt better
about participation in out of school activities? You
heard the civil servants talking about the manifesto,
and so on. What should be in that manifesto that
would put your minds at rest and lead to a greater
level of cooperation?
Dr Hammans: There needs to be something which is
deﬁnitive. So if you are looking at the bureaucracy
that everybody has to ﬁll in there is the DfES
guidelines which need to be met, there is then the
local authority set of guidelines which, as has been
indicated earlier on, will change and will change
somewhat, then you have got again school’s
interpretations, plus whichever group you may be
going with, whichever partner you will be working
with—so you have got a huge amount of
bureaucracy—but even when you have dotted the
“I”s, crossed the “T”s and something might have
gone wrong, the view is somebody has to be
responsible for what has happened to my child or
that child; and it does not matter what you have
done, the sense is that you as an individual, if you
have been involved in that school party, or myself as
head of a school, is the one who will be in court. Real
or not, that is the fear. So something where the
bureaucracy—if you want the guidelines, the safety,
the nets, everything is ﬁlled in, that is the end of it
and an individual is not identiﬁed but the authorities
who have been giving you the guidance are the
people who then are answerable.
Q180 Chairman: Would you favour getting rid of
this responsibility? A specialist organisation in the
private sector could take this all over and take the
load totally out of schools?
Dr Hammans: Our view is very much that it is about
holistic education of youngsters and it is not about,
“We will deliver national curriculum plus a couple of
options.” It is about seeing a youngster when they
arrive at 11 at our schools through to when they
ﬁnish at 19 even, their complete growth from the
eleven year old through to the 19 year old; and if we
start parcelling it up so that behaviour is to do with
one group of people, outdoor education someone
else, classrooms to do with this, I think we lose sight
of what is unique about the UK education system.
Q181 Chairman: What is your view on that, Steve?
Mr Sinnott: I think a lot of commonsense has just
been spoken, and what I think we have started to see
is considerable agreement on those people who
represent teachers on this issue. The fear is a real
fear. The fear of litigation is not something that
Chris Keates is inventing; it is a real fear in the part
of schools. So I share what my colleagues have said
about that fear. I also say that that places an
enormous responsibility—because you are asking
the questions and we are answering them—it places
a considerable responsibility on the Committee here
in its report to do something about assuaging the
fear that is out there on the part of parents and
others. By asking the questions you really are

placing a tremendous responsibility on yourselves.
The way in which we do it, I think, is by a good
report from you, about all the teacher organisations.
Helen Jones: All our reports are good!
Q182 Mr Turner: Another good report!
Mr Sinnott: I would only say it because I have got
absolute conﬁdence in the type of reports that you
produce.
Q183 Chairman: It is very nice of you to say things
like this, Steve, but our reports have a curt
reputation for being quite good?
Mr Sinnott: They have.
Q184 Chairman: I say that reasonably modestly, and
our reports absolutely reﬂect the quality of evidence
that we are given. We have been given good evidence
today. Some unions sometimes have been relatively
reluctant even to come to see the Committee, but
that is not the situation today and the quality of
evidence we get we can pick up the resonance, and
what we are being given today is a very interesting
amount of evidence; it is very positive; so do not
worry about it.
Mr Sinnott: Can I steer you in a particular direction?
Q185 Chairman: It depends upon which direction!
Mr Sinnott: The direction is to . . . This is in terms of
looking at the value of the types of activities that you
are looking at, and it is to look at what was
developed in Birmingham LEA and in terms of their
secondary guarantees and primary guarantees
in which they outlined speciﬁc guarantees or
entitlements on children at diVerent ages and the
way in which all youngsters would beneﬁt from
having those guarantees met; and they relate to a
whole range of activities, as I have mentioned, from
artistic to sporting, residential or foreign visits. For
youngsters whose parents cannot aVord to do those
things or whose parents are not interested in
providing those things for their children, it is schools
who decide to pick up those pieces. No private sector
agency can do that in relation to your question
earlier, but it has to be the schools and the teachers
who make professional judgments about what is best
in the interests of their school and in the interests of
those children. What Birmingham did there, I
believe, should have been taken up more nationally.
It is tremendous evidence and I think there is
evidence of youngsters, in particular from the
economically deprived backgrounds, who have
beneﬁted from that. But there are a range of
measures that may take place in the future that will
make it for diYcult for youngsters to go on some
trips. It may be that some of the developments in
relation to the Gershin review and the Lyons review
may impact on staYng in some libraries or
museums, and it may be that at the same time some
of the pressures that will ﬂow from the Lyons review
in terms of local authority staYng, but local
authority resources and local authority sites and
local authority amenities, there may be pressure on
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them getting rid of sites and amenities that beneﬁt
youngsters. So that is an area in which you might
want to have a look too, Chair.
Q186 Chairman: If you could write to us about the
implications of the Lyons review, because that is a
relatively new one for us.
Mr Sinnott: We will do?
Q187 Chairman: We spent a week not very long ago
in Birmingham, so some of the questions I was
asking civil servants really come from that
experience in Birmingham. Can I bring all of you
back quickly, before we move on to education events
coordinators. What is your general view of this as an
initiative that will . . . When I was asking the civil
servants should there be a champion in the
Department or a champion minister, what about
champions in schools or someone who has a speciﬁc
role in seeing if the school is really up to good
practice on these issues and energise them? Let us
start with Dr Hammans and move across.
Dr Hammans: From our point of view, and I am
speaking now as the head of a school, it has been a
very useful addition to us being able to persuade staV
that they are safe; because it is the fear of litigation,
not necessarily the reality, which is the real concern.
So we have our education visits coordinator. I will
say that we would not let staV go unless we were fully
convinced we were complying with everything such
that if there were an incident it would not be the
individual, it would be me that ended up in court. So
the EVC, which is somebody who is nominated,
trained, etc, is another layer to reassure those staV
who do want to take students out on trips for good
and valid educational reasons.
Q188 Chairman: Chris, does that help you in terms
of having that?
Ms Keates: We have actually identiﬁed some very
good practice that has come out of the national
agreements, and the DfES is currently circulating to
schools a video, which one of the examples they give
from a Pathﬁnder school is an Educational Visits
Coordinator, that is a highly qualiﬁed member of
sports staV who has actually taken a huge burden oV
teachers in term of planning, coordination,
identifying if risk assessments have been done,
liaising with the local authority outdoor educational
advisers, and we think that is very good practice to
look at that, because teachers, quite frankly, with a
full teaching load, one of their concerns is having the
time to do those kinds of things properly, and we are
very pleased in the way the remodelling of the school
workforce is bringing on board other staV who are
qualiﬁed to do those kinds of things and relieving
that kind of administrative and coordination burden
from teachers.
Q189 Chairman: So if there were not any of your
members, if someone else was doing the job, you
would be happier, would you?
Ms Keates: We think that it is better that there is
somebody, given the issues that have to be addressed
in the planning of these kinds of activities because, I

think my colleagues have emphasised, a great deal of
the time and eVort needs to go into these if they are
going to be done properly. We do not think that it is
appropriate to do something that a teacher can do
on top of a full teaching commitment and that they
are better focused on concentrating on the teaching
and learning, look at the curriculum needs in terms
of what kind of visit might support some of the
curriculum and having somebody on the school staV
who can devote some time to that. Certainly the
feedback that we are getting is that where people
have looked at remodelling of the workforce
seriously, that is one of the issues they have looked
at and staV are reporting that it has taken quite a
considerable burden oV them in that respect.
Q190 Chairman: Would you not miss out that sort
of bonding that students get with staV when they do
things outside the school?
Ms Keates: We are not taking it. I am talking about
somebody who is doing all the preparatory work,
providing all the information, making sure risk
assessments are done. That is not necessarily, in fact
quite often is not, the person who will conduct the
visit. That can either be teachers or support staV.
Q191 Chairman: You still prefer your members to go
on visits?
Ms Keates: I think if they are totally curriculum
related and things like ﬁeld work, and so on, you
have to have a qualiﬁed teacher who is relating that
back to the classroom issues. Some of the other visits
that might not be quite such a subject based link, it
might not be necessary for it always to be teachers.
What we have said is in terms of teacher workload
the big issue of administration, risk assessment and
various other things, there are other people who can
do that and have the time to do that. In terms of
conducting the visits, we think there has to be an
appropriate mix of people. What we do not support
is the automatic assumption that every aspect of a
school visit must be done by a teacher.
Q192 Valerie Davey: I think in this session I need to
register my continued membership of the NUT. A
slight change. In terms of the Government and its
involvement, I would like to ask the two head
teacher representatives, ﬁrst of all, whether they feel
that the recent Government initiatives, and
particularly, I guess, the Growing Schools initiative,
has been successful in highlighting the value of
outdoor activities and, indeed, promoting them?
Ms James: Do I think it has been successful? I think
it has been partially successful. I think it has been
part of a growing move on the part of the
Government in that there are lots of conversations
taking place, if I can phrase it in that way, in terms
of seeing how outdoor activities can beneﬁt
education and can be promoted. We talked before
about the holistic nature of education and the use of
outdoor activities within it, and I think we need to
continue to see that being promoted so that all staV
and parents and the general school community can
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see the value of the outdoor activities and, therefore,
again positive promotion, I think, is an important
aspect.
Dr Hammans: I would agree with that. Anything
which comes from any central source which says that
this aspect is part and parcel of education, it is not
just about sitting in the class room and doing your
book work or doing some work on the inter-active
white board, it is about a whole range of experiences
which have educational outcomes, and I think
anything is going to be positive.
Q193 Valerie Davey: So if the school were going to
take this forward, do you think the decision to
expand outdoor activities is more likely to happen if
it has got the head teacher’s backing, if it has got the
LEA’s backing, if it has got Ofsted’s backing or the
Government’s backing. Where is the pressure going
to come from that would be most eVective in
recharging the batteries in terms of outdoor school
activities?
Dr Hammans: I think it needs the head teacher’s
backing, because that is the person who is likely to
end up in court. So if we are talking about that fear,
if the head is going say quite clearly, “These are
valuable educational activities which we will run
at minimum risk for the very best interests
educationally of our students”, then you are going to
take your staV with you. You inevitably will have the
backing of your governors anyway for that. If the
LEA supports it, plus there are national initiatives
and agendas to support it as well, then it is a winning
situation, but I think it has to start with the school,
much as the evidence from the DfES oYcials earlier
on saying that it is for the school to determine its
priorities locally, but, if it can link in with other
national priorities, including Ofsted, then that is a
stronger argument.
Q194 Valerie Davey: Would you agree with that?
Ms James: I would in the main, yes, though, again,
we keep going back and I know we keep returning to
this fear of litigation, but until we start to unpin that
and actually almost start to try to remove some of
that fear . . . Fiona referred before to the fact that
the head is always the one that fears that they are
going to land up in court. That is still there. If we
want to promote a positive attitude towards outdoor
activities being wrapped up within education,
absolutely essential, then I think head teachers must
be secure in saying, “Yes, I know that I can promote
this, I know that this is safe, I know that this secure
and I am going to be the one that ends up in court if
anything goes wrong, but I know that I am secure in
saying this”, and I think that really needs to be—
Q195 Valerie Davey: It is really rather ironic, is it
not, that we are using the word “fear” and yet many
of these outdoor activities are there to help children
overcome fear of climbing, or all the other things. It
has to happen. We have to overcome it. I would like
to come back very speciﬁcally because I know
Banbury from old. There is a lot of overseas work,
indeed, international European visits?

Dr Hammans: There is less now. We no longer do
European work experience on the advice of the
Education Authority. We do a number of overseas
trips, which are the day trip to France or the
Christmas shopping trip to Germany, which is two
or three days, or a week in France residential, or
Spain, including expeditions to more exotic places in
the summer holidays for a month, but we are very
clear that one of the things we oVer as a very large
school, which makes us distinct from other schools
in the area, are staV who are keen and interested in
running those sorts of activities, plus it is something
value-added for education at our school. So we are
fully committed to it as a school anyway, but that is
a diVerent starting point, I think, to other schools.
Q196 Valerie Davey: But clearly that is potentially
the largest risk when you are taking children abroad
and you are committed still, even if perhaps to a
lesser degree you are still committed, to that work
and you have overcome personally, as you must
have done, the fear which says this is more important
than me sitting here worrying that the world will
collapse?
Dr Hammans: If I am honest, the fear is still there
sometimes. Certainly when you are getting to the
end of a month’s expedition in Madagascar, for
instance, and you get a phone call at 3.30 in the
morning and they are saying, “Actually things are
okay; we had forgotten the time diVerence”, there is
always a moment of panic then, but it is about as a
school we do believe we should be doing it. It is
about something special and distinct that we can
oVer our students. There is a risk there, but our
parents have opted into the fact that we will do
everything we can and more to minimise that risk,
but there is no learning without some risk.
Q197 Chairman: Steve Sinnott wants to come in on
that question, but can I push you on what do you
give up on the advice of the Educational Authority?
Dr Hammans: We gave up European work
experience.
Q198 Chairman: Why is that?
Dr Hammans: We were eVectively sending students
solo to places that we had not visited ourselves, were
not able to risk assess in advance, had not met the
adults, were not aware of the work situation. So in
terms of the tick-list that we had to ﬁll in, there were
too many blanks and we were being too trusting, so
we were not up for that.
Q199 Chairman: Steve Sinnott?
Mr Sinnott: Thank you. I wanted just start by
correcting Valerie in terms of the way in which she
viewed her union. The NUT is a head teachers’
organisation and we claim to have the second
highest number of head teachers in all the teachers’
organisations, and I think I am speaking for Chris
Keates here, because she cannot speak for herself
this afternoon, as you will have noticed, so I will say
they also have head teachers members in the
NASUWT. So we are head teacher organisations
as well.
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Valerie Davey: I take rebuke from the leader of my
union!
Q200 Chairman: Have you received her
membership?
Mr Sinnott: She has paid her membership, Chair;
she has done that! The Growing Schools initiative,
which I think Valerie was referring to, they identiﬁed
the range of barriers to schools becoming involved
or taking forward that particular initiative, and a
range of them were speciﬁed, and I do not think it
included fee litigation, but they did specify a range
of others, including lack of resources, lack of
training, lack of conﬁdence amongst teachers, I
think also head teachers, in the way in which they
were looking at this particular activity. Similar
programmes where schools have speciﬁed an interest
in the past but have seen—and I do not know
whether you have looked at this as well—other
barriers to schools becoming involved in this type of
activity, one of them being the pressures of the
national curriculum and national curriculum
assessment and testing and, in particular, the way in
which it impacts at Key Stage 2 in youngsters being
involved in a variety of activities, because schools
really do feel the pressure of wanting to have a good
place in any published league table locally or
nationally. So that is an area where I have not heard
it speciﬁed as a barrier this afternoon, this evening,
but I think we needed to draw your attention to,
Chairman.
Chairman: That is a very good point.
Q201 Mr Pollard: We have been talking all
afternoon about risk. Have we got a duty to prepare
children for risk in the world, because, after all, the
real word is full of risk each and every day? I give two
quick examples. We were in Norway a week or two
ago and we were told there children could be sent
outside to play as long as the temperature did not go
below minus 15 degrees centigrade! There are fairly
clear guidelines. There is no way we would allow
them out at those temperatures. The other thing that
excited me was that this kindergarten that we were
in was using very sophisticated tools: hammers and
nails, for example, three-year old kids, sharp chisels
and proper saws, and I was quite excited by that. I
thought, “God almighty”, this ﬁlled me with dread
thinking, “What were these kids going to get up to.”
But apparently, as long as they are told properly
how to use it and are supervised, they turn out some
top quality toys. I was very impressed with that.
Getting back to where I started from, we have a
duty, do we not, to prepare kids for the world
outside and to show them that you try and minimise
risk, you try and do the very best you can. Is that not
the right approach?
Ms Keates: From our point of view, I think I said
very early on, there is no activity really that is
without risk. I think the issue is the context in which
schools are working, and there has been a lot made
in the papers, for example, about schools actually
stopping pupils playing conkers, that sort of thing.
On the surface of it, that seems ridiculous—we
would all say that—but in the context of what we

have been saying about the fear that schools have of
the solicitor’s letter and the litigation, that is the
concern that schools have got. So in terms of letting
children have a variety of experience, and so on, I
think schools would be the ﬁrst to say, “Yes, that is
correct”, but from the point of view that we come
from as well, which is obviously about the concerns
our members have, both head teachers and teachers,
then we have to point out that at the moment we
have that huge fear of potential litigation. So I think
it is a balance there. We would certainly like to be in
a position where children running across a
playground and tripping up did not become the
subject of a solicitor’s letter. We certainly would like
to be in the position where schools are not having to
provide goggles to anybody who is playing conkers,
or even banning it altogether. Our members would
say that, but the fact is that is the climate that they
are working, as you have heard from everybody
giving evidence here.
Q202 Chairman: Is that really the climate, or are you
just playing to the tabloid agenda?
Ms Keates: Not at all.
Chairman: You keep coming back to these examples
that seem to most of us really—
Mr Pollard: Barmy?
Q203 Chairman: —only the sort of things that the
Daily Express and other tabloids produce.
Ms Keates: Everyone who has given evidence here
today has raised with you the concern of the fear of
litigation. You have heard SHA saying—
Q204 Helen Jones: Give us one example?
Ms Keates: Fear of litigation is not the same as
somebody being sued. It is about the issue—
Q205 Helen Jones: It should be based on fact?
Ms Keates: The fact—
Q206 Chairman: You just talk to the Chairman. I
have asked you a question. I will bring Helen in if
she wants.
Ms Keates: The fact is, as all of us have said in one
way or another, that for things that we would all in
a sensible world simply dismiss as being a genuine
accident that has occurred schools are now getting
solicitor’s letters as a minimum and then ﬁnding they
are subject to some sort of investigation, and so on,
leading up to potential litigation as the end point on
that. We have had people who have undergone, and
I can give you an example from Wales, which is one
we have publicised, raised with the Government and
provided the details of, a teacher on an educational
visit walking across a room in a residential place, the
pupils were eating food, she walked across with
some orange juice that spilt on the head of a child.
There was a six-month police investigation in Wales
for that of assault. Clearly that is the sort of thing
that is totally ridiculous that anybody goes through,
and there must be a process whereby at a very early
stage and very quickly, the fear can be reduced by
somebody saying this is clearly a totally frivolous
action that has been brought here.
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Q207 Chairman: Whilst the Committee is learning
from these anecdotes and illustrations, we do get the
feeling that you have a rather diVerent attitude to
what is going on than some of your colleagues here
today. It seems to me some of your colleagues know
that that goes on in some schools, but seem to put it
in a better sense of proportion than you do. I get the
feeling from listening to Fiona and Kathryn and
Steve that, yes, they know that is going on but they
do not really put it to such a high level of prominence
in terms of the way that you see the changes.
Ms Keates: I can only speak for my union’s
experience and my union’s view. Other people will
express it as they feel from the point of view of their
union. Perhaps if you examine details of casework,
the level of casework that is involved with teachers
and that perhaps we have been involved, in these
issues may vary. I do not know. I cannot speak for
others on that. The point that has been made about
head teachers, our experience is even having head
teachers in membership, they are not the ones that
conduct the trips, take the trips away and so are not
the ones who are the subject to these investigations,
so there may be diVerent perspective from that. I can
only tell you as we ﬁnd and why we have found the
need to give the advice; and all I can say is that
fortunately the Government recognises there is some
validity, having talked to teachers themselves,
having got reports from NUT, and they are working
with us to address our concerns; and I am hopeful we
can move forward in a way that produces much
better procedures and gets rid of some of the
nonsense that schools are having to face and the time
and eVort that goes in from a head teacher having to
deal with a solicitor’s letter that comes in. That is not
a simple issue; it involves time and eVort and liaison
with the local authority, liaison with solicitors,
investigations at the school. These are huge issues.
The Government is actually looking now at
something that at a very early stage might be able to
identify something that could be dismissed as a
frivolous claim without everybody having to go
through that diYculty.
Q208 Mr Chaytor: I am surprised any NASUWT
members turn up for work: they are either frightened
about being poked in the eye with a conker or having
a glass of orange juice poured over their head! I
really wanted to ask about the three-day Christmas
shopping trip to Germany to see if there are any
places left on this year’s trip! What are the speciﬁc
learning objects behind that?
Dr Hammans: Students taking GSCE German are
invited in Year 9—so they have already made their
option selection for Key Stage 4—are invited in Year
9 to do it and it is sold to the children. The parents
want them to go, but they do not want to go to
Germany, they do not want to talk in German
because it might be embarrassing, but when you say,
“Actually, you are going to the Christmas markets.
It will be great. You will be staying with your friends
and then you will learn German as well. You will be
able to practice and improve your German”—and
that is how we sell it to the students.

Q209 Mr Chaytor: Can I link that with the point that
Steve Sinnott made earlier, and this relates to the
NUT’s submission, because there is this
paragraph—all the unions continuously refer to
this—about the pressures of meeting the demands of
the national curriculum and the pressures of
assessment and testing, and so on, but the NUT’s
submission then goes on to spell out the beneﬁts of
outdoor education. It seems to me that none of the
associations are linking these two together. Surely if
you are convinced of the beneﬁts in terms of the
motivation of pupils and the development of
conﬁdence, maturity, team work and leadership, this
will have a spill over in the class room which will
reduce the pressure that you say your members are
under because it will make teaching an easy job to
do. No-one seems to be making that connection
because you are so defensive or paranoid about
being hit over the head with a conker. Am I missing
something or is there not an obvious point to be
made there, that if you can get the beneﬁts of more
outdoor learning, then this will reduce the pressures
in the class room by producing better motivated
pupils?
Mr Sinnott: David, I thought we were making
exactly the same points as yours. If we have not
expressed it in that way—the point you are
making—then we should do. Do you know what
would happen? If the Government issued guidance
which said, “We advise all schools not to undertake
outdoor visits and outdoor activities”, if the
Government issued that advice, schools would still
do them. They would still do them. The reason why
is because the teachers make a professional
judgment that it is worthwhile. It is a worthwhile
activity for the youngsters in their care. That is the
professional judgment of teachers, and it is hardpressed teachers who are still organising these
activities because they believe that they are valuable,
but we know that there would be more and there
would be better activities taking place if we did more
to reduce the work load on teachers and, if we freed
up curriculum time to do it and if we had a less
prescriptive national curriculum and we addressed
issues to do with assessment and testing, we would
have much better organised and more valuable
activities taking place.
Dr Hammans: I was just going to say, that is
essentially what the Secondary Heads Association
submission said, that it is valuable and therefore we
continue do it despite fears or worries or concerns.
Q210 Mr Turner: I was going to ask a similar
question actually, because someone implied that
schools, I think it was Chris, should be doing things
which have curricular value as compared
presumably with things which do not, and Kathryn
said that the learning objectives have to be deﬁned
before anything goes forward. It is pretty sad, is it
not, that schools are limited to those things?
Ms James: Can I take that one. Actually I do not
agree with you. I do not think it is sad at all, because
I think you are actually enabling people to plan and
to put in place an holistic view of education by
building those activities within the whole teaching
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and the whole education system. Picking up David’s
point before about seeing the beneﬁts of outdoor
activities, actually I would pick up your point about
not supporting outdoor activities as seeing the spill
over into the classroom. I think we do. That is why
we are so—we would wish to see them continue, we
would wish to see them grow and to see those
beneﬁts actually underlined.
Q211 Mr Turner: Steve was nodding when you said
that, but when I made my initial remark I got the
faintest glimmer of a nod from Dr Hammans. Did
you agree with me or do you agree with Kathryn?
Dr Hammans: Tricky. I would be really nervous
about setting up additional bureaucracy for any
trips or anything which is not classroom based that
said, “Tick oV your learning objectives ﬁrst”,
because we lose some of the creativity, some of the
by-chance, the what-ifs that happen in class but also
would happen outside class that we then say, “Sorry,
that was not in the objective. We cannot follow
that.” It might be really naive but we are not able to
pursue it because we planned it to meet these
objectives. So I think too much prescription is
entirely wrong, but being aware of what the students
may beneﬁt from that trip at the outset I think is very
important, but please do not put tick boxes in and
say, “You must do this. What is the personal
development target for this trip? What is the
curriculum link for this trip?”
Q212 Mr Turner: Is there some additional value in
Dr Hammans opinion, because of all the teachers in
this room, as far as I know, she is the only one who
is teaching?
Ms Keates: I would be happy to answer that. I do not
think that is the case at all. Who SHA chose to send
to represent them is up to SHA, and I think that is
absolutely ﬁne, but the fact is we are accountable,
elected people to our members and we do not make
assertions or give evidence or develop policies
without our members actually being included in that
process. I think we are entirely representative and
have hands-on experience from people right across
the country in schools throughout the country.
Q213 Chairman: Before we ﬁnish, one last thing. We
have had a very good session and we have gone on a
little longer, and thank you for your perseverance,
but much of what we have said has been couched
today, the second session particularly, in terms of
the 11–16 age group. Our inquiry covers really the
early years as well, early years, pre-school and
through. Would anybody like to mention how
important this sort of activity is at the earlier stages
of education.
Ms James: What I would say is that everything we
have said this afternoon applies across the board as
to how vital outdoor activities are. You only need to
experience it from Key Stage 1 visiting, I do not
know, a museum, or a farm, or whatever, and it is the

most incredible experience both for those who are
accompanying and for the children themselves, and
it is a vital and valuable piece of education.
Q214 Chairman: Thank you for that.
Ms Keates: Quite often in the early years, of course,
they are less dubious and less exotic than some of the
things they do with older pupils, and so the concerns
we have apply right across the board in terms of
where teachers are taking these, but some of the
issues around the primary sector is often that
context, that curriculum context, because of the
more ﬂexibility within the primary curriculum than
there is with some of the secondary more special list
based issues.
Q215 Chairman: It is interesting, Chris, you have
again used the vocabulary “dubious and exotic”,
whereas Fiona Hammans and Steve and Kathryn all
said to your original assertion that they do not know
any dubious or exotic out of school activities from
11–16.
Ms Keates: Just because my colleagues and I diVer
on an issue does not mean to say that NASUWT will
change its views, and I am not sure you would not
want us to; you would want us to come here and be
as honest as possible.
Q216 Chairman: We are still worrying about your
“dubious” and “exotic” and trying to ﬁnd out
whether it exists!
Mr Sinnott: I have been scrupulous in not criticising
colleagues in NASUWT. I do not want to do that. I
have got a good relationship with the colleagues in
NASUWT. The way you introduced this particular
question, Chair, was to talk about 11–16, and an
important point I want the National Union of
Teachers to make is that some of the real beneﬁts
from Tomlinson and 14–19 education may be put at
risk if we do not deal with some of the barriers that
are clearly there that are part of your particular
study. I think that is extremely important. At Key
Stage 2, and this relates to David’s earlier question,
I know primary schools who, early in the school year
of Year 6, undertake a residential activity, and they
do it deliberately because they know that at that
particular age youngsters will beneﬁt from being on
a residence activity with the youngsters, the
youngsters are interacting together in a residential
activity, because the relationship between the
teachers and the support staV but also the
relationship between the teacher and the youngsters
really does beneﬁt from that residential activity and
that they believe that is the best way of setting them
up for Key Stage 3 is to have that type of
residential—
Q217 Jonathan Shaw: Early on?
Mr Sinnott: Early on in Year 6. So the beneﬁts are
clearly there.
Q218 Chairman: Steve, as you said that, memories of
St Margaret’s Bay and the Romney Hythe and
Dymchurch Railway came ﬂooding back! We ﬁnish
on that note. Thank you.
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Supplementary memorandum from Chris Keates, General Secretary, NASUWT
You have requested ﬁgures for the number of NASUWT members participating in school trips who have
experienced diYculties.
As I sought to explain to the Select Committee, the Union has a regular number of referrals of cases of
teachers who are subject to investigation as a result of an incident on a school trip. These statistics are not
collated nationally, as it would simply be impossible to maintain such a database. The Union only maintains
at national level a database of those cases where we need to engage legal support because of civil or criminal
proceedings. In the last three years NASUWT has done this on 20 occasions and compared with statistics
going back further than that this demonstrates a signiﬁcant increase since the mid 90s. This ﬁgure of 20
represents only the tip of the iceberg, a point which has been accepted by the former Secretary of State for
Education, Charles Clarke, hence the work he commissioned between the DfES and NASUWT, work
which is currently ongoing and scheduled to reach a conclusion around Easter.
20 January 2005
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Mr Barry Sheerman, in the Chair
Mr David Chaytor
Valerie Davey
Paul Holmes

Mr Kerry Pollard
Mr Andrew Turner

Witnesses: Mr David Bell, Her Majesty’s Chief Inspector of Schools, Mrs Miriam Rosen, Director,
Education, Ofsted, Mr Robert Green, Director, Corporate Services, Ofsted, Mr Maurice Smith, Early Years
Directorate, Ofsted and Mr Jonathan Thompson, Director, Finance, Ofsted, examined.
Chairman: We appreciate that you have conducted
an inquiry into education outside the classroom but
on a rather more restricted remit than our present
inquiry and we do have one or two questions for you.
Who would like to lead on that? Kerry Pollard?
Q219 Mr Pollard: We visited Norway recently and
went to a kindergarten that takes children from one
year to seven when they start school. We were very
impressed with the value they place on outside
activity. A huge amount of time was spent outside
the classroom: woodland trails, visiting museums
and a whole range of activities. Have we got the
balance right here, particularly in early years?
Mr Bell: This gives me the opportunity to bring
Mr Smith in on early years. Before he comes in can
I comment more generally? We published our report
and I made the point that our evidence suggested
that some teachers were concerned about what they
saw as the risks of litigation in all of that. My view—
and it was not universally welcomed, it has to be
said—was that actually life is risky and one of the
ways in which you help children and young people
to manage and deal with risk is, in a sense, to put
them in a place where they have to make diYcult
decisions and learn about things. Actually, the
encouraging thing about our report on outdoor
education was just how many schools are continuing
to do it. Talking to people who are doing it in
schools, teachers have a fairly robust view about it
and say, if we take sensible precautions, do sensible
preparation, behave reasonably when we are there,
this is still eminently do-able. I think it would be a
terrible, terrible shame if we lost these opportunities
because they are so valuable not just in their own
right—they are great opportunities for young people
to have if they are in outdoor education—but
actually it contributes, as our report suggested, to
their learning in the classroom. They are ways in
which you can enhance learning by being outside.
Perhaps I could ask Maurice to say something on the
early years’ dimension of this.
Mr Smith: Brieﬂy on the early years’ side we do
make judgments under the National Standard Three
of care, learning and play. When we look at learning
we look at outdoor learning as well as indoor
learning and we look at outdoor play as well as
indoor play. In the early years sector, as we see it
from Ofsted’s point of view, most group day care—
that is playgroups and nurseries—have designated
and speciﬁc outdoor play areas and usually of a very

high standard. It is not an absolute requirement and
the reason for that is that there are one or two (and
they are small in number) where the physical
premises would not allow there to be any outdoor
play and it seemed to be inappropriate to close that
provision down because it does not have outdoor
play. In those circumstances we would evaluate what
use the group day care provision makes of its
community: does it take children in small groups to
the library, to the shops? They are very imaginative
and very good at it. In fact, care learning and play is
the standard where we are most praising. The only
other thing I would say, I think, is that a signiﬁcant
number of children are cared for by childminders.
Childminding in some ways is more geared to that
day-to-day learning that we might think we were
more familiar with ourselves as children. For
example, childminders have to go to the shops so
they take the children to the shops; childminders
have to go to the park, so they take the children to
the park, et cetera, et cetera. That type of domestic
outdoor world is very suited, I think, to the
childminder model. As the Committee knows, we
now inspect all 70,000 childminders in this country.
Q220 Mr Pollard: Does the decline of education
outside the classroom in some schools endanger the
success of vocational education, particularly bearing
in mind what you said about real life experience?
Mr Bell: I must confess I had not really thought of
that connection before. We know that more and
more young people—particularly fourteen-plus—
are moving around, as it were. They are going to
local further education colleges; they are going to the
work place and so on. Again, one would say is that
it is entirely right that a school or receiving college
or whatever takes sensible precautions. It would be
a tremendous shame if we said that these
opportunities are too risky for young people. In
many ways we might say that it needs to happen
more and we need to simulate the work place more
through centres where youngsters are using more
advanced equipment, machinery and so on.
Arguably you might say there is a greater risk but I
hope that that would not prevent that happening
because I am convinced that for young people the
more opportunities that are world of work like will
be beneﬁcial for them. At the moment we have no
evidence that that is putting youngsters or schools
oV moving youngsters around to beneﬁt from a
range of vocational opportunities.
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Q221 Chairman: Going back to what Maurice Smith
was mentioning in terms of the early years, what has
impressed this Committee when we have been in
other countries—certainly Norway and Denmark—
has been the high quality of the training of the people
in early years. We have found already in our inquiry
into education outside the classroom that when it is
done well it is done well by highly trained people
who know how to use the environment. It is just not
good enough to say that there is an educational
experience outside the classroom, but going down to
the shops with your childminder or going to the park
is how you use that experience and how you use
going to the shops or going to the park. We are still,
surely, Maurice, dogged by low paid people working
in pre-school settings, lucky to be on the national
minimum wage and with very little training. There
are few trained teachers in this area. It is of great
concern to this Committee, the low level of training
and pay in early years. Surely that must be a worry
to you.
Mr Smith: Yes, it is a worry and I do not think that
we would disagree with your conclusion or with the
Committee’s view. The National Standards do
require certain levels of training in both group day
care and with childminders. Some commentators
might consider those to be modest. There are
concerns particularly as the sector expands—and it
has expanded quickly—about the quality of training
and experience and maturity of the staV employed in
the sector. I think it is worth pointing out that this is
quite a diVerent sector from the maintained schools
sector in that over 95% of what we inspect in this
sector is independently owned.
Q222 Chairman: Yes, but still, Maurice, the fact of
the matter is that in other countries where it is seen
that this early years stimulation of the child is so
crucial—we have talked about this in numeracy and
literacy and everything else,—and yet at this most
important stage we have the least qualiﬁed and least
trained people, whether they are in the private sector
or the public.
Mr Smith: Yes, that is true.
Q223 Chairman: What are you saying to the
Department about the problem?
Mr Smith: We are saying exactly what you are
saying, which is that we have—particularly in group
day care—staV who are young, inexperienced and
not well-qualiﬁed.

Q224 Mr Pollard: One ﬁnal question, have we an
obligation to a society—as parents, as teachers and
yourselves—to prepare children and students for the
real world outside, including risk? I think you were
getting into that. We must have an obligation to do
that and you cannot insulate children. Walking to
school, for example, at an early age has great
advantages.
Mr Bell: One of the points we were at pains to stress
in our report on outdoor education is that this is not
just about teachers and schools; this is about what
parents are prepared to accept. Parents, I think, have
to do exactly as you are suggesting, Mr Pollard; they
have to say, “It is important for my child or my
children to experience outdoor opportunities”.
There is, with that, an element of risk. I do think, for
the reasons you suggest, there are so many great
advantages in having those opportunities. But we all
have to be bold and say that it is worth taking a risk
because if you learn to take a risk you actually
become a more mature person. You can evaluate
and you can cope with additional risks that might
fall in the future.
Q225 Chairman: One of our teachers’ unions—the
NASUWT—gave evidence on Monday on this
because that, combined with some of the tabloid
coverage, seems to be very great pressure on using
the external environment for education.
Mr Bell: I have the utmost respect for the new
general secretary of the NASUWT but I disagree
with her on this and I disagree with the advice that
she has given her members. Our evidence suggested
that the teachers—and it was the teachers and the
outdoor instructors who were doing this—said that
it is still do-able and you do not have to tie
yourselves up into hundreds of pages of risk
assessment forms before you can go anywhere. It can
be done. I just worry a bit about that advice being
given because are we not just fuelling precisely that
risk averseness that Mr Pollard has been talking
about?
Chairman: Val, do you have a question?
Valerie Davey: Chairman, you have brought out the
exact statement I wanted from the Chief Inspector
which I hope will go out to schools and parents in
making that risk assessment as to whether or not
they do the kind of outdoor activity which you have
endorsed.
Chairman: Chief Inspector, that brings us to the end
in perfect timing I would say for Prime Minister’s
Questions. It has been an excellent session as usual.
We hope you do not think we have let you oV too
easily on this occasion; we try not to. Thank you for
your attendance and for all the contributions that
your team has made today.
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Chairman: We are going back to our report on
Education Outside The Classroom. We are very
grateful, Minister, for getting such good value for a
number of inquiries. We might even drag you into
prison education just to really upset you. Kerry, you
were going to open up the questions.
Q226 Mr Pollard: This is a much lighter part of the
proceedings. The evidence suggests, Minister, that
education outside the classroom can raise
achievement, not only by enriching the curriculum
but by improving self-conﬁdence, team work and,
critically, inquisitiveness. Are you doing enough to
promote outside-the-classroom teaching and are
you committed to it?
Mr Twigg: I am passionately committed to it and I
think it is absolutely right that you express it in the
way that you have done, which is clearly there are
areas of the curriculum where ﬁeldwork and work
outside the classroom is an element—geography,
science, physical education—but in a sense the case
is a bigger one than that. It is actually about the selfesteem that young people have, their conﬁdence
about themselves, it is about life skills and about
citizenship at its deepest. I do not think we are doing
as much as we need to do. I think there is a load of
good stuV going on and we can no doubt go into
some of it now. Growing Schools, for example, is a
really, really powerful instrument of improvement
but I think there is scope for us to do a lot more,
which is why, like you, we are focusing on this at
the moment.
Q227 Mr Pollard: What should schools be doing
themselves?
Mr Twigg: What is very important about this is that
we do not hand down a one-size-ﬁts-all approach for
every school. Clearly the circumstances of a school
are going to determine what they do with respect to
outside the classroom. An inner city school is going
to have a diVerent approach to a rural school at the
most obvious. We want schools to make the very,
very best use of the various opportunities that are
available and what we know is a lot of schools do but
a lot of schools do not. What that says is there is the
potential within the framework we have got at the
moment to get there. Our role needs to be to see what
can be done to encourage all schools to take up the
opportunities that are available to them.

Mr Pollard: Your colleague, David Miliband, found
£30 million to promote music. Do we need to do the
same for outdoor activities? Do we need to have a
champion perhaps?
Q228 Chairman: Do we have a minister with a
partner who is very keen on outdoor activities?
Mr Twigg: I will ask around—the other Ministers
rather than potential partners! I think it is important
that this is championed. I think it is a bit diVerent to
music, partly in a sense for what you and I have just
said which is that this is not just about part of the
curriculum, this is something that runs right the way
through the whole of the curriculum and citizenship
and the ethos of schools. One of the things we have
been doing, as the Committee will know, since
Charles Clarke became Secretary of State is to have
a much stronger focus on subject specialism in all
schools and we are looking to have a geography
champion. There is a big concern about geography,
particularly in primary schools, and geography
is clearly a major component of what we are looking
at here. We have recently established a focus group
on geography, bringing together the Royal
Geographical
Society,
the
Geographical
Association and others to look at some of these
issues. We will have a champion for geography as a
subject and we have citizenship advisers and we have
a champion for citizenship. It will probably have to
make do with me as the champion of this but I will
do my best.
Q229 Mr Pollard: A brilliant champion! Should
Ofsted say a bit more about this outside-of-school
activity?
Mr Twigg: I think they should. What is interesting as
the Ofsted framework moves forward with the much
greater emphasis on self-evaluation by schools is
that there is that ﬂexibility according to the
circumstances of each school. The Committee will
know that we asked Ofsted to do the piece of work
which you have probably seen on outdoor
education, which is looking particularly at the
centres so it is obviously only one aspect of your
inquiry but an important aspect. That was a
particular inquiry. I would certainly like to see
Ofsted taking this seriously as an element of the
inspections that they do of individual schools. I
think we have to look further at whether there is
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scope to go beyond the inquiry they did earlier this
year to look at some of the broader issues beyond the
classroom, and not only of the various ﬁeld centres.
Chairman: Jonathan is the inspiration for the
Committee on this subject. He is our champion!
Jonathan Shaw: Perception and reality, Minister.
There is a perception that it is high risk taking kids
outside the classroom. The HSE says no it is not.
That is the reality. There is a perception that there is
lots of red tape. The reality is that there is tonnes of
the stuV. One school from which we heard evidence
had to ﬁll in 16 diVerent forms for a half-day visit.
You will tell the Committee that there is a two-pager
from the DfES so did that school not know about it?
The perception is that insurance is sky high. In some
cases it is. Some LEAs are obviously in the grip of
fear from the NASUWT and are requiring that there
is cover of between £10 million and £15 million. So
what are you doing about all those perceptions.
Chairman: I think there were a lot of questions there.
Q230 Jonathan Shaw: One question.
Mr Twigg: What are we doing about it? The central
one in terms of perception and risk is your ﬁrst one,
Jonathan, which is about the sense of what the risk
is for the kids who go on these journeys and
therefore the fear that some teachers have as
reﬂected in the evidence that the NASUWT gave.
The Committee will know the ﬁgures about how safe
trips are. We have seen fatalities and any fatality is
horriﬁc but the numbers are very, very small.
Q231 Jonathan Shaw: Why do you not take on the
union, the NASUWT because they came to this
Committee with very broad brushes saying people
are concerned, there are lots of worry. I suggested to
them that they were the problem rather than the
solution. Why do you not take them on?
Mr Twigg: We want to persuade them and we think
we can persuade them. We are in discussions with
them right now on this issue. The Committee will be
aware that the Secretary of State made a major
speech about a whole range of issues to do with pupil
behaviour but he also addressed this issue in that
speech, and we are very much led by the Secretary of
State on this aspect of what the Committee is
looking at, looking at all of the things that you have
mentioned, talking about the NASUWT to try to
bring them on board in terms of these issues which
I think would be the best approach to take. We are
talking to the insurance industry about the
premiums because that is a serious issue—
Q232 Jonathan Shaw: What are the insurance
companies saying to you? They are under pressure
these days. Perhaps this is easy pickings for them.
Mr Twigg: They are not saying that but—
Q233 Jonathan Shaw: They would not say that,
would they, but that might be a perspective?
Mr Twigg: We are at quite an early stage of our
discussions with them but I think we have good
evidence to present to them in terms of the levels of

risk on the basis of the statistics that the Committee
will be aware of in terms of the very, very small
numbers of accidents that do happen.
Q234 Jonathan Shaw: You send out lots—and I
know you are trying to cut it down—of bits of paper
to head teachers. Could you not say, if an LEA is
saying 16 pages for a half-day trip, ignore that and
ring the DfES and get a two-pager? Have you done
that?
Mr Twigg: I am not aware that we have done that.
It is a very good idea.
Q235 Jonathan Shaw: That is a good start.
Mr Twigg: We produced the two-pager for a reason.
The two-pager is there because it has got the—
Q236 Jonathan Shaw: Why not give it to a
headteachers then? That would be a good thing to
do, would it not?
Mr Twigg: We are trying to reduce the amount of
paperwork we send to head teachers but it might be
in that particular case it would be a good—
Q237 Jonathan Shaw: You produced a report and
then you are saying you want to enable, that you do
not want to see one-size-ﬁts-all and take a centralist
approach, but this is one of the issues and it results
in quite a lottery for kids across the country. If the
LEA are in the grip of fear from the NASUWT then
they are unlikely to get a trip because they have not
got £10 million to £15 million worth of cover. If they
are in a more sensible authority they will ﬁll in your
two-pager and the kids can have a great time in the
way that Kerry Pollard referred to earlier.
Mr Twigg: I think it is certainly important that we
do all we can to support schools to limit the amount
of paperwork and bureaucracy they are getting.
Q238 Jonathan Shaw: You would say that, of course
you would.
Mr Twigg: Then if there is evidence that there are
LEAs who are providing that sort of length of form
then we can do something about that and I will take
that away to do it, Jonathan.
Q239 Jonathan Shaw: The number of outside-theclassroom experiences for kids is going down.
Mr Twigg: I do not know that we know that. The
evidence is mixed between diVerent parts of the
country.
Chairman: The evidence to this Committee would
suggest that.
Jonathan Shaw: We have not heard anything to say
that it is going up or it is staying the same, we have
only heard evidence to say it is going down.
Q240 Chairman: Only since you became a Minister!
Mr Twigg: Rising until then. Then I apologise to the
Committee.
Q241 Jonathan Shaw: We want you to be the
reigning champion not the future champion.
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Mr Twigg: Thank you very much. I think it varies
massively from one community to another and
where the local education authority has taken a
decision that this is a big priority and that they are
going to push on it then I think we are seeing the
number of visits rising. There are examples of
authorities that have really embraced this.
Q242 Jonathan Shaw: Maybe something the
Department could consider is to ask local education
authorities how much they are charging. Those in
the grip of fear are charging for between £10 and £15
million of insurance cover. How does that co-relate
to the number of visits and experiences outside the
classroom that the kids get in their LEAs compared
to those who are taking a more pragmatic line and
ﬁlling in your two-pager? Because then you can have
some answers to this and whether it is, as I am
suggesting, grip of fear that is actually seeing the
downward trend.
Mr Twigg: As I say, I am not absolutely convinced
that we can say there is a downward trend
nationally. I think it varies from one community to
another.
Q243 Jonathan Shaw: Let us ﬁnd out if it is the £10
or £15 million people or the two-pager people.
Mr Twigg: That is exactly what I was going to say.
We then need to identify—and this is the work we
are doing right now as a consequence of the
Secretary of State’s speech—what is the key element.
Is it the fear factor or lack of conﬁdence or is it issues
to do with insurance or teachers not willing to take
the trips, and that will be available school-by-school
and community-by-community.
Q244 Chairman: Minister, we have taken quite a bit
of evidence about this and the evidence does suggest
that the number of activities outside is declining. It
may not be a steep decline but it is a steady decline.
One of the things that seems to give it a bad name is
the poor quality of provision in many schools, in
other words it seems from the evidence suggested to
us by the unions and other people that there is a
ritual. The kids have got to go and see Shakespeare,
the kids have got to go and see the sea, or whatever.
It is badly organised by teachers not particularly
trained for that role and it all looks rather amateur,
where if the Government really took this seriously
we would be training a cadre of teachers so that in
every school there was a real focus on this, that
people believed it was not just going through the
motions of keeping the kids quiet and taking them
down the road for a bit of Shakespeare but it was
really designed to use the external environment to
stimulate the learning process.
Mr Twigg: That is exactly why we said we want every
school to have a visits co-ordinator. In some
authorities they are in a position now where every
single school has its visits co-ordinator. It is the case
in County Durham and it is the case in
Worcestershire, to have a champion, if you like, in
the school who has the responsibility and takes that
lead. If that can be done in every school in Durham
and it can be done in every school in Worcestershire

then I think it can be done in every school in the
country. That then does get that variety and quality
available to children so they are not just doing the
same things year in year out, and schools are looking
at the evidence of what is available. As part of the
London Challenge we have developed a student
charter which is very much about the sorts of thing
that every young person in London should have the
right to go to, be it the theatre or be it an outdoor
adventurous activity as well.
Q245 Chairman: How much does the TTA do in
this? How much is the training of teachers taking this
seriously? In any other subject, whether it is
languages or whether it is IT, you would have a real
focus on producing some really good teachers who
have that experience. None of the evidence we have
had is that the TTA takes it seriously or anybody else
in your Department.
Mr Twigg: It is an element within initial teacher
training. I would not want to overstate how big that
element is. The concern you have expressed is one
that the organisations have raised recently with the
Secretary of State, and I understand the meetings are
due with Ralph Tabberer at the TTA to look at this.
I would not put all my eggs in the ITT basket, I think
we have got to look at the continuing professional
development opportunities that are available
alongside the initial teacher training that is
available. I think there is a multitude—if you look at
the Growing Schools web site—of opportunities for
teachers with respect to their professional
development in the whole range of things that are
available for outdoor learning.
Chairman: You are getting a reputation for visiting
a lot of schools. In fact, I do not know how—
Jonathan Shaw: Champion visitor!
Q246 Chairman: —I do not know how they can
continue to teach with the number of visits you are
making! The truth is that you must meet teachers so
what is the role model, what kind of qualities and
training does the teacher have that would make them
good co-ordinators or champions? What are you
looking for when you go to a school?
Mr Twigg: I think it is having the passion and the
conﬁdence. One of the issues which you might come
to is about the curriculum and conﬁdence that
schools, particularly primary schools have got,
about going beyond what they perceive to be the
constraints of the national curriculum. I have been
to a number of schools that have really embraced
this Growing Schools approach, and that are
passionately committed right the way through the
school and whoever it is—and sometimes it is the
headteacher, sometimes it is not the headteacher—it
is having that conﬁdence that this is something that
is beneﬁcial to the children in the school, and the
conﬁdence to go out there and make links with
relevant organisations in the local community. I
have seen some brilliant examples on my visits to
schools across London but also in other parts of the
country where this is happening.
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Q247 Chairman: Is that not the problem? You can be
lucky and ﬁnd that passionate person, that
leadership that knows about it and does it well, but
it is more likely to be Buggins’ turn and someone has
said, “Sorry, you got the short end here. You are
going to be in charge of out-of-school activities,” but
you have not got, Minister, a system that would
change across the piece so that there was something
that energises this across the piece. You just hope it
will happen. That is what you are saying.
Mr Twigg: It is a little bit more than hope. If we look
at Growing Schools—
Q248 Chairman: —but you have not got a systemic
answer to it, have you?
Mr Twigg: We have got 10,000 schools signed up to
Growing Schools. Almost half the schools are
already part of this. What that means in practice in
most schools is going to vary. They are not all at the
excellent end of the spectrum but it is pretty
impressive to have that number of schools already
part of a network. In the end we have got to win their
hearts and minds. If they are going to do this stuV
they are not going to do it because of a diktat. That
is where we will get into Buggins’ turn. They will do
it because there are people with the passion to do
this. In most schools there are those people who if
they are given the support and the conﬁdence to do
it, they will do it.
Dr Collins: Stephen is absolutely right, it is about the
passion and the organisational skills and all the rest
of it to do this kind of work, but in primary we have
been sharing with schools the links between diVerent
areas of learning so you are not just going for
geography or for history. You are going because a
really well organised experience can lead to
improved learning right across the curriculum and
how you integrate it in a broader curriculum
experience. We have just shared with schools—and
the vast majority of schools (90-odd per cent) have
taken this oVer up—some materials which
demonstrate how you make those links and how
outdoor education and outdoor experiences are
critical to improving and raising standards right
across the curriculum. It is not only the individual’s
passion but it is the understanding that it impacts
across the curriculum which is critical as well.
Mr McCully: Equally on your questions about
quality, we share with schools a code of practice on
study support which certainly goes beyond some of
the speciﬁcs of the outdoor education we have been
talking about to encapsulate a whole range of other
experiences outside the classroom. The key part of
that code of practice brings it back all the time to
reviewing the impact on the learning of the children,
how it links into the wider curriculum experience
and what teachers and the headteacher in both
primary and in secondary schools need to do to
improve the quality approach and the passion that
you have been talking about back into the
organisation within the school. So a combination of
some of the CPD that Kevan has been talking about,
the quality framework for the whole range of better

support, plus the speciﬁc activities around your
particular interest on outdoor learning are part of
the piece.
Q249 Chairman: I understand that one of the great
things about the new digital channel Teachers’ TV
when it is launched in February is that it will spread
good practice. I know they have ﬁlmed in 250
schools. Has any of this been on out of school
learning?
Mr Twigg: I do not know the answer to that, to be
honest.
Q250 Chairman: The oYcials behind you are
nodding.
Mr Twigg: Excellent, and they will know, so yes!
Q251 Paul Holmes: Obviously a lot of the talk is
about outdoor education centres and going away
from the school to further aﬁeld experiences, but
quite a lot can also be done within school grounds.
There is a lot in junior schools obviously but I have
seen science teachers in secondary schools do a lot
within the school grounds. Learning Through
Landscapes submitted evidence to us and they have
suggested that some of the new schools, particularly
some of the new academies are coming on stream
with school grounds that are substantially below the
standard that would be expected of a modern
educational establishment and they suggest that the
public/private partnership consortia often appears
to have a poor understanding of the teaching and
learning potential of school grounds. There is a
tendency to design expensive, aesthetic landscapes
of little educational value. Have you any thoughts
on that?
Mr Twigg: Firstly to say we work with Learning
Through Landscapes a lot and they are a ﬁne
organisation. We clearly want to get new schools, be
they academies or other new schools, to have the
very, very best facilities and I have certainly visited
schools where that is the case so clearly the picture is
a mixed one. I think that having an eVective outdoor
classroom is absolutely critical and certainly some of
the academy projects that we are looking at that are
in their earlier stages will have a particular focus on
the environment and some of the issues that relate to
the outdoor classroom. I would have to study the
evidence that they have given to the Committee in
more detail to then see whether there is a basis for
what they are saying and whether something can be
done about it in terms of the guidance we give for the
development of new schools. Certainly for
academies which are directly our responsibility as a
Department I think it is critically important that
they do include those opportunities, particularly as
these are schools focused in areas of great need and
generally areas of educational under-performance
and under-achievement.
Q252 Paul Holmes: Local education authorities do
and certainly used to play quite a large part in
outdoor education. When I taught in Derbyshire we
used facilities at Leigh Green and White Hall for
example. In the last ten years, 20 local education
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authority outdoor education centres have closed
down and the trend seems to be accelerating. Your
Department’s new ﬁve year strategy envisages more
and more money going straight to the schools and
the LEAs being cut out almost completely. Does
that mean that local authorities no longer have a role
to play in providing outdoor education?
Mr Twigg: No it does not and I think this is an area
where local authorities have a very important role to
play, be it in providing centres (and clearly decisions
will be made at a local level depending on the
resources that available at the local level) or in a
more co-ordinated fashion. I gave the examples
earlier on of those authorities that have really taken
the agenda of the visits co-ordinators very seriously,
the two examples I gave where every school has that.
The LEA and local authority more generally will
continue to have an important role. Arguably, they
will have an even more important role with some of
the other aspects of what we are talking about in the
ﬁve years, for example extended schools because
clearly the extended schools programme gives all
sorts of obvious opportunities for facilities to be
even more widely available not only to kids but to
the wider community as well.
Q253 Paul Holmes: Finally, it has also been
suggested that there are unforeseen consequences
that arise from one particular action, in this case the
teachers workload, and that makes it a lot more
expensive to provide outdoor trips because you have
to provide qualiﬁed classroom cover back in school.
This is a new issue particularly for primary schools.
Mr Twigg: I read the exchange that happened when
the oYcials Stephen Crowne and Helen Williams
came from the Department. I think the reality is that
it is probably a mixed picture on workforce reform.
There is the protection that is given in terms of the
maximum contact time so that could a negative
eVect, but, on the other hand, part of the reason that
workforce reform can happen is that there are all
these other adults working in schools or with schools
that were not there ten years ago, and that clearly
does give opportunities both in terms of people to
cover when trips are happening but also for those
people to help with the organisation of the trips. I
think workplace reform, in all honesty, will have a
mixed impact, in some places positive, in some
places it could have the negative eVect you have
described.
Q254 Valerie Davey: First of all, I want to say thank
you for the evidence you have given to the
Committee from the Department, which I think is
very exciting. I think all the work that is
encapsulated here—and quite a lot of it I have to
admit I did not know about until this report came
through—is genuinely encouraging. The one
concern I have got is that outdoor education has to
start by you starting from school. If you are not
careful, the pendulum swings so that it is believed
that you start in school and then go outside rather
than recognising the role of parents because the child
is more out of school than in school and therefore
how is that experience encapsulated and brought

back into school. One brilliant example is the
youngsters from Asian communities who ﬁnd
themselves out of school for eight or ten weeks when
they go back to India or Pakistan. Until recently
there has been a groan about this and then we learnt
of a school which sent that child and their family
back with a camera. “You are going to be out of
school. Take a camera. Report back what you have
done.” How are parents encouraged to realise that
education is going on all around them, whatever
they are doing with their children? If you sit on a bus
and a child and an adult sit there glumly then
nothing happens whereas there is that experience
that says, “Look, look, look. What is happening?”
How do we get parents to get involved to realise that
outside education is not what staV have to do by
taking their children from school outside?
Mr Twigg: In the end that does come back to some
of what we were discussing earlier on about the ethos
of a school that does that and engages with parents.
I gave the examples having visited just this week two
schools where I could make that comparison with
my own eyes. Some of the materials that Kevan was
talking about earlier on with respect to general work
in primary schools will have an impact there. Clearly
from what you said, Val, you were not aware of a lot
of this. I think we have to look at our own
communications strategy about this work both with
the general public but also speciﬁcally with parents
so that parents can engage with Growing Schools
and all of the other aspects of outdoor education. I
think schools that are really opening their doors to
parents and giving parents a direct opportunity to
get involved will be able to engage parents in some
of these particular projects and programmes that we
are talking about in this evidence as well as engaging
the parents with their children’s own education on
literacy and numeracy and all of the other areas, too.
Q255 Valerie Davey: Can I follow that up by saying
that last Saturday I went to see the outcome of
probably the best £1,750 the Government has
invested in young people which was 150 to 180
youngsters, girls and boys, playing football on a
Saturday morning regularly. This is Rockleaze
Rangers in Bristol. I looked round these playing
ﬁelds and all the coaches, all the umpires, all the
people around were parents. They have got some
sponsorship from another local company and it has
been matched by the Government and every
Saturday morning all these youngsters play football.
They are ﬁnding it very diYcult to get facilities. They
have now got facilities thanks to Bristol University
but schools, for goodness sake, are not available to
this kind of parent-led club. It seems to me there is a
diversity. We have to go into school and get this
professional, insurance based, highly negative union
impact and yet these parents, if they could be given
these facilities more openly, are actually doing it.
Mr Twigg: That is a lot of what extended schools are
about. Extended schools have got to be able to
provide the opportunity for those sort of things to
happen and for parents and community groups or
whatever they might be. You see it occasionally but
it is occasional and we need to get to a position where
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more schools are doing that. There is a broader issue
about sport. One of the programmes that I am
proudest of is Playing for Success and the impact
that Playing for Success has had. That is education
outside of the classroom. It may be in another
classroom but if that classroom is at Highbury or
Old TraVord, or wherever it might be, it has an
incredible motivating eVect on the kids and the
evidence suggests a really positive eVect on
attainment as well.
Q256 Chairman: Before we get a warm feeling
emanating from Bristol, the truth is that it is all a bit
patchy, is it not? That is the problem; it is patchy. We
would like you to come back to this question of how
you train teachers. When you are training as a
teacher, can you have this as a specialism that can
grow? It cannot be taken for granted. I agree with
you entirely that it is nice to have someone with
passion about their job but they also need the
training. They need to know how to do it properly.
Is that not the case, Minister?
Mr Twigg: Yes, and I think I have said already there
is scope to look further at this with respect to initial
teacher training. My understanding is that there are
requirements in terms of planning out-of-school
activities which are a core element of the initial
teacher training that is provided but I do not think
it is area that can be specialised in, unless heads are
now shaking behind me. I do not think it is an area
in which a trainee teacher can specialise.
Q257 Chairman: There ought to be the opportunity.
Recently in our report on retention and recruitment
we said that we would like to see a cadre of teachers
trained to work in challenging schools and almost
have another cadre wearing diVerent coloured berets
perhaps doing this sort of job. Seriously—
Mr Twigg: —No, it is serious.
Q258 Chairman: —this Committee does believe that
you are a bit complacent, Minister, not you
personally but the Department and that you really
should take this seriously. For example, we had the
head of Banbury School who if she is not on an
advisory committee giving advice on this she should
be, and to take Val’s Bristol experience, there ought
to be group of advisers with the knowledge and with
the experience telling you what to do.

Mr Twigg: We do have an advisory group working
with us on Growing Schools and Growing Schools is
clearly a central element of this work. That includes
practitioners as well as people from organisations
like Learning Through Landscape and the
Geographical Association, so we do have that
advisory support with respect to activities.
Q259 Chairman: I hope there are some lively people
on it, not the Bugginses of this world.
Mr Twigg: No Bugginses, I promise.
Q260 Chairman: If the NASUWT does not like this
really and it is very patchy, why do you not privatise
it or outsource it? There are loads of both private
companies and NGOs out there which are really
good at this. Why do you not give all schools a
budget and say outsource it?
Mr Twigg: I think a lot of schools and communities
are using a whole range of diVerent agencies and
providers. The voluntary sector in particular is
especially important in achieving, for example,
Growing Schools so I think it is a mixed picture.
There are places where it is directly done through an
LEA and through schools in what you might call a
traditional way and it works really well, so I would
not want to force these schools and authorities to
move away from that approach, but I think the
voluntary and private sectors do have an important
role to play.
Q261 Mr Turner: Can I just quote you some
statistics which I only heard properly for the ﬁrst
time yesterday. Within ﬁve years of a child’s birth
only 8% of married couples have split up compared
with 52% of cohabitees and 25% of those who marry
after birth. Children from separated families are
twice as likely to have behavioural problems and
perform less well in school. How are you tackling
that from both the eVect end and the cause end?
Mr Twigg: I think it is important that we have
proper sex and relationships education available in
schools—and we have talked brieﬂy about this when
I have appeared before the Committee before and I
think, Andrew, you have raised this on the ﬂoor of
the House—that respects diVerent relationships but
has at its heart marriage and that is very much the
guidance that was issued in 2000 around sex and
relationships education. I am not familiar with the
particular piece of research that you have cited
today. I am happy to take a look at it to see what its
implications are.
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Supplementary memorandum from the Real World Learning Campaign
Written evidence in the light of the Minister of State, Mr Stephen Twigg, oral evidence to the Education
and Skills Select Committee inquiry on “Education Outside the Classroom” with speciﬁc reference to the
“Growing Schools Initiative”.
Q226 Pollard quote from NFER research.
Mr Twigg:
“passionately committed . . . .”
“I think there is a load of good stuV going on and we can no doubt go into some of it now. Growing
Schools, for example is a really, really powerful instrument for improvement: scope to do more
and this is what we are focusing upon at the moment”.
Growing Schools—A Positive Mechanism for Improvement?
Context: What will Growing Schools achieve?
— Growing schools aims to encourage and inspire all schools (nursery, primary, secondary and
special) to use the ‘outdoor classroom’ as a context for learning, both within and beyond the
school grounds.
— Growing schools aims to enable pupils to gain knowledge and understanding of the outdoor
environment through ﬁrst hand experience of growing, farming and the countryside.
— Growing Schools aims to raise awareness of food and where it comes from, of healthy lifestyle
choices and to encourage a greater sense of responsibility for the environment.
DfES Growing Schools, March 2003
Comment 1: the above clearly indicates the aims/objectives of the Growing Schools Initiative. In both its
timing and objectives the initiative appears to have been driven by the Government’s concern that there was a
widening understanding gap between the food on young peoples’ plate and its source.
Issue of deﬁning what is the “Outdoor Classroom”—What happens when other aspects of farming are hardly
outdoors will not be especially germane to the aims of Growing Schools. Where do such locations as (battleﬁelds
sites, open air concert venues, industrial museums, town trails, athletic meetings) ﬁt into this spectrum?
Growing Schools—The Innovation Fund—an external evaluation, March 2004
The Outdoor Classroom
There are also many organisations around the country, providing a wide range of opportunities for pupils
to learn about food, farming and the countryside. These oVer an invaluable service to schools and Growing
Schools seeks to give them every encouragement.
DfES Growing Schools, March 2003
Comment 2: Out of Classroom learning is qualiﬁed to some degree within the Growing Schools initiative by
having a focus on “growing, farming and the countryside”. This is a laudable objective but it does not mean that
the Growing Schools Initiative necessarily represent the broader church encompassed by “Out of Classroom
Learning” as represented by the RWL partners and its supporters.
Getting out of the classroom poses diYculties for many schools, for a variety of reasons. But with
the claim that signiﬁcant numbers of pupils don’t know that milk comes from cows, or that carrots
grow in the ground, the need to reconnect them with nature is unquestionable.
DfES Growing Schools Initiative, March 2003
Comment 3: Therefore as a “positive mechanism” Growing Schools objectives suggest that the outputs and
outcomes would be tied to out of classroom education through the ﬁrst hand activity of growing plants, and
developing the knowledge and understanding of farming and the countryside.
Q245 Chairman:
Mr Twigg

Q246 Chairman
Mr Twigg

How much does the TTA do in this? How much is the training of teachers taken
seriously?
. . . need to look at CPD alongside ITT . . . . A multitude of opportunities—if you
look at the Growing Schools web site—of opportunities for teachers with respect to
their professional development in the whole range of things that are available for
outdoor learning”
What kind of qualities and training does the teacher have that would make them
good co-ordinators or champions?
“. . . have passion and conﬁdence. Seen many Primary Schools going beyond what
they perceive to be the constraints of the national curriculum.
I have been to a number of schools that have embraced this Growing Schools
approach—passionately committed right the way through the school.”
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—conﬁdence to go out there and make links with relevant organisations in the local
community.
Q247–8 Chairman What if you do not get the passionate person in the role?
Mr Twigg We have got 10,000 schools signed up on Growing Schools. Almost half the schools
are already part of this. What that means in practice in most schools is going to
vary. They are not all at the excellent end of the spectrum but it is pretty impressive
to have that number of schools already part of a network. In the end we have got to
win their hearts and minds. If they are going to do this stuV they are not going to do
it because of a diktat.

Q245–246 “Training the teachers of today and tomorrow”
One of the four Innovation Fund projects was to look at the issue of Teacher Training. Key aims of
that project were:
— To help teachers grow in conﬁdence and competence, so that they are able and willing to use
farming and growing as a context for learning.
— To develop best practice in the training of teachers in these new skills, both in teacher training
colleges and within schools.
— To share best practice locally and nationally.
— To provide progression in teaching and learning between KS2 & 3.
Pg 9, Teacher Training, Growing Schools, March 2003
Q245–246 “. . . if you look at the Growing Schools web site”
Comment 4: The Growing School website is a rich resource covering a vast array of material and the current
(17 December 2004) materials reﬂect the Initiative’s aims and objectives.
Training:
— Outdoor Education.
— Horticulture.
— Garden construction.
— Health and Safety.
— Animal husbandry.
— How to secure funding?
Speciﬁc examples of the courses for teachers under the heading listed include:
— Managing wetlands for wildlife
— Identifying Mosses and Liverworts for Biological Survey and Recording (FSC FM)
— Freshwater Biological Monitoring Working Party (FSC PM)
— First Aid for Animals
— Training for Global Perspective in Schools
— Organic Gardening
— Lawn Care
— A weekend on Badgers
— Mountain Leader Award (Summer) (FSC CH)
— Animal Days for 12–14 yr olds (Harbury College, Gloucester)
— First Aid for Remote Places (FSC CH)
— Keeping Chickens in Your Gardens (Robaston College, StaVordshire)
— Setting up a Smallholding (BCA, Burchettes Green, Maidenhead)
— Digital Photography (FSC FM)
— Cooking and QuaYng (Hammersmith and West London College)
The major training initiative is the Countryside Educational Visits Accreditation Scheme that has secured
funding to train 500 farmers to take educational visits.
The Evaluation Study identiﬁed that the; Base level of knowledge and conﬁdence of teachers involved has
been found considerably lower than expected and further funding dedicated to teacher training is needed.
Is there no teacher professional development involved here? Moreover why hasn’t experience of similar past
projects led to innovation in this one?
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There is a requirement for some type of professional development training prior to involvement to introduce
and aid the development of this type of project plan.
Note: how little some programmes spent on teacher time and professional development in an Initiative that
had a remit to develop knowledge and understanding of farming and growing amongst teachers.
Growing Schools—The Innovation Fund Projects (2002–03)
Comment 5: The Evaluation Report identiﬁed that in the Innovation Fund work there was an obvious need
for greater investment in teacher training. If one presumes that those involved in these original four projects
were the “enthusiasts/committed” then there is an even greater need for training amongst the greater body of
teachers.
In his evidence to the Select Committee, the Minister made reference to the “whole range of things that
are available for outdoor learning’ on the Growing Schools” website.
Comment 6: The image on the ﬁrst page of Teaching resources element of the Growing Schools’ website is
one of three plates of vegetables; carrots, lettuce and, beetroot and radishes.
The web based Teaching Resources were interrogated using a number of key words under the heading
“Science”,
eg one Schemes of work:
— Key Stage 2.
— Biodiversity: the outcome was “not known” which is understandable but when the age was
changed to Post 16, the outcome was still not known.
eg two Schemes of work and Lesson plan:
— Key Stage 3.
— Interdependence.
— Not known.
eg three Schemes of work:
— Key Stage 3–4.
— Food web.
— Not known.
eg four Lesson plan:
— Key Stage 2.
— Adaptation.
— Not known.
Comment 7: As mentioned earlier the Growing Schools’ website does have an interesting series of resources
and the web managers have encouraged the sector to provide information for inclusion on the website. The
current site is a reﬂection of those engaged with the Initiative but there are a number of areas, at least within
Science, that still appear to need addressing if the Initiative is to progress beyond an agenda of food and farming.
The News Page that Lists the Current Projects and Events Reinforces the Above.
News Page:
—
—
—
—
—
—
—
—
—
—
—

Putting the “0001” Back into Food.
National School Grounds resource pack.
The Healthy Living Blueprint—launched 6 September 2004.
More CEVAS (Farmer training) courses available.
Blue Peter Turns Green.
The National Farms Attraction Network.
Seasonal Growing Calendar.
FACE—Buzz Biodiversity Game—importance of biodiversity on farms.
Greener, Safer, Healthier Routes to School.
The Farms for Schools (FFS) Annual Conference.
National Association of Field Study OYcers National Conference.

Q257–258
Chairman

“ . . . create a cadre of teachers to work in challenging schools, another to do “this
sort of job”.
—There ought to be a group of advisers with the knowledge and with the experience
telling you what to do.
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Mr Twigg

Q259 Chairman
Twigg:

We do have an advisory group working with us on Growing Schools and Growing
Schools is clearly a central element of this work. That includes practitioners as well
as people from organisations like Learning Through Landscapes and the
Geographical Association, so we do have that advisory support with respect to
activities.
I hope you have some lively people on it, not the Bugginses of this world.
No Bugginses, I promise.

Comment 8: The minutes of the meetings indicate that a number of issues from the original innovation
projects, to the dissemination process, evaluation and research, and a sustainable development framework have
been explored.
The reﬂections of Angela Overington (DfES Music) on the development of the Music Manifesto allowed the
group to “refocus” on the generic objective of the Initiative. Whether they are or they are not “Bugginses” might
be regarded as immaterial, as there appears to be a growing consensus the Growing Schools initiative should
fully embrace the wider agenda espoused in its ﬁrst objective,
“Growing schools aims to encourage and inspire all schools (nursery, primary, secondary and special) to
use the ‘outdoor classroom’ as a context for learning, both within and beyond the school grounds”.
Or accept that it is shackled if not dominated by a food and farming agenda and therefore should cease trying
to be the sole voice of the Out-of-Classroom Learning sector.
The willingness of the Growing Schools Initiative to be one of the driving forces behind the development of
a “Manifesto for Outdoor Learning” and its delivery will be crucial in ensuring that the Minister’s aspirations
are realised and his commitment produces tangible outcomes. It will also important that a much wider grouping
than that represented on the Growing Schools Advisory Group has the opportunity to be engaged in the process
of developing the Manifesto and monitoring its implementation.
Comment 9. In answering the Chairman’s initial question, RWL partners believe that there is not a cadre
of teachers who have the COMPETENCE, CONFIDENCE and therefore COMMITMENT to lead out of
classroom learning. We agree with the Chairman and members of the Select Committee that good practice in
Out of Classroom Learning does exist: Durham and Worcestershire are good examples, but the overall picture
is very patchy! In the 21st century no young person in England should be denied the opportunity to learn outside
the classroom.
Q254 Valerie Davey
Mr Twigg

Q 260 Chairman:
Mr Twigg:

How do we get parents to get involved to realise that outside education is not
what staV have to do by taking their children from school outside?
I think we have to look at our own communication strategy about this work both
with the general pubic but also speciﬁcally with parents so that parents can
engage with Growing Schools and all of the other aspects of outdoor
education . . . schools open their doors and engage parents in some of these
particular projects and programmes that we are talking about in this evidence.
If the NASUWT do not like this really and it is very patchy, why do we not
privatise it or outsource it . . . to private companies and NGOs?
I think lots of schools and communities are using a whole range of diVerent
agencies and providers. The Voluntary sector in particular is especially important
in achieving, for example, Growing Schools so I think it is a mixed picture.

Comment 10: The Real World Learning partners believe that parents need to be aware of, and wherever
possible, involved with the “out-of-classroom”/outdoor activities of their children.
We also believe that the Voluntary and Commercial sectors such as those represented by the Real World
Learning partners and their supporters do provide that “mixed picture” the Minister comments upon. We
believe that with encouragement and support that provision can be greatly extended.
We recognise that those Out of Classroom Learning providers operating outside the scope of the AALA
licensing scheme need to give reassurance to parents, headteachers and governors, and teaching unions that
there operations achieve appropriate standards. To that end the RWL partners have circulated to the unions
a joint Health and Safety Protocol and produced a “Quality Organisation” checklist. (attached). Similar
“quality assurance” documentation such as the Field Studies Council protocol for London Challenge
residential providers, can also be provided.
Anthony Thomas
on behalf of the Real World Learning Campaign
Chair of the RWL Steering Group
21 December 2004
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Annex
REAL WORLD LEARNING—DRAFT QUALITY Checklist
What is a “Quality Provider”?
Logistics
Quality providers:
— Understand that eVective OOCL depends on establishing a contract between provider and visiting
school. There should be communication before, during (and ideally) after the visit to agree and
ensure that the expectations, roles and responsibilities of each side are met. The contract covers
both logistical considerations (such as responsibility for discipline, contact time with providers)
and learning ones (such as agreed learning outcomes).
— Have eYcient booking systems and procedures with clear lines of communication. Know exactly
who the organiser/group leader is.
— State terms and conditions on advance literature and/or web pages.
— Have a child safety and welfare policy.
— Provide risk assessments of the site and all learning programmes upon request.
— Have staV that are inducted and trained in health and safety, customer care, disability/gender/race
awareness etc.
— Ensure all staV and volunteers are CRB checked.
— Provide trained ﬁrst-aiders on-site.
— Have systems and procedures for incidents including accidents and emergencies.
— Have adequate public liability insurance.
— Are aware of, and act upon, LEA-recommended staV:student ratios for diVerent Key Stages.
— Ensure safe access at arrival and departure points.
— Identify and aim to minimise barriers to access for diVerent audiences (e.g. ﬁnancial, mobility/
transport, socio-cultural).
— Ensure that site infrastructure is adequate to cover needs of visiting schools. This includes the
availability of facilities like toilets, hand-washing facilities , shelter from extreme weather and
storage (lunches, bags, clothing).
— Ensure that site access conforms to the Disability Discrimination Act (DDA) as far as possible.
— Ensure quality equipment provision and maintenance.
— Aspire to “practicing what we preach”, avoid mixed messages and lead by example in terms of
environmentally sensitive working activities.
— Aim towards Total Quality Management (TQM) including Quality Assurance. Evaluation
through monitoring and feedback should be an integral part of the process.
— Encourage visits during shoulder periods (avoiding the (often) over-subscribed summer term).
Learning
Quality providers:
— Understand about learning. Learning is individual, often builds on previous learning/experience,
and frequently occurs in a social context. A “good learn” includes varying combinations of
knowledge and understanding; skills; creativity, inspiration, enjoyment/fun; behavioural change
and progression; attitudes and values. What you feel and do is as important as what you know.
— Have a written learning policy. Multi-site organisations will have a corporate learning policy
customised to individual sites.
— Work in partnership with teachers (the contract) to agree on generic and speciﬁc learning
objectives, outputs and outcomes for the visit. They recognise that visits do not happen in
isolation—there are generally pre-visit, on-site, and post-visit components of a learning
experience. All components need planning to be eVectively implemented.
— Encourage teachers to make free preliminary planning visits to sites.
— Provide appropriate support material for pre-, on-site, and post-visit components. They work with
teachers to ‘extend the visit’ as part of integrated work programmes.
— Support and encourage INSET , CPD and pre-service teacher training about OOCL .
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— Ensure quality of delivery through appropriate training and continued development of all learning
staV and volunteers. This includes monitoring and appraisal against a system of professional
learning standards. StaV and volunteers should be trained to deal with diVerent KS audiences (NB
this paper conﬁnes itself to schools only).
— Evaluate, evaluate, evaluate—both teachers and students.
— Use a diversity of approaches and methods based on a variety of learning styles. DiVerentiate and
provide layered provision for diVerent audiences. Emphasise approaches that are child-centred,
based on active (doing/practical/exploratory) learning, and start with the learner’s agenda.
— Recognise they oVer a unique experience, not to be found in the classroom.
— Absolutely capitalise on the uniqueness of their site/resources. Maximise the amount of time spent
out of the classroom. Going from school to an OOCL provider should NOT be about going from
classroom to classroom.
— Bring out the wonder of a site. Encourage a sense of place.
— Facilitate ‘experience’ and the ability of learners to make informed choices.
— Allow time and space for children to explore and experience. Do not ﬁll the day with conventional
structured learning. OVer “light and shade”—“wow” factors interspersed with space/time for
solitude and reﬂection.
— Manage the energy of a group.
— Give context to the day. Relate agreed learning outcomes to wider issues.
— Tailor programmes to appropriate curricula (esp NC) and syllabi.
— Play to their strengths. Don’t try to do everything and are honest about what they can and
cannot provide.
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Written evidence
Memorandum submitted by World Challenge Expeditions Limited
This evidence is submitted by World Challenge Expeditions Limited (WCE) which is an outsourcing
company for adventurous school expeditions in the UK and abroad. WCE is the market leader amongst
private sector outsourcers, carrying over 90% of outsourced trips, but probably also handles the majority
(70%!) of all school expeditions to developing countries and a very high proportion (95%) of expeditions
from schools in the maintained sector.
The company has 750 Secondary schools in its customer base, 15 Education Action Zones, Manchester
and Birmingham City Councils, Southwark, Islington, Tower Hamlets, Waltham Forest, Hackney and
the DfES.
In 2004 WCE organised expeditions for 40,000 young people in the 9–18 age group.
WCE is a good example of the commercial sector in provision, and has experienced the kind of highproﬁle incident which has attracted recent publicity (Amy Ransom fatal accident, Vietnam 2001).
Our summarised submission is that expeditions for schoolchildren make a huge contribution to education,
but are widely inaccessible due to restrictive practice and public sector bureaucracy rather than issues of
funding.
We submit evidence under the following headings:
1. Function of Expeditions in Education
Expeditions for young people have always been recognised as the key to inspirational and motivational
development (Brighouse pledge; Milliband GetReal; Blunkett Activities for Young People; Graham Lane
“Don’t tell anyone I was a Cadet”; Duke of Edinburgh Award contains an expedition at every level).
Expeditions represent a journey of mind and body with a real sense of purpose which microcosms life and
teaches the art of the possible. In a modern society individuals need to practise skills such as initiative,
teamwork, planning, decision-making and caring for others, but this cannot be taught in a classroom, and so
needs to be done on an expedition at some time in a child’s life. A study by the Church Schools Company
found that employers value life skills as much as academic or vocational qualiﬁcations.
2. Measurement of Output in Relation to Curricular and In-school Provision
One barrier to provision is that its impact cannot be measured in the way that can be done with GCSE
and other measurables. WCE commissioned a study by the University of Lancaster which established (in
Education Action Zones) that attendance and GCSE grades A-C rose amongst a control group who went
on one of our expeditions. However, this may have been a coincidence, and therefore the study carries no
weight in a school budget aimed at targeted measurables. We submit that the developmental expedition
should be a measurable in itself because it teaches (through experiential learning) speciﬁc essential skills which
are not yet in the curriculum, and further raises levels of motivation and self-esteem (especially amongst nonsport/drama/music pupils) which in return raise attendance and passes at GCSE A–C.
3. Funding
We believe that lack of funding is an excuse, not a reason for lack of adequate provision. In 2004 over 50%
of our Challengers raised more than 75% of their expedition fee, the majority in maintained comprehensive
schools, some with over 20% of students on free school meals. Supervised “Money Management” (which
used to be known as Bob-a-Job) can deliver to the majority, and those in genuine deprivation have access
to endless funds which can subsidise the cost of the expedition. The biggest challenge for provision is not the
cost: it is allowing youngsters to know that they can do something which is attractive, rather than labelling them
as “at risk”. For this to be possible the opportunity has to be available to all (as with Milliband’s GetReal).
Such volumes would generate huge economies of scale which is currently obscured by the tendering process
(see below on Restrictive Practice). The real cost of giving every child in the UK who wanted one a life-changing
experience is probably no more than £50 million per annum. At this scale all the results could be measured in
respect of both life skills learned, and attendance or GCSE results improved.
4. Regulation
Regulation of UK outdoor education is excellent by AALA, but no regulation of any kind exists in
overseas expeditions, which is a disgrace and inhibits the proper expansion of opportunity, as well as
confusing teachers who wish to provide. We call on the DfES to work to develop a self-regulating inspection
scheme within the overseas industry. The risk-aversity of LEAs has increasingly stiﬂed opportunity for pupils,
and their advisory role needs re-deﬁning. Much LEA advice to schools is inaccurate and delivered or
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received as regulation. HASPEV DfES guidance on school trips can allow a teacher or Head to believe that
they are personally liable for any incident, and fails to recognise that much provision, and much of the
liability, can be outsourced—as with school transport. If the industry was properly self-regulated, much
confusion and fear would evaporate. We welcome messages coming from the DfES in this area recently, but
await action.

5. Restrictive Practice
Outdoor education has traditionally been delivered in partnership with LEAs, and many LEAs still
operate extensive provision. They also carry responsibility for advising schools on the value of various
opportunity, accompanied by the self-appointed regulatory warnings on health and safety, and of course
they employ the school Heads and teachers. Some LEA Outdoor Advisers have commercial interest in
provision. This is a conﬂict of interest. WCE has evidence of situations where LEA advice on best value or
educational beneﬁt is delivered with the impression that it has health and safety implications.
Further diYculties arise over the allocation of funding, where the tendering process for numerous central
government initiatives obscures any reasonable chance of a level playing ﬁeld. Funds are distributed by
Connexions partnerships heavily weighted towards local relationships, with no obligation to assess the
quality of provision, innovation or particularly the ability of the provider to recruit children. As a result vast
sums of money go unspent, except on a limited range of local opportunity—and at much higher cost to the
taxpayer because the public sector adds in administration fees, whereas the private sector bid with a ﬁxed
inclusive price. The result, apart from being chaotic, also heavily penalises innovation or private-sector
involvement.

6. Impact on Teaching Staff
Given 1–6 above, which teacher would bother with arranging expeditions? If the whole process was clear
and simple, and allowed teachers, Heads and parents to make their own choices, the demand, and with it
provision, would rise hugely.

7. Press and Public Support
Given that going on an expedition is safer than staying at home, and considerably better for you, it would
be desirable to generate favourable positive publicity and encouragement across the board to engage in
school trips, rather than fear the repercussions of an incident. We urge the DfES to promote outdoor
education.
October 2004

Memorandum submitted by Hampshire Outdoor Service
1. Hampshire County Council (HCC) has had a long and continuing commitment to outdoor learning
in all its forms. For many years HCC has maintained a network of outdoor centres oVering opportunities
to school children and other young people to take part in outdoor educational activities—from mountain
walking to ﬁeldwork. During the 1980s and 1990s Hampshire bucked the trend of LEAs that sold oV or
privatised their outdoor centres in the face of budget pressures and protected its centres from changes to
educational funding arrangements by moving its centres into a department outside of education. Thus
protected from pressures created by the increasing devolution of funding directly to schools, the county was
able to grow and develop its outdoor learning opportunities. Additionally, a dedicated staV of experienced
professional instructors and teachers have developed at each centre, able to fully support teachers working
in the outdoors. A centrally based Outdoor Activities OYcer is also employed to ensure consistency of
service, operation and risk management across the centres.
2. In parallel with this, Hampshire opted to maintain a dedicated Inspector for Outdoor Education at a
time when such responsibilities were being devolved to other inspectoral or advisor staV, in geography or
PE sections. This permitted Hampshire to constantly maintain a clear focus on risk management in the
outdoors, developing policies, structures, training and other support mechanisms to support teachers
working in the outdoors and removing the feeling of isolation and lack of experience often felt by teachers
wishing to work out of the classroom.
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3. In 2001 the Outdoor Activities OYcer and the Inspector for Outdoor Education developed a cross
departmental partnership to create the Hampshire Outdoor Service. This structure allowed the development
of a common view of the value and place of outdoor learning within Hampshire, and permitted the
promotion of a focused strategy for outdoor learning within the county.
4. Outcomes from this partnerships are:
— The development of “Trailblazer”, an accreditation scheme for schools, students, youth workers
and young people that recognises activity and work in the outdoors and credits young people for
their involvement. The scheme started in 2002 and now operates across nearly 200 schools in
Hampshire.
— The further development of good practice systems of risk management in outdoor learning.
Hampshire is recognised nationally for the depth of its risk management systems, and the Outdoor
Service worked with the DfES to support the development of the 2002 DfES supplementary
guidance to schools with respect to educational visits.
— A comprehensive training programme, linked to the risk management systems, which allows
teachers to build skills and conﬁdence when working in the outdoors. The “Open Country
Leadership Award” was the ﬁrst of its type nationally when introduced in 1985. It has grown and
developed and now represents the top of best practice in the country.
— Consistent and continuing investment in outdoor learning. In the past 12 months the County
Council has invested or agreed to invest over £2 million in new outdoor facilities and buildings,
creating additional capacity and opportunity. In September 2004 we opened a new 40 bed unit at
Tile Barn Outdoor Centre to go alongside the extensive heavyweight camping that we have done
for many years. This is because camping is seasonal, and we are increasingly being asked by schools
and youth groups for accommodation at the centre between November and March, when we have
traditionally not taken residential groups. The cost of this was over £400,000. The County Council
have just agreed the building of a new 60 bed block at Calshot Activities Centre, cost £1.2 million.
Building will start in November. This is to extend both quality and provision. In Wales we are
looking to expand the accommodation further, but no decision as yet.
— We have just started discussion with Rushmore District Council with a view to a partnership to
develop a brand new Outdoor centre in the north of Hampshire. Estimated cost will be approx
£1.5 million, but this is very much at the discussion stage. Nevertheless there is great support and
demand for it from our northern schools and youth groups.
— A rapid growth in numbers of students engaged in outdoor learning. Last year (2003–04) some
120,000 HCC students were involved in oV site learning of one form or another, lead by some 9,000
teachers/youth leaders. This was a 10% increase on the previous. This is also evidenced by the fact
that Calshot Activities centre (our biggest centre) ran a record 16,000 “bednights” of outdoor
education—the largest they ever have in one academic year. There is a similar pattern at all our
centres. To deal with this we have increased staYng at Calshot by an additional three tutors (in a
total pool now of 33 teachers/staV), and made all seasonal staV full time. At our Tile Barn centre
we have made all seasonal staV full time and taken on an additional one staV (total now ﬁve). In
Wales, we have again employed an additional teacher (total now four), and anticipate doing the
same at our Beaulieu centre in January.
— An engagement with the raising achievement and school improvement agenda. We are engaged in
outdoor learning research in conjunction with King’s College, London to evaluate the impact of
the Trailblazer scheme. We are engaged with the University of the First Age, developing ways to
support teachers working in the outdoors with innovative ways of teaching and learning.
5. In short, outdoor learning in Hampshire is highly successful and developing. Barriers to teachers
becoming involved in outdoor learning have been addressed by the development of a well resourced and
professional infrastructure which ensures that teachers feel well supported, conﬁdent and trained. Specialist
staV in centres are able to challenge pupils to their maximum potential, and schools have conﬁdence in the
systems in place. Teachers, schools and others clearly understand the potential and beneﬁts of outdoor
education, and political support is highly positive and committed.
6. The lesson we draw from this is that the role of the Local Authority/LEA is central to developing and
maintaining the provision and impact of outdoor learning.
October 2004
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Memorandum submitted by Roger Lock, School of Education, University of Birmingham
1. From the seven indicators available that could identify trends in ﬁeldwork over the last 40 years, four
suggest that there has been a decline in ﬁeldwork over this period with two, teachers not doing ﬁeldwork
and the FSC database, giving indications of this being a continuing trend. Other indicators suggest there is
stability in the number of habitats studied and that a range of locations continue to be visited.
2. Six key factors impact negatively on the number of teachers who are actively engaged in ﬁeldwork;
time, cost, the curriculum, its assessment, teacher enthusiasm and expertise.
3. The data on residential study give no clear indication as to whether opportunity for 16–19 year olds has
changed in the last 40 years. Long term trends from the Field Studies Council’s database suggest a diVerent
pattern . . . What the evidence does strongly suggest, however, is that residential biology ﬁeldwork taught
by “external specialists” has signiﬁcantly reduced over the last 30 years.
4. The evidence base from ULK based research papers published between 1960 and 2003 tends to support
the statements made by the HOC Select Committee, the BES and FSC namely that ﬁeldwork provision is
declining.
(Evidence from Lock (2004) Fieldwork at key Stages 3 and 4; Practices and Actions for Development. In
Gujral, A. (ed) Science Education—Aspirations and Inspirations for Science Teachers. ATSE Conference
Proceedings 2003. St Martin’s College. Lancaster.)
1. Schools don’t do ﬁeldwork.
2. Schools don’t follow the QCA scheme of work (and so not doing ﬁeldwork is implied).
3. Schools do follow the QCA scheme of work BUT don’t have a school ﬁeld (or any facilities near to
hand).
4. Schools do follow the QCA scheme of work but the ecology unit is at the wrong time of the year.
5. Schools have ﬁeldwork in their scheme of work but pupil behaviour is an issue so it isn’t always
carried out.
6. There were some schools who followed the QCA scheme of work but felt that it oVered a range of
teaching and learning activities on ﬁeldwork that could be carried out in the laboratory.
7. Schools may use model habitats, paper based habitats and virtual activities instead of work out of
doors.
8. In some schools science work outside the lab is more associated with physical science than biology.
9. Physics and chemistry teachers are more reluctant to be involved in ﬁeldwork. Where science is taught
by a single teacher this means that ﬁeld work may be avoided.
10. The author of the school scheme of work (if not a biologist) can exclude ﬁeldwork.
11. At KS4 teacher conﬁdence can be an issue. In the KS4 years, headteachers can inhibit work in the
ﬁeld by discouraging such activities in favour of a focus on improving GCSE grades.
12. GCSE boards can have a negative eVect by discouraging ﬁeldwork at Standardisation meetings.
13. A publication by a GCSE board discourages by stating that “ . . . ecological investigations can be
diYcult to organise”.
14. Teachers thought that a variety of aspects were needed to support their work. Those that were most
frequently mentioned included:
— Picture matching keys speciﬁc to the school ﬁeld and local site.
— Picture keys that permitted identiﬁcation of herbs, shrubs and trees from vegetative structures
only.
— Detailed lesson plans that were exemplary of ﬁeldwork activity.
— Worksheets speciﬁc to ﬁeldwork activity.
— Resources that showed Sc1 approaches to ﬁeldwork.
15. There were a number of concrete suggestions made by teachers of ways in which examination boards
could encourage ﬁeldwork These included:
— Making ﬁeldwork explicit and required (statutory) within programmes of study, schemes of work
and speciﬁcations.
— Having it included as “exemplary” or “advisory” materials was seen as inadequate.
— Schemes of work should focus on the scientiﬁc rigour involved in ecological studies and help
support biologists in dispelling the perception that ecology was a “gloriﬁed form of nature study”.
— Coursework guidance materials provided by examination boards for teachers should include
examples of how to attain high levels in ecological investigations.
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— Including questions on ecology in examination papers would help to develop the proﬁle.
— Relocating ecology study from Year 11 to Year 10 would enhance opportunities for carrying out
such work, as it could be located at times when the weather was more appropriate.
— Improving moderator training with respect to their views on ﬁeldwork.
— Recruiting more biologists as moderators.
— Reducing the syllabus content at Key Stage 4 whilst retaining an environmental/ecological focus.
October 2004

Memorandum submitted by Farming and Countryside Education (FACE)
Details of the Organisation
1. Farming and Countryside Education (FACE) aims to help young people learn more about food and
farming in a sustainable countryside. It is a non-political organisation established by the National Farmers
Union and the Royal Agricultural Society of England with 50 members representing the full spectrum of
views across the sector. Members include Soil Association, National Farmers Union, National Trust, Farms
for Schools and Federation of City Farms and Community Gardens. FACE was commended in the Report
of the Policy Commission on the Future of Farming and Food, January 2002, as a “. . . more eVective way
of getting messages across”. There are four key areas of activity: the school curriculum; access to the
countryside; research and working in partnership. Further details can be found at www.face-online.org.uk
The Role of FACE Within Education Outside the Classroom
2. FACE is committed to working with farmers and growers to increase the number of visits to such
locations and improve the quality of the educational experiences oVered to schools. With farmers and
growers managing the overwhelming majority of the countryside, they have a key role to play in providing
access and promoting understanding. FACE works with a continuum of outdoor learning providers which
includes school farms, open farms who charge for visits and working farms funded through the Educational
Access option of the Countryside Stewardship scheme. These range from those who employ a full-time
education oYcer to farmers who take only a handful of visits from the local community.
The Obstacles to Education Outside the Classroom
3. Feedback from both the providers of outdoor experiences and schools has identiﬁed a number of key
barriers. These consist of:
— Health and safety concerns;
— Financial constraints both for school and farm;
— Teacher workload;
— Low awareness of opportunities;
— Not meeting curriculum needs;
— Inappropriate location;
— Teacher union guidelines; and
— Lack of conﬁdence and expertise.
Further conﬁrmation of these barriers was reported in a scoping study on the feasibility of an
accreditation scheme commissioned by the Countryside Agency and NFU in January 2003.
Making the Educational Case for Countryside Visits
4. The countryside oVers the starting point for learning which encompasses a wide range of opportunities
in areas such as food production, environmental care, heritage and leisure. We believe that the countryside
has ﬁve distinctive educational assets. It:
— Provides a stimulus for active engagement of young people;
— Facilitates the naturalistic learning style as espoused by advocates of multiple intelligence;
— OVers a variety of contexts and specialisms for the underpinning of learning;
— Motivates personal and social development; and
— Contributes to health and well being.
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5. FACE believes that a credible educational case can only be made by underpinning assertions about
the value of education outside the classroom through research evidence. FACE has instigated a research
plan and by working in partnership with the DfES and the Countryside Agency has commissioned two
substantial pieces of work. The ﬁrst was a Literature review carried out by King’s College London and
NFER published in May 2003 which has helped inform planning by providing insights into, for example,
teacher attitudes to the outdoors. It also found that poor evaluation is taking place and there are numerous
gaps in knowledge. The second is research into the educational value of countryside visits by University of
Bath, King’s College London and NFER. This is assessing personal, social and curricular beneﬁts of visits,
conducting action research to trial activities and evaluation techniques and will result in the production of
a toolkit for schools. An interim report raises a number of key points which comprise valuable evidence for
the present enquiry.
6. At present FACE is discussing the possibilities of research into the conﬁdence and competencies of
initial teacher trainees and the quality of guidance provided by Initial Teacher Training institutions.
Hopefully, this will result in ITT teaching guidance for ﬁeldwork.

Improving on Previous Best
7. There is an enormous amount of goodwill within the agricultural sector to encourage and support
educational visits to the countryside. Much has already been achieved and could provide possible models
for other sectors.
8. FACE works with farmers and growers providing help and assistance on an individual basis. It works
closely with the Countryside Stewardship team at Defra oVering advice on the existing educational access
option which funds farmers to host educational visits and on the new Higher Level Entry Scheme. As part
of this partnership, FACE has produced a CD package of templates and exemplar material on, eg health
and safety to ensure that farmers produce a teachers’ pack of appropriate quality.
9. FACE believes that countryside venues must be in tune with the current curriculum needs of schools
and that schools should keep up to date with ways in which outdoor experiences can raise standards. FACE
continuously updates schools and farmers by providing accurate curriculum information, training sessions
and pupil activities. For example, FACE has developed an initiative called Biodiversity c/o British Farming
which oVers schools supported ﬁeldwork visits to study wildlife habitats on farmed land. In response to the
Healthy Living Blueprint, FACE is working with the agricultural industry to identify the opportunities of
visiting the countryside to address issues of health and well being.
10. FACE is part of a consortium known as Access To Farms, all of whose members have an interest in
outdoor learning. Members include for example, Defra, DfES, National Trust and Federation of City
Farms and Community Gardens. All members have pooled their information about farms to visit to
populate a comprehensive database, hosted by Teachernet, where schools can get the help they need from
one source.
11. A scoping study on the feasibility of an accreditation scheme was commissioned by the Countryside
Agency and NFU in January 2003. A clear desire was identiﬁed to establish a formal accreditation system
with signiﬁcant support from both schools and participating farms. The aim was to instil conﬁdence that
educational visits are carried out safely and to a high standard. The main beneﬁts would be improved teacher
conﬁdence and improved farm standards with a need to provide assurance regarding safety of visits and
good quality educational content. Two strands were identiﬁed for development:
— An accreditation framework with a focus on the farm premises involving self-evaluation and
independent on-site veriﬁcation.
— Accredited training for farmers wishing to host school visits.
12. FACE piloted the accreditation training with 110 farmers across England. The three days’ training
involved preparing the farm for educational visits; food, farming and the countryside in the national
curriculum; and eVective communication with teachers and pupils. It is worth noting that the Health and
Safety Executive participated in the delivery of the training. Results of the pilot were highly encouraging
with 97% of the farmers achieving certiﬁcation by the Open College Network. Funding has been obtained
to train a further 500 farmers over the next three years. Work is now in progress by Access To Farms to
pilot the accreditation framework for farm premises.
13. Fundamental to the progress made by the agricultural sector is the willingness of farmers and
organisations to work together towards common aims. This could not have taken place without
encouragement and support from the DfES and Countryside Agency. Credibility has come from responding
to the needs of schools.
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Future Recommendations
14. FACE recognises the importance of research to gain better understanding of education outside the
classroom. There is still much to be done and support for this work is required.
15. There is inconsistency in terms of the advice provided to schools by LEAs eg level of liability a site
must have can vary between £5,000,000 and £10,000,000. A single consistent set of LEA guidelines would
assist.
16. Many farmers and growers are taking positive steps to minimise risk through good health and safety
procedures. The insurance industry should be encouraged to acknowledge those who can demonstrate
best practice.
17. Much has been done within the agricultural sector to improve the quality of educational visits as part
of the accreditation training and inspection framework. Such initiatives as this can only become sustainable
with continued support from government.
18. FACE acknowledges the co-ordinating role played by the Growing Schools initiative and its eVorts
to promote education outside the classroom. The focus should now be in the form of a proposed outdoor
education manifesto to unite all stakeholders.
October 2004

Memorandum submitted by Dr Peter Higgins, Outdoor and Environmental Education Section,
School of Education, University of Edinburgh
Executive Summary
1. “Learning outdoors” is an educationally signiﬁcant ﬁeld of study and practice which warrants support
in order to maximise its potential beneﬁts for schools and their students.
2. Evidence from the limited studies which exist indicate modest positive outcomes related to personal
development and environmental education as a result of structured outdoor learning experiences. There is
considerable scope and need for further research, particularly related to teaching, learning and evaluation
processes.
3. There are long-term health beneﬁts of participation in outdoor activities but the role of outdoor
educational experiences at school in encouraging such activities is an area which warrants further research.
4. The history of out-of-classroom learning in the UK has been one of fragmented, intermittent provision
and lack of appropriate teacher training.
5. Primarily due to the broad range of providers and interests that come under the “umbrella” of the
outdoor learning sector in the UK, there is no single representative organisation (a multiplicity exist) and
no commonly agreed view of its purpose.
6. The UK scenario outlined has led to outdoor education practice that is focused on provision of safe,
outdoor adventure activities that have tenuous links to school curriculum and minimal means of evaluating
learning processes and outcomes.
7. Whilst excellent examples of coherent programmes linked to curriculum do exist, such practice is not
universal primarily because Local Authority provision and ﬁnancial support for outdoor learning
experiences has declined in the last 20 years.
8. Where residential “outdoor education” programmes are oVered by schools these are often short-term
experiences, primarily paid for by the student or their family, that are out-sourced to external providers,
many of whom have limited or no formal educational training or experience.
9. Other barriers to the provision of an integrated, coherent out-of-classroom curriculum in schools
relate to teacher perceptions and workloads, safety and litigation fears and the costs of providing
appropriate staYng.
10. Learning outdoors lends itself to an interdisciplinary approach and could be eVectively incorporated
into a range of traditional discipline areas in the school curriculum. However, teachers need the knowledge
and skills to be able to use the outdoor learning environment eVectively and safely.
11. Teacher training in subjects which have a ﬁeldwork dimension and outdoor education is essential to
provide a coherent curriculum, high quality outdoor education teaching and to ensure that more pupils are
able to access outdoor learning experiences (as recommended in the Ofsted report).
12. Suitable and successful curriculum frameworks and teacher training programmes already exist in
some countries overseas as demonstrated by the Australian and Norwegian examples provided. This shows
that despite some practical issues, outdoor education can be oVered in schools within a coherent framework
oVering students rigorous, stimulating and accessible learning opportunities.
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Section Profile
The Outdoor and Environmental Education Section of the University of Edinburgh has the longest
tradition of such provision in Higher Education in the UK. For over 30 years this section has provided
courses which balance theory and practice and has an international reputation as one of the leading
providers of outdoor and environmental education in the world. The University oVers a range of courses
for undergraduate and postgraduate students as well as extensive opportunities for doctoral research and
beyond. The central focus of our work is to encourage positive relationships between individuals and the
environment through learning outdoors. However, this must be balanced with the critical thinking skills
fundamental to both academic study and professional practice.
We are committed to a broad vision of learning outdoors as the corollary to learning indoors. In this
context the outdoors oVers a multitude of sensory, aesthetic, intellectual, physical, intellectual, personal,
social and spiritual opportunities which can be approached in an interdisciplinary way which is very diYcult
to achieve in the classroom. Direct experiences of the outdoors bring us into contact with our culture and
heritage, have implications for health and well-being through physical activity and personal and social
development, and often take place in settings where environmental and sustainability education can be
oVered in a way which would be impossible in a classroom. To this end we have developed the three circles
model shown in the ﬁgure below. In this context the role of the outdoor educator is seen as someone who
facilitates learning in each, or all three, of the circles according to the needs of the individuals they teach and
the requirements of the curriculum. A fully competent outdoor educator will feel conﬁdent to work in all
three circles whilst always adhering to safe and professional practice.
Figure 1—The Range and Scope of Outdoor Education
SAFE AND PROFESSIONAL PRACTICE

ENVIRONMENTAL
EDUCATION

OUTDOOR
ACTIVITIES
OUTDOOR
EDUCATION

PERSONAL & SOCIAL
DEVELOPMENT

Although section staV currently work in a Scottish University all have teaching and/or research experience
in other countries, for example other parts of the United Kingdom, Australia, New Zealand and North
America. In addition all have involvement in collaborative projects in these and other countries, whilst some
have particular experience of outdoor education programme development through European Union funded
projects. All staV are members of national or international advisory committees associated with outdoor,
experiential and environmental education. These include European and Scandinavian advisory boards and
a UNESCO advisory committee. The international dimension of our work is enhanced by the number of
taught postgraduate and research students we attract from countries all over the world and similarly the
visitors who come to work with us on short term and longer term sabbatical leave. Perhaps as a consequence
of this the three circles diagram (Figure 1) has become widely accepted as the standard model for outdoor
education in a number of countries around the world informing philosophy and practice.
In the following submission no academic references are provided in the text. The intention of this is to
ensure that the document is as brief as possible and easily readable, however, every eVort has been made to
ensure that all the evidence presented can be supported by published documents or internal unpublished
research. Reference sources will be provided in a separate document. There are aspects of our account for
which research simply does not exist. In such cases we have based our views on consultations with colleagues
in the sector who have specialist personal knowledge and have drawn on our own experience. We have little
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experience of outdoor play and have therefore not commented on this. Our responses primarily relate to the
situation in England and Wales although reference is made to Scotland and indeed a number of other
countries throughout the world.

1. History and Context
1.1 Whilst a number of factors may have inﬂuenced current partial, patchy and inconsistent provision of
learning experiences outside the classroom in the UK a central feature must be the lack of a statutory
requirement for this form of education to take place. Whilst the 1944 Education Act did note the educational
value of the outdoors and indeed had some inﬂuence in the post-war years leading to the 1970s, its provisions
can best be described as encouragement rather than obligation on local education authorities. Furthermore
an Act of Parliament of 60 years ago which provided encouragement for particular actions cannot be
expected to have signiﬁcant contemporary inﬂuence without supporting subsequent legislation, and in the
face of curricular and budgetary constraints stemming from the 1980s.
1.2 Similar constraints existed for the Higher Education establishments which provided degree courses
(in relevant specialist subject areas such as geography, science and in teacher education) in which both
classroom and outdoor centre staV were trained. Furthermore the growing funding council emphasis on
research output from universities has led to a reduction in contact time between academic staV and students,
with teaching mainly having a lower priority than in the past. Consequently, from the 1980s to the present
day there have been reduced opportunities for trainee teacher and other university students to engage with
the natural heritage through ﬁeldwork and outdoor activities. This in turn means that many of those who
administer and organise educational opportunities for school pupils are neither familiar with the learning
potential of such experiences, nor are they required to do so undertake the training to develop this aspect
of provision.
1.3 Throughout the period since the 1944 Education Act the “outdoor learning sector” has remained
internally disorganised and unable to present a consistent and coherent view of their subject area. Whilst
this remains the situation today it is certainly easily understandable when one considers the breadth of
provision which would come under the umbrella of “outdoor learning” (for example subject teachers in
schools, outdoor education teachers in schools, local authority outdoor centres, commercial centres and
those with charitable trust status, environmental educators, charitable bodies with environmental education
remits etc). The two main consequences of this have been that it has been very diYcult for policy makers to
ascertain who to speak to in pursuit of an insight into the subject area, and a sector lacking of an eVective
approach to putting its case forward. Add to this the concerns, both public and political, surrounding the
safety of young people on outdoor education courses and the increase in prosecutions where accidents have
taken place in the outdoors, and it is little wonder then that many policy makers, local authorities and
schools are not wholeheartedly supportive of outdoor educational experiences. The response of the outdoor
education sector on issues of safety has been, certainly since the Lyme Bay incident in 1993, to focus almost
exclusively on safety-related issues in their professional practice. Whilst such a response is entirely
understandable, it has meant that curricular change has gone largely unnoticed and the resulting
opportunities unexploited. This has led to a situation where although many experiences outside the
classroom can be deemed to be “safe” they have little or no locus in a curriculum.
1.4 The outdoor sector has been very poorly informed by research ﬁndings. In the 30 to 40 years of higher
education involvement there have been less than a dozen PhD theses written on the subject area and no
major grants awarded. Substantial research has been commissioned by the Government to evaluate major
schemes such as the “Summer Activities for 16 year-olds” scheme and its successors which ran from the late
1990s onwards. Furthermore, research ﬁndings on the beneﬁts or otherwise of outdoor experiences from
overseas have also been of limited value. This is perhaps because in some countries the value of outdoor
learning experiences is taken for granted whilst in others countries there is limited interest in providing such
experiences.
1.5 The research situation in the UK has been changing over the past ﬁve to 10 years, and paradoxically
at the same time as formal out-of-classroom experiences opportunities have been in decline academic
interest has been increasing. It is clearly impossible to summarise the results from this research in a few lines,
however, the weight of evidence from MSc and PhD theses, projects supported by small research grants and
Government commissioned studies do generally show beneﬁts in out-of-classroom experiences. Perhaps
more importantly this evidence points to a latent and undeveloped potential in relation to both curricular
studies and lifelong learning. A range of qualitative and quantitative methodologies have been used to
evaluate these experiences and but only a few of the more progressive studies have attempted to address the
issue of the longer term beneﬁts of educational outdoor experiences.
1.6 This interest has led to increasing publications of books and journal articles. In 1997 the peer reviewed
international Journal of Adventure Education and Outdoor Learning was launched and currently publishes
two issues per year. There are now regular meetings of a national research forum and as this group has
developed there has been a signiﬁcant shift to embrace research focused on “improving practice” rather than
on “proving” the value of various experiences. Research from sociological, psychological, gender and
philosophical perspectives is increasingly common.
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1.7 Whilst a number of providers of outdoor education experiences attempt to evaluate the inﬂuence of
their programmes, the majority simply conduct one-oV end-of-course evaluations. The results of our own
and a few other independent studies have considered whether changes in personal qualities have been
sustained and these generally support the view that modest but positive changes are indeed retained at
periods up to a year after the end of the outdoor experience. It should be noted however, that these studies
have primarily dealt with personal and social attitudes of young people and their dispositions (respect and
care for self and others, sense of social responsibility, sense of belonging). One of our studies does provide
evidence that the orientation of students to academic work may be improved as a result of outdoor
experiences. However, study on the inﬂuence on academic success has not yet been conducted
1.8 It should be emphasised that the poor provision of outdoor learning experiences in schools means that
most young people are restricted to at best, a one week course at an outdoor centre or ﬁeld-studies centre. In
light of this the research evidence of generally positive but modest improvements in personal and social
qualities, academic orientation and interest in physical activities seem to be an excellent return on scant
educational investment. It remains to be seen what the impact might be of longer-term, more sustained
programmes.
2. Cost and Funding of Outdoor Activities
2.1 For some of the reasons noted above (lack of a statutory requirement, funding issues, curricular issues
etc) Local Authority provision and ﬁnancial support for outdoor learning experiences has declined in the
last 20 years or so. The model of teachers in schools providing out-of-classroom experiences as part of their
teaching of subjects has also declined. Most schools have no member of staV who can be considered as
knowledgeable about outdoor educational experiences, leave alone an outdoor education specialist. Where
it still exists school-based provision is deemed to be part of the educational endeavours of the school or Local
Education Authority and is essentially free at point of delivery. Residential outdoor centres have been, and
continue to be used to provide such experiences and the traditional model was one of Local Authority
ﬁnancial subsidy for such excursions. In most cases such centres were established by the Local Authority
and staVed primarily by qualiﬁed teachers together with some specialists in outdoor activities. Their salaries
and the provision and maintenance of the centre would have been funded by the Education Department of
the Local Authority. Whilst this was not the universal model it was the common and preferred approach.
2.2 In the past 20 years or so there has been a major change with the number of local authorities initially
seeking to defray residential outdoor education costs to young people (ie their parents or guardians) for
travel and food, then making more substantial charges for accommodation and ﬁnally and crucially for
staYng the courses. The ﬁnal stage in this process has been the closure or sale of many centres and the retreat
to charitable status for a number of others. Whilst some close links remain this policy has in some cases led
to a disassociation between centres and their Local Authorities and in others a completely separate status
and funding arrangements. A high proportion of these have sought and successfully gained charitable trust
status, placing them in a position not dissimilar to fee-paying schools (ie those attending paying fees to a
charitable educational business). These changes have in essence deregulated an aspect of educational
provision in the UK and the centres themselves have been susceptible to associated ﬁnancial and other
exigencies.
2.3 The upshot of this mixed model is that the relationship between the activities provided by the centre
and the curricula is essentially one for the school to negotiate. This in turn becomes a matter of interest in
and commitment to the provision of curricular opportunities on the part of the school, the teachers and the
outdoor provider. As the sector does not regulate itself and it is not regulated externally (other than through
the Adventure Activity Licensing Authority (AALA)—which deals exclusively with safety issues) there is
no form of consistent reassurance as to the educational quality of such provision. Indeed the distinction
between an outdoor educational experience which is properly and fully located in a curriculum (both
academic and personal and social) and what might best be described as an “activity holiday”, may not be
apparent to the parent/guardian of young people attending such courses, or indeed the school or even the
outdoor centre staV.
2.4 The lack of consistent local authority support and funding for such experiences, not to mention the
“market place” within which outdoor educational providers now operate leads to some variation in costs.
However, the standard cost for a one week residential (Monday to Friday) is likely to be in the range £200
to £280 and clearly not all can aVord to pay for such experiences. The lack of direct local authority control
over provision means that many disadvantaged pupils will lack the ﬁnancial support to attend, and many
of those from modest family backgrounds will also struggle to ﬁnd the fee. This is somewhat ironic as a
number of studies indicate that such young people are unlikely to meet their academic potential and may
well beneﬁt from personal and social education experiences.
2.5 Local authority funding of residential outdoor education took on a new dimension with the
introduction in 1991 and 1992 of Devolved Management of Resources (DMR) also known as Devolved
School Management (DSM). This system devolved responsibility for the management of budgets and
spending from education departments to the heads of residential outdoor centres and heads of schools
though some issues such as building capital, maintenance and employee costs remain at departmental level.
This allowed centres greater autonomy in the spending of individual budgets; and allowed schools, on an
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individual basis, to decide whether or not they wanted to use the centre and then, whether or not they wanted
to subsidise residential visits for their own pupils. Whereas previously, education departments would
allocate school provision centrally, schools were now free to decide for themselves. Following the
introduction of DMR, evidence of the distribution of devolved responsibility versus central control from
one authority to another does not exist. This leaves an uncertain picture in which to develop an integrated
approach to outdoor education provision.
3. The Place of Outdoor Learning within the Curriculum
3.1 There are, broadly speaking three obvious ways in which outdoor learning relates to the national
curriculum and these match the three circles of Figure 1. Outdoor adventurous activities (OAA) can be
included in the physical education (PE) curriculum (from Key Stage 3 through to A-level); in subjects such
as art, geography, science and history ﬁeldwork can provide practical experiences and a context for schoolbased theoretical study. Appropriately structured and reviewed outdoor educational experiences can
contribute to personal and social education and citizenship. Whilst the Programmes of Study and
Attainment Targets oVer interesting out-of-classroom opportunities at primary and secondary levels, the
National Curriculum does not prescribe nor require any such particular learning experiences, other than
OAA being listed a an option. As would be expected in a non-statutory context the availability and quality
of provision of such experiences through the school or centre is nationally inconsistent and there is no
guarantee that even the majority of students will be oVered such experiences: a ﬁnding reiterated in the recent
Ofsted report.
3.2 In light of the fact that outdoor activities can be viewed as sporting activities in their own right, and
indeed ones at which the UK has traditionally excelled (mountaineering, sailing, canoeing etc) the lack of
emphasis in the curriculum seems puzzling. All the more so considering the well recognised long-term health
beneﬁts of such activities which are often pursued well after individuals have forsaken the team-sports which
characterise school-based physical education. Perhaps this is the nub of the issue, it is much easier to
organise a class into two teams to play a ball-game than to provide outdoor activities which often require
specialist equipment, transport and particular teaching skills.
3.3 The health beneﬁts of physical activity outdoors (especially walking) are now widely accepted and
promoted alongside the social and psychological beneﬁts of being in the countryside. Whilst it is widely
accepted that PE in schools should encourage physical activity it should be borne in mind that long-term
health is promoted by life-long commitment to activity and this is often has a social dimension. Little wonder
then that walking in the countryside with friends or family is often cited as the most popular adult form of
physical activity rather than the team-sports which are the basis of much PE provision in schools.
3.4 That out-of-classroom experiences should be included in subjects which have an environmental
dimension seems obvious. However, perhaps for the variety of reasons noted elsewhere in this paper (a lack
of “ﬁrst” degree and/or teacher training, school organisational factors, insecurity about accidents etc) such
provision is not widespread. To counteract this trend action is required on each of the inﬂuential factors.
However, a policy expectation that schools should provide structured programmes of out-of-classroom
environmental education and that this would be linked to assessments would have a dramatic impact.
3.5 Personal and social educational experiences are now often associated with citizenship and both are
frequently linked to outdoor education. The argument is that encounters with challenging situations on the
outdoors, which are then properly reviewed to help students make meaning from them, provide realistic
metaphors for personal issues and relationships with others in society. Perhaps because this has been a
common rationale particularly for outdoor centres, this issue has received some research attention and
support. In light of this a more widespread use of out-of-classroom experiences would be expected. The
factors mitigating against may well be similar to those noted above for environmental ﬁeld-work.
3.6 As noted earlier the common model for many schools is to arrange short-term primarily residential
experiences. However, whilst these are to be welcomed they are in a very real sense self-defeating. Whilst
evidence points to the valuable experiences that people have during these programmes there is rarely a
consistent approach to link these experiences with curricular work and/or wider issues of citizenship.
Although curricular opportunities exist, there is no requirement to follow them and so provision is often as
the result of enthusiastic teachers rather than consistent approaches. If these experiences are to be useful to
pupils in their everyday life settings then they need to make sense of the experiences they have at outdoor
centres. For this to happen it may be necessary to rethink the model of delivery in favour of an integrated
approach to outdoor education provision. One way to achieve this would be to make better links between
schools and outdoor centres. For example, the class teacher or school outdoor education specialist could
work on a programme of lessons which use the visit to an outdoor centre as a culminating endeavour. If this
were a curricular requirement then integration would depend more on programmed activity than the
goodwill of teachers.
3.7 Whilst not seeking to propose outdoor educational experiences as a panacea, the argument that this
approach might do all of the above would make such experiences uniquely valuable to schools. Whilst
evidence exists for the value of each component there has been virtually no investment in research to assess
the value of integrated learning experiences in the outdoors. What published work exists has mainly been
theoretical argument.
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3.8 Although the above has focused on the existing curriculum in schools it is worth noting that out-ofclassroom education may provide signiﬁcant opportunities for proposed developments in vocational
learning. In particular the outdoor activities holidays sector has experienced rapid growth in recent years
and oVers increased employment opportunities.

4. External Assessment of Provision
4.1 Before dealing with the issue of external assessment it is ﬁrst important to point out that, as noted
earlier, internal assessments are infrequently conducted and often limited to a brief conversation or
questionnaire at the end of a short course. In order to conduct meaningful internal assessment the
relationship between the needs of the pupil (in the context of the school and their overall academic and
personal and social development) must be considered in relation to the range of activities provided in schoolbased or residential-based outdoor experiences. The obvious place to do this is in the school itself to which
the young people will return after their outdoor experience. This requires that teachers understand the
purpose, content, methods and approach which characterise the outdoor learning experience. These
teachers must then relate this to curricular and other aims. The success or otherwise of these out-ofclassroom experiences should then inform both school practice and that of any teachers or specialists
providing outdoor experiences for the young people. In our view the generally positive nature of anecdotal
comment on outdoor experiences combined with a lack of specialist teachers in the school has led to a
generally uncritical approach to provision. Our studies suggest that the observation that “the kids really
enjoyed themselves” can easily lead to the impression that “the outdoor course was educationally
worthwhile”. Whilst enjoyment and learning may well be related the one does not necessarily lead to the
other. In fairness it might be pointed out that a rigorous framework for this form of internal or indeed
external assessment is not required for most other aspects of the curriculum, however, few of these are in
the perilous position of outdoor learning which seems to continually be required to justify itself.
4.2 As noted earlier external assessment of provision has primarily been with regard to Health and Safety
inspections by AALA. Under the provisions of the Act which established AALA most outdoor providers
in the UK (except schools and some others) are required to be inspected and to meet certain safety standards.
In contrast there is no form of consistent or regular inspection of the quality of teaching and learning relating
to outdoor educational provision. Although the recently published Ofsted report presents their ﬁndings on
only 15 such centres, this constitutes the broadest external inspection in the UK. (The most “in-depth” is
probably a three-year study of ﬁve centres conducted by the University of Edinburgh). Whilst a number of
outdoor education centres have been inspected by Her Majesty’s Inspectors (HMI) over the years the focus
has been primarily on Local Authority centres and does not to any great extent cover the full range of
provision in the UK. That such inspections tend to be sporadic and one-oV should come as little surprise
considering both the diversity and scale of such provision and that the primary responsibility of HMI is inschool provision.
4.3 In schools which do have programmes oVering outdoor educational experiences whether these be
provided by school teachers or by an external provider it is customary for HMIs to comment on this in their
reports. However, as far as we know there are no HMIs with a background specialism in outdoor education
and whilst they clearly have the analytical skills required to inspect, there would be value in some form of
professional development to appraise them of the breadth and scope of out-of-classroom education. With
regard to assessment of the eVectiveness, the Ofsted report comments that the work of the programme in a
residential centre is rarely developed further when students return to school, and therefore the long-term
beneﬁts are lost. Whilst this is in our view fair comment it should be pointed out that their own report is,
presumably for valid reasons, based primarily on on-site observations.
4.4 To assess whether there are longer-term beneﬁts or otherwise it is essential that such evaluations take
place. Our own research on outdoor education centres in the UK found a lack of connection between the
claims made for such experiences and the collection of data to support it. In response to this we have
advocated a framework designed to encourage those involved in delivery to implement a holistic empiricallybased approach to their work. This relies on considering for example the intent to develop “self-awareness”
through reviewing programme aims, assumptions, content, method, evaluation and claims. It is intended to
show that evaluation should not only be outcome based but process based as well including the planning,
teaching and evaluation of outdoor education programmes. It is intended to provide a basis for developing
clear educational objectives in advance of programmes taking place and to lead to successful and eVective
programme development rather than post hoc rationalism. Only through such an approach can providers
have conﬁdence in the claims made for their programme.
4.5 In light of the above it seems inescapable that in order for curricular aims to be satisﬁed and the
eVectiveness of programmes to be assessed there must be some mechanism in place to do so. However, if
young people are to be taken out of school on an educational pretext it is vital that the quality of that
educational experience is assured. In our view there is little or no justiﬁcation for an “activity holiday” in
school time, and providers of out-of-school experiences should explicate the link between practice and the
academic or broader school curriculum for any parent, teacher or inspector who asks.
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4.6 At the same time it is clearly inappropriate to assess providers without giving them the opportunity
to be trained in quality assurance. This in turn means that the training of those who might teach outdoors,
for example those on relevant single discipline (eg science, geography, history) courses, outdoor education
courses and even hopefully those training in primary teaching should emphasise an understanding of the
theory, practice and evaluation of education out-of-doors.
4.7 Although the sector relies on the national governing body (NGB) awards in each of the outdoor
activities (for example canoeing, climbing, sailing etc) as measures of coaching competence, such courses do
not, nor are they intended to, provide a training for outdoor educators in linking outdoor experiences with
the educational requirements of the curriculum. The NGBs are essentially clubs for people interested in
pursuing the various outdoor activities for recreation or competition and in order to do so they have
developed their own coaching structures. Consequently they cannot be expected to consider the link between
coaching these activities and the curriculum, nor indeed the assessment of the eVectiveness in doing so.
4.8 There are very few courses in the UK which are designed to train those who teach outdoors and of
these, few focus on teaching as a discipline or provide teaching or comparable qualiﬁcations as an outcome
for successful graduates. The reasons for this are quite straightforward. Despite the popularity of such
courses they are expensive for colleges to run and therefore few exist. There is also no national teaching
structure (General Teaching Council or equivalent) requiring or even advocating such speciﬁc professional
training. It is rather like having chemistry teachers selected on the basis of an interest in, but not necessarily
a qualiﬁcation in or teacher training in the discipline. In order to provide consistent high quality outdoor
learning experiences this issue needs urgent attention.

5. Organisation and Integration within Existing School Structures
5.1 As with other aspects of provision there is no consistent model for the organisation and integration
of out-of-classroom experiences. This may well be for the reasons noted earlier, namely the absence of staV
designated to take this responsibility, classroom teachers who may have no particular interest in taking
children outdoors or others who have anxieties about the consequences of accidents. Perhaps above all
though, the lack of speciﬁc curricular locations for out-of-classroom experiences provides no
encouragement or requirement to do so. Where outdoor adventurous activities are noted within the
curriculum (as part of the PE curriculum) they are listed as an option. As very few PE teachers will have
had any training in outdoor adventurous activities this necessarily becomes an issue of individual interest
on the part of the teacher. Where the out-of-classroom experiences are environmental or personal and social
these too are not required as part of the curriculum.
5.2 Where a teacher does have an interest and wishes to take children out of the classroom on ﬁeldwork
there is associated an increased organisational and administrative load. It is perhaps unsurprising then that
schools which do oVer out-of-classroom experiences often ﬁnd that organising a residential excursion to a
ﬁeld studies or outdoor education centre provides a convenient alternative. In doing so the responsibility
for provision is devolved to the contracted provider and the task of the school is primarily to ensure that
the young people arrive safely at the centre and return home at the end of the residential. This often means
that the school loses one or more teachers for the duration of the residential, and that before leaving with
the group teachers have to prepare lessons to allow a colleague or supply teacher to cover their classes. Upon
return the classroom teacher is then usually faced with a catching up period. This can therefore be costly
for the school and demanding of the teachers involved. The other major consequence of such a form of
delivery is as noted earlier that the content and conduct of the programme is essentially devolved to the staV
of the centre. The best arrangements are clearly where school staV make a concerted eVort to ensure the
delivery is of valuable educational experiences which are then followed up upon return to the school. This
point is noted in the recent Ofsted Report on outdoor education centres.
5.3 Where schools do employ a specialist outdoor education teacher their role is often demanding,
requiring them to ﬁnd primarily local venues to deliver integrated educational experiences. However,
depending on the location of the school such an arrangement can be limiting and fairly frequent access to
a minibus to take groups out is usually necessary. There are other structural problems too. The ratio at which
both outdoor activities and ﬁeld studies are conducted (for obvious health and safety reasons) is often one
teacher working with eight to 12 students and this may present diYculties for schools. Consequently the only
realistic model for schools to adopt is one of extraction of groups of this size from a year group.
5.4 It should also be borne in mind that the provision of out-of-classroom experiences is not universally
popular amongst school-teachers, and it is not uncommon for an extraction model or a residential week
model to be resisted by teaching staV who are not convinced of the beneﬁts and are equally unenthusiastic
about any resulting increase in their own workload. Overcoming this requires transparent and demonstrably
fair structures within the school, clear leadership from school managers and clarity in explaining the purpose
of such out-of-classroom experiences. All the more reason then why such experiences should be properly
evaluated to discern any educational beneﬁts. In discussing the issue of getting children out of the classroom
with teachers, one other organisational factor is often mentioned. This is the requirement to gain consent
from the parent or guardian of each of the young people involved in the activity and also clearance from
within the local authority structure. The latter usually requires details of the excursion or residential to be
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seen and signed by an adviser with appropriate authority to do so. This is often an extra test of the
motivation of teachers to organise out-of-classroom experiences. However, with support from school
management this task could be undertaken by the school’s administrative team.

6. Qualification and Motivation of Teachers and the Effect on Teacher Workload
6.1 As noted earlier there is no clear or agreed structure for the training of teachers. For those teachers
whose interest is primarily in academic ﬁeldwork the issue is somewhat more straightforward than for those
interested in providing outdoor activities. In the case of the former, the academic discipline and their teacher
training provide a basis for their work. Although much depends on whether they themselves have had
experiences of ﬁeldwork within their own training, it is essentially a matter of getting the young people out
of school and into the environments they wish to study. Beyond this the main requirement is an
understanding of health and safety related issues associated with the main ﬁeldwork locations in the
countryside and associated water bodies, seashore etc. For those who take groups into mountainous country
the normal expectation is that they would hold an appropriate NGB qualiﬁcation such as the Mountain
Leadership Award. Whilst this is not in any sense a “legal” requirement, it would be the expected standard
of training and qualiﬁcation for someone conducting ﬁeldwork in mountainous terrain.
6.2 For those who teach outdoor activities the situation is altogether more complex. First there are very
few academic courses at universities in the UK which oVer a teaching qualiﬁcation in outdoor education.
Second very few schools can aVord the perceived luxury of a specialist outdoor education teacher who does
not teach other subjects within the school. Consequently where outdoor educators are employed in schools
they are frequently specialists in another discipline who have an interest in and some additional
qualiﬁcations in a range of outdoor activities. Hence an outdoor education teacher in a school may hold a
teaching qualiﬁcation in outdoor education and another discipline, or may be a specialist in another
discipline with no academic training in outdoor education at all. In both cases the outdoor education teacher
would normally be trained and qualiﬁed to teach several outdoor activities to an introductory or higher
standard. Gaining such qualiﬁcations requires ﬁrst and foremost a personal commitment to the activity (ie
hillwalking, canoeing, sailing etc) then attendance at training courses and then ﬁnally with appropriate
experience, assessment of the ability both to perform at the necessary skill-level and teach in the environment
for which the qualiﬁcation is speciﬁed. This process requires commitment, is costly and takes considerable
time. Some schools are very supportive of teachers who wish to gain these NGB awards whilst others are
less so. Many outdoor education teachers pay for the training and qualiﬁcation process themselves and often
can only attend courses during holiday periods. However, in many schools such teachers provide an
important focus and motivation for other staV to develop their own skills in outdoor activities, and
encourage their colleagues to train and qualify and indeed accompany groups. Examples of best practice
exist where this process extends beyond the school to a Local Authority outdoor education centre which
will oVer training and assessment courses in a range of outdoor activities for staV from their schools. This
generates more fulsome understanding of the activities themselves, their educational purposes, the
opportunities available in the outdoor centre and the requirements of the school curriculum.
6.3 In terms of workload it is, in our experience, uncommon to hear teachers who take young people on
out-of-classroom educational excursions and residentials complaining about the increase in their teaching
load. Where they exist such complaints often relate to administrative issues. Whilst some school staV who
do not teach outdoors may perceive an increase in their workload they may well still be supportive. For
example a major study conducted of schools and centre provision within the Lothian Region of Scotland
around 20 years ago found that in schools where outdoor education was seen as an important focus of the
school’s eVorts, staV were generally highly motivated to support such provision. Anecdotal evidence
suggests that this remains the case and indeed where such provision has recently decreased staV feel
something important has been lost from the school.
6.4 In one study of provision of out-of classroom education in Oxfordshire Primary schools teachers and
policy makers cited lack of staV expertise, the demands of the literacy and numeracy strategies, and the need
for staV who initiate such programmes to be supported as factors mitigating against further development.
An unpublished Ofsted survey of “outdoor and adventurous activities” (as an option in the PE National
Curriculum at Key Stages 3 and 4) in 33 schools and centres in 1999 supported the view that leadership and
vision on the part of senior school staV were crucial in fostering such experiences, and that appropriate inservice training often provided the means of giving responsible staV both the skills and reassurance to do so.
6.5 If out-of-classroom learning experiences are to become more widespread and more meaningful a
short to medium term approach becomes necessary and this must involve in-service training. This should
provide teaching staV and school managers with the necessary knowledge of Local Authority procedures
and relevant legal issues, appropriate teaching strategies for teaching outdoors and the skills (and indeed
qualiﬁcations) necessary to teach various activities. Whilst this may seem unattainable this has been a very
successful approach for at least one Local Authority. In the 1980s and 1990s the Lothian area of Scotland
had a vibrant outdoor education programme in schools and centres which was adopted as a model by many
countries. Most secondary schools (45) had specialist outdoor education teachers and a comprehensive inservice scheme operated primarily through the Local Authority centres led to over 500 teachers being
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qualiﬁed to assist in outdoor education provision in these schools. In the longer term, including ﬁeldwork
and outdoor education in the requirements of relevant teaching qualiﬁcations would enable staV with
specialist knowledge to be recruited to schools and may also have a spin-oV beneﬁt in teacher recruitment.
7. The Fear of Accidents and the Possibility of Litigation
7.1 It is notable that this “question” does not refer to the causes of accidents nor does it include an
implication that out-of-school activities should be “safer”. On the assumption then that this is intentional
and that the remarkable safety record of such activities is understood we will focus on the stated question.1
7.2 It is clear that there is a genuine fear of outdoor accidents amongst many school staV. This is perfectly
understandable in light of the media interest in each high-proﬁle case. What is also clear is that such coverage
is often misleading in that it gives an impression of unsafe practice not substantiated by the accident ﬁgures.
At least one teaching union has also advised members not to take groups on outdoor excursions and it takes
considerable self-conﬁdence and not a little specialist knowledge (of exposure adjusted comparative accident
rates) to ignore such pressures.
7.3 When accidents are due to negligence it seems perfectly appropriate that the law is pursued and
prosecutions follow. This has been the case in several recent cases. Where we believe teachers and others
face additional pressures is the fear that litigation will follow an out-of-classroom excursion. It does not
seem clear why there are particular fears about such possibilities when there seems to be no comparable
concern about in-school accidents. It will not be easy to allay such fears but several approaches could be
considered.
7.4 The support of teachers and their unions is essential, and in order to persuade them to do so a number
of measures may be required. First, the educational case for going outdoors must be put forward, and this
would be strengthened signiﬁcantly if such activities were embedded in the curriculum requirements.
Second, appointment of teachers with specialist knowledge of outdoor learning and who are able to train
school staV in the background and procedures would prove a valuable resource. Third, a national insurance
scheme might be considered for all those teaching out-of-doors who are working under the aegis of a school
or associated outdoor education centre. Fourth, a national accident compensation scheme might be
considered. It may be a long way outside the remit of this enquiry but it is worth note that in, for example,
New Zealand a national accident compensation scheme sets standard fees for various injuries and this has
prevented wholesale litigative action. Beyond this, and in some situations personal accident cover could be
suggested for students.
7.5 One additional point needs to be emphasised and this is the cost of not going out of the classroom.
The recent Ofsted report highlights the fact that young people, not to mention their teachers are often not
skilled in assessing risks. One obvious way to do this is to train them to do so, and this means at least some
experience of situations where risks are apparent. Furthermore, the failure of schools to encourage outdoor
physical activities may have long-term health costs and the lack of direct environmental learning
implications for our appreciation of our cultural and natural the natural heritage and understanding of the
crucial issue of sustainability. These points have been noted elsewhere in this document, but it should be
noted that little empirical evidence has yet been gathered on these issues.
8. How Provision in the UK Compares With That of Other Countries
8.1 Whilst we have experience and some knowledge of provision in a number of countries we have
sought below to focus on examples of what we consider to be good practice. Individual examples are
discussed and common or thematic issues highlighted at the end of the section.
8.2 Outdoor education in the school curriculum in Australia
8.2.1 Outdoor education has existed in schools in Australia since the 1960s and is particularly well
established in the state of Victoria where it has been taught as a discrete subject in the P-10 and senior
secondary curriculum since 1989. In Victoria over 100 secondary schools oVer outdoor education as a
subject at senior school level and most secondary schools (approximately 460), oVer some form of outdoor
education. Five schools build outdoor education into the daily programme of a long-term (usually 6–12
months) rural, residential experience for students at year 9 (form 3). Outdoor education is oVered in six
Universities in Victoria either as a stand alone degree or as part of a teacher training or physical education
degree, Postgraduate teacher training in outdoor education is oVered at three Universities in Victoria and
approximately one quarter of teachers who teach outdoor education in schools have speciﬁc training in this
discipline. While the situation is improving this is an ongoing issue since the majority of outdoor education
teachers are trained in physical education and therefore often lack the speciﬁc knowledge required to teach
the senior secondary curriculum which has a strong environmental emphasis.
1

If the issue of out-of-school accidents, safety issues and comparative accident statistics is one that the inquiry would seek
evidence on, please specify the issues and we will oVer comment.
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8.2.2 Outdoor education is also oVered in schools and is supported by curriculum frameworks in South
Australia, Western Australia, Northern Territory, New South Wales, Tasmania and Queensland. The
purposes and practices are varied with diVerent emphases in each state and a range of support structures.
Victoria and Queensland in particular are relatively well supported with speciﬁc education centres staVed
and resourced to provide outdoor education experiences for students from government schools. This form
of outdoor education is however, usually extra-curricular and therefore short term and fragmented. The
inclusion of outdoor education in the school curriculum allows for a more coherent educational programme.

8.3 Friluftsliv: The Norwegian approach to out-of-classroom learning
8.3.1 The Norwegian term “friluftsliv” can be roughly translated as “outdoor nature life” and embraces
a range of physical activities in the countryside, most of which have cultural and environmental dimensions.
It is a widespread social phenomenon and in a sense friluftsliv is a deﬁning aspect of national identity. Almost
all Norwegians would have experienced it at school and many continue to do so with family and friends. In
these terms it would be well understood by most Norwegians and in terms of educational policy its provision
is uncontested.
8.3.2 The role friluftsliv plays in the Norwegian school-system is deﬁned through the national curriculum
for secondary schools. Friluftsliv is mentioned as a supplementary subject for a variety of school-subjects,
although it is especially connected to physical education. However, this should not be taken to mean that
it is considered a primarily physical pursuit, rather that the role of PE teachers is somewhat broader than
in the UK.
8.3.3 In school years 6 to 16 (Primary and Secondary Modern schools) pupils are entitled to experience
nature and learn about the interaction of man and nature in former and contemporary times. The pupils
are expected to develop their outdoor skills and gain an understanding of the fragility of nature.2 Students
are requested to develop an understanding of friluftsliv’s role in cultural identity, the joy of movement and
the joy of “life”. The main activities taught to do so, primarily to allow journeys in the Norwegian landscape
and include introduction to canoe-paddling, winter-friluftsliv, camp-craft skills and orienteering. This is
reﬂected in the training of “Secondary Modern” school teachers.
8.3.4 Many of Norwegian schools have a one-day module out-of-doors course (Uteskole/Læring i friluft)
with a systematic pedagogical content. Uteskole is a working method where parts of daily school-life are
moved outside to nearby local areas. They are supported in doing so by the national education plan which
encourages schools to take students outside one day a week.
8.3.5 Norway also has a system of “local authority outdoor education centres” (Leirskole) and over 62,000
pupils visited one in the school year 2003–04. This amounts to 10% of all pupils in the secondary age-range.
The aim of this provision is to achieve a deeper understanding of nature and holistic ecological
understanding. The intention is that in the 10 years of secondary education every school pupil in Norway
will follow a 7–10 day course at a Leirskole.3
8.3.6 Friluftsliv can be followed in-depth within the Norwegian “Folkhighschool” movement. In English,
the name “folk high school” often gives a misleading impression. “Residential adult college”, “residential
enrichment academy”, “experiential academy” or even “folk school” would be more apt modern
descriptions. The typical range of age of students is between 18 and 25 years and the courses normally last
for nine months. Each school has its own proﬁle, but in general, the Norwegian folk high schools teach
classes covering a variety of interest areas, including arts, crafts, music, sports, philosophy, theatre, media,
photography, outdoor activities etc. With about 90 of these schools in Norway of which more than 40 oVer
or specialise in “Friluftslivlinjer”, the Folkhighschool is perhaps the deepest educational manifestation of
Norwegian friluftsliv.
8.4 The cases of Sweden, Denmark and Finland are similar to that of Norway but there are speciﬁc
cultural diVerences in approach and provision. The above examples are characterised by a depth of
provision through which many aspects of curriculum are taught to as high a proportion of the school
population as possible. It should be noted that whilst in many countries there is little attempt to embed outof-school experiences in the formal curriculum there is often a stated linkage with personal and social
education. In most of our studies of international approaches to outdoor learning, where a real eVort is made
to approach broader environmental and other curricular issues these countries develop and implement
detailed curricular guidelines.
8.5 One point of interest is that in many cases the countries we are familiar with developed their national
approach to outdoor learning after detailed consideration of the approach taken in the UK in the 1960s and
1970s. In particular the carefully constructed and wide-scale provision in the Lothian Region of Scotland
was widely regarded as the ideal model. Several decades of erosion have left such provision in a poor state,
not dissimilar to the rest of the UK, whilst several of those countries which adapted the model to suit their
own situation now have extensive curricular provision.
2
3

National Curriculum (4th and 5th form) (1997) kroppsøving og l97: mål for mellomtrinnet (8.-10. Klasse).
www.leirskole.no.
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8.6 Further details of provision in Australia, Norway and New Zealand are provided as separate
attachments and guidance on sources for a number of other countries (eg Canadian Provinces, Czech
Republic, Germany, Poland, Singapore, Switzerland and a number of other countries) can be provided
on request.
NEW ZEALAND: OUTDOOR EDUCATION IN THE HEALTH AND PHYSICAL EDUCATION
CURRICULUM
Outdoor education makes a unique and signiﬁcant contribution to the development of the essential skills
described in The New Zealand Curriculum Framework. In this document the case for inclusion for outdoor
education is stated as providing students with “opportunities to develop personal and social skills, to
become active, safe, and skilled in the outdoors, and to protect and care for the environment”.
The following extracts from the document provide both the rationale and location of outdoor education
in the curriculum.
Outdoor education includes adventure activities and outdoor pursuits. Adventure activities foster
students’ personal and social development through experiences involving co-operation, trust, problem
solving, decision-making, goal setting, communication, leadership, responsibility, and reﬂection. Through
outdoor pursuits, students develop particular skills and attitudes in a range of outdoor settings. Outdoor
pursuits include biking, orienteering, bush walking, tramping, camping, kayaking, sailing, following rope
trails, and rock climbing.
In outdoor education programmes, the four dimensions of hauora are enhanced through safe,
challenging, and enjoyable learning experiences in the outdoor environment.
Through the socio-ecological perspective, students will investigate the importance of the outdoor
environment and outdoor activities to the well-being of all New Zealanders. They will critically examine
social, cultural, scientiﬁc, technological, and economic inﬂuences on outdoor activities, on the environment,
and on how the environment is used.
The enhancement of hauora through outdoor education requires school-wide policies and procedures to
ensure that appropriate activities, safe practices, and the most suitable community resources are selected,
used, and evaluated.
In developing outdoor education programmes, schools should:
1.

make use of the school grounds and the immediate local environment;

2.

make the most of opportunities for direct experiences that can be completed in a school day;

3.

provide relevant, challenging learning programmes that oVer opportunities for reﬂective
thinking skills (including critical reﬂection skills, where appropriate) and that can be provided
within a realistic budget;

4.

ensure that appropriate resources and skilled personnel are available; and

5.

follow safe practices and comply with legislative requirements.

Students require a range of structured, sequenced, and developmentally appropriate learning
opportunities in outdoor education. These include:
1.

adventure activities and outdoor pursuits that focus on physical skill development, fun, and
enjoyment;

2.

adventure activities and outdoor pursuits that focus on the development of personal and
interpersonal skills;

3.

learning about the traditions, values, and heritages of their own and other cultural groups,
including those of the tangata whenua;

4.

opportunities to learn about the environmental impact of outdoor recreation activities and
to plan strategies for caring for the environment;

5.

planning strategies to evaluate and manage personal and group safety, challenge, and risk;

6.

ﬁnding out how to access outdoor recreation opportunities within the community.

7.

develop and apply, in context, a wide range of movement skills and facilitate the development
of physical competence;

8.

develop a positive attitude towards physical activity by accepting challenges and extending
their personal capabilities and experiences;

9.

develop and apply a knowledge and understanding of the scientiﬁc, technological, and
environmental factors that inﬂuence movement; and

10. develop and apply knowledge and understanding of the social and cultural factors that
inﬂuence people’s involvement in physical activity.
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In terms of relationships with other people, students will:
1.

come to understand the nature of relationships;

2.

increase their understanding of personal identity and develop sensitivity to, and respect for,
other people; and

3.

use interpersonal skills eVectively to enhance relationships.

In terms of healthy communities and environments students will:
1.

ﬁnd out how societal attitudes, values, beliefs, and practices aVect well-being;

2.

identify the functions of resources and services that support well-being, ﬁnd out about their
availability, and identify the roles of individuals and groups that contribute to them;

3.

understand the rights and responsibilities, laws, policies, and practices that relate to people’s
well-being; and

4.

understand the interdependence between people and their surroundings and use this
understanding to help create healthy environments.

The above information was extracted from the New Zealand Curriculum Framework. For further
information see:
New Zealand Ministry of Education (1995) Education Outside the Classroom. Guidelines for
Good Practice.
New Zealand Ministry of Education (1992) Anywhere, Everywhere. EOTC Curriculum
Guidelines for Primary Schools, Secondary Schools, and Early Childhood Centres.

OUTDOOR EDUCATION IN THE SCHOOL CURRICULUM IN AUSTRALIA
Outdoor education has existed in schools in Australia since the 1960s and is particularly well established
in the state of Victoria where it has been taught as a discrete subject in the P-10 and senior secondary
curriculum since 1989. For information on this curriculum framework and assessment procedures please
refer to www.vcaa.vic.edu.au/vce/studies/outdoor/outdoorindex.html
In Victoria over 100 secondary schools oVer outdoor education as a subject at senior school level and most
secondary schools (approximately 460), oVer some form of outdoor education (see Lugg and Martin, 2001).
Five schools build outdoor education into the daily programme of a long term (usually 6–12 months) rural,
residential experience for students at year 9 (form 3). Outdoor education is oVered in six Universities in
Victoria either as a stand alone degree or as part of a teacher training or physical education degree, Post
graduate teacher training in outdoor education is oVered at three Universities in Victoria and approximately
one third of teachers teaching outdoor education in schools have speciﬁc training in this discipline. While the
situation is improving this is an ongoing issue since the majority of outdoor education teachers are trained in
physical education and therefore often lack the speciﬁc knowledge required to teach the senior secondary
curriculum which has a strong environmental emphasis (see Lugg, 1999; Lugg and Martin, 2001).
Outdoor education is also oVered in schools and is supported by curriculum frameworks in South
Australia (see Picket and Polley, 2003), Western Australia, Northern Territory, New South Wales,
Tasmania and Queensland (www.education.qld.gov.au/schools/environment/outdoor/). The purposes and
practices are varied with diVerent emphases in each state and a range of support structures. Victoria and
Queensland in particular are relatively well supported with speciﬁc education centres staVed and resourced
to provide outdoor education experiences for students from government schools. This form of outdoor
education is however, usually extra-curricular and therefore short term and fragmented. The inclusion of
outdoor education in the school curriculum allows for a more coherent educational programme.
A copy of a Benchmark study of senior secondary outdoor education curriculum has been included with
this report as has a copy of the study design for Outdoor and Environmental Studies in the Victorian
Certiﬁcate of Education).
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FRILUFTSLIV: THE NORWEGIAN APPROACH TO OUT-OF-CLASSROOM LEARNING
The Norwegian term “friluftsliv” can be roughly translated as “outdoor nature life” and embraces a range
of physical activities in the countryside, most of which have cultural and environmental dimensions. It is a
widespread social phenomenon and in a sense friluftsliv is a deﬁning aspect of national identity. Almost all
Norwegians would have experienced it at school and many continue to do so with family and friends. In
these terms it would be well understood by most Norwegians and in terms of educational policy its provision
is uncontested.
The role friluftsliv plays in the Norwegian school-system is deﬁned through the national curriculum for
secondary schools (Laereplanverket for den 10 aarige grunnskolen). Friluftsliv is mentioned as a
supplementary subject to a variety of school-subjects, although it is especially connected to physical
education. However, this should not be taken to mean that it is considered a primarily physical pursuit,
rather that the role of PE teachers is somewhat broader than in the UK.
In school years six to 16 (Primary and Secondary Modern schools) pupils are entitled to experience nature
and learn about the interaction of man and nature in former and contemporary times. The pupils are
expected to develop their outdoor skills and gain an understanding of the fragility of nature.4
The curriculum for “Secondary Modern” school teachers (allmenlaererutdanning). PE (Kroppsoeving)
comprises four areas:
— Development of motor senses.
— Games.
— Sports, dance, Friluftsliv (outdoor education).
— Didactics of physical education.
Students are requested to develop an understanding for friluftsliv’s role in cultural identity, the joy of
movement and the joy of “life”. The main activities taught to do so, primarily to allow journeys in the
Norwegian landscape and include introduction to canoe-paddling, winter-friluftsliv, camp-craft skills and
orienteering.
Many of Norwegian schools have a one-day module out-of doors course (Uteskole/Laering i friluft) with
a systematic pedagogical content, such as:
— teaching through outdoor-games;
— cooking outdoors;
— creative forming out of doors;
— mathematics out of doors;
— a stream as a biotype; and
— the forest as a biotype.
Uteskole is a working method where parts of daily school-life are moved outside to nearby local areas.
They are supported in doing so by the national education plan which encourages schools to take students
outside one day a week.
Norway also has a system of “local authority outdoor education centres” (Leirskole) and over 62,000
pupils visited one in the school year 2003–04. This amounts to 10% of all pupils in the secondary age-range.
The aim of this provision is to achieve a deeper understanding of nature and holistic ecological
understanding. The intention is that in the 10 years of secondary education every school pupil in Norway
will follow a 7–10 day course at a Leirskole.5
Friluftsliv can be followed in-depth within the Norwegian “Folkhighschool” movement. In English, the
name “folk high school” often gives a misleading impression. “Residential adult college”, “residential
enrichment academy”, “experiential academy” or even “folk school” would be more apt modern
descriptions. The typical range of age of students is between 18 and 25 years and the courses normally last
for nine months. Each school has its own proﬁle, but in general, the Norwegian folk high schools teach
classes covering a variety of interest areas, including arts, crafts, music, sports, philosophy, theatre, media,
photography, outdoor activities etc. With about 90 of these schools in Norway of which more than 40 oVer
or specialise in “Friluftslivlinjer”, the Folkhighschool is perhaps the deepest educational manifestation of
Norwegian friluftsliv.
These schools which originate from the Danish boarding-school movement of the 1860s, are using
teaching principles such as Learning-by-doing, dialogue-based and experiential learning.
“The folk high schools build on a holistic view of the students and challenge them to grow
individually, socially and academically. Learning-by-doing is the basic educational philosophy of
the schools. Their core methods are dialogue-based and experiential. The schools strive for
challenging classes and courses, but the educational challenges are embedded in the personal and
4
5

National Curriculum (4th and 5th form) (1997) kroppsøving og l97: mål for mellomtrinnet (8.-10. Klasse).
www.leirskole.no.
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social growth, too. This focus on the whole person is the strength and unique character of the folk
high schools, where the point is to motivate, teach, inspire and foster commitment in you, the
student. The schools give you the freedom to learn in your own way.”6

Recent Political Measures to Foster Friluftsliv
In 2004 the Minister for Education (kultur-og kirkeminister Valgerd Svarstad Haugland) allocated six
million NOK to further the support of DNT-cabins throughout Norway (30.04.2004). These cabins are
located primarily in “wild country” and are used extensively both for recreational and educational
experiences (often journeys) through the landscape of Norway.
The minister acknowledged that Friluftsliv played a major role in cultural identity, physical activity and
relaxation. The DNT-cabins are important Friluftsliv facilities with considerable potential to foster physical
and mental health.
An amount of 33.5 million NOK is expected for the support of “leirskoler” within the new Norwegian
state budget for the year 2005.
October 2004

Memorandum submitted by the British Ecological Society

Introduction
1. The British Ecological Society (BES) is pleased to provide written evidence to the Education and Skills
Committee’s inquiry into Education Outside the Classroom. The British Ecological Society, founded in
1913, is an independent learned society with an international membership of over 4,000. Its primary
objectives are to advance and support research in ecology, promote ecological education and provide science
policy advice. Our primary involvement in terms of education outside the classroom is linked to academic
ﬁeldwork.
2. The Society supports work in this area by oVering a number of funding opportunities to further the
education of young ecologists. The BES is helping biology teachers to develop their expertise in ﬁeldwork
through sponsoring training courses specially designed for trainee and newly qualiﬁed teachers in
collaboration with the Field Studies Council. The courses include support on management of groups during
ﬁeldwork, risk assessments and practical subject-based activities and ideas. Our Education OYcer provides
advice to teachers about ecological ﬁeldwork on a one-to-one basis and is involved in delivering in-service
training (INSET) to teachers focusing on the eVective use of school grounds to enhance science teaching.
We have also developed a website: www.britishecologicalsociety.org/education to provide information and
resources for teachers.

Summary
3. The BES welcomes the Committee’s initiative to examine students’ access to experiences outside of the
classroom and exploration of the barriers that prevent this from occurring. There is strong evidence that
despite the clear educational and personal development strengths that it oVers, ﬁeldwork and other
provision for outdoor learning is declining. This is happening at a time when there is not less but indeed
more demand for people with the skills and conﬁdence to practise ecology. There are many reasons for the
decline in education outside the classroom, but the main issues that need to be addressed are:
(i)

Biological ﬁeldwork needs to be a requirement rather than an option in the Biology curriculum at
all key stages whether this is in the school grounds or elsewhere.

(ii) Speciﬁc outdoor teaching experience should be within the national curriculum for science teacher
training and should feature in continuing professional development opportunities for teachers to
rectify the shortage of experienced biology teachers who possess the skills to promote ﬁeldwork
outside the classroom.
(iii) The fear that teachers have of losing their job as a result of the occurrence of a genuine accident
remains an important barrier to the provision of outdoor experiences for young people and we are
pleased that the Secretary of State for Education recognises that staV involved with school trips
deserve more protection from the “blame culture”.
6

Cited from fælleskatalog Norges Folkehøgskole, www.folkehogskole.no/hvorfor–fhs.asp.
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The Value of Education Outside the Classroom
4. The BES strongly supports outdoor classroom education as an essential part of the curriculum,
because it allows students to connect abstract scientiﬁc ideas with “hands on” experiences. Biological
ﬁeldwork may provide the only opportunity for students to observe living animals and plants in their natural
habitat and promote a deeper understanding of the investigatory approaches that underpin the whole of
science. It places students in situations which are more unpredictable and less compartmentalised than the
conditions encountered in classrooms and laboratories. Biological ﬁeldwork is important for the future of
academic disciplines like ecology, for the science skills base and for the public understanding of science and
environmental change. There is currently a shortfall in practical skills, such as ﬁeld surveying and
identiﬁcation that are required to address pressing environmental and conservation issues.

Costs and Funding of Outdoor Activities
5. Costs are known to be a major inﬂuence on ﬁeldwork provision. Fieldwork in schools is often heavily
subsidised by parents/guardians. If ﬁeld studies organised by state schools cannot rely on a parental/
guardian ﬁnancial contribution, subsidy has to come from the school budget and compete with many other
demands. This situation is not helped as the role of the Local Education Authority adviser diminishes and
some Local Education Authorities reduce funding arrangements, thus inhibiting the role of centres in
curriculum-related provision. Only some degree of unequivocal statutory requirement will overcome this
inequality and eliminate the potential for ﬁnancial discrimination. The BES recommends that Government
funding needs to be ring-fenced to support this minimum entitlement.
6. Besides the cost of outdoor education activities, there is the cost of supply cover for the members of
staV involved in the outdoor activity. This needs factoring into funding and money should be speciﬁcally
set aside for it in addition to the direct costs involved.
7. Teachers are ﬁnding it increasingly diYcult to take young people away from school outside of the
regular school day. DiYculties in trying to position residential ﬁeldwork within the curriculum often result
in such activities running at weekends or during holidays. This has implications for staV time and student
motivation. Students in A-level or University are often in part-time employment and are therefore less
willing to attend such courses.
8. The cost of Government not funding outdoor education is signiﬁcant. The ability to address important
environmental issues, such as the impact of climate change, will be undermined in the future if there is not
a strong skills base in certain areas such as ecology and taxonomy. This will in turn have a signiﬁcant impact
on our ability to understand and manage changes to biodiversity and other natural resources in the future.

The Place of Outdoor Learning within the Curriculum
9. The BES believes outdoor education is so important that Government needs to make sure that it is a
part of every child’s education by making it a minimum statutory entitlement. Statutory guidance should
include the amount of time each child is entitled to. Part of this minimum entitlement should be earmarked
for science and include ﬁrst hand environmental/ecological experience.
10. Biological ﬁeldwork should be a requirement rather than an option in the Biology curriculum at all
key stages whether this is in the school grounds or elsewhere. Practical experience and observations outside
of the classroom are essential for biological education. Even urban schools may be able to oVer students
valuable ﬁeld-based educational experiences within their grounds or immediate environs.

External Assessment of Provision
11. The OYce for Standards in Education (Ofsted) inspections should include observations on ﬁeldwork
activities and judgements made about schools’ provision for outside learning opportunities. A guidance
booklet for schools including exemplar material to provide clear advice to Head teachers on what constitutes
best practise in provision of ﬁeld based learning would be helpful.

Organisation and Integration within Existing School Structures
12. Good ﬁeldwork is essential for young people’s learning in biology and should be integrated into the
curriculum, not viewed as an additional exercise. Opportunities for providing students with educationally
valuable experiences outside the classroom already exist within present school structures but they need to
be highlighted, prioritised and made more accessible to teachers and their students.
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Qualification and Motivation of Teachers and the Effect on Teacher Workload
13. There is now a critical shortage of biology teachers with the academic and professional skills to
support planning and organising ﬁeldwork in both schools and universities. Teachers, including trainees,
need much more support in developing the skills, conﬁdence and commitment to deliver out-of-classroom
activities. There are presently no clear recommendations for outdoor teaching experience of biology
ﬁeldwork within the national curriculum for teacher training in science. Therefore, a minimum entitlement
for every trainee teacher specialising in science to have experience in leading a ﬁeldwork activity is needed
to rectify this deﬁciency.
14. The opportunities for continuing professional development in outdoor education are minimal. There
needs to be a programme of low cost professional development courses for teachers to address their needs.
These should include workshops and manuals covering diVerent ﬁeldwork methodologies and project ideas
as well as help with assessing and managing risk. External funding should be made available for teachers to
attend these courses.

The Fear of Accidents and the Possibility of Litigation
15. Too many young people are being deprived of outdoor activities because their teachers fear being
sued. Teachers have a very real fear of losing their job as a result of making an alleged misjudgement and
although the perceived fear may far outweigh the reality, it remains an important barrier to the provision
of outdoor experiences for young people. Schools are no longer running as many trips, especially overseas.
16. In a move to protect its members’ interests, one teaching union has been advising against taking
school trips since February 2004. This only serves to heighten the fear that exists among teaching staV. We
embrace the statement from the Secretary of State for Education in support of being able to oVer children
some form of residential experience. The move expressed by the Secretary of State to protect teachers from
the “compensation culture” is also most welcome.
17. The paper work required for risk assessment and planning of school trips is important but at times
excessive. The extra time and burden that the preparation of these documents places on teachers’ means
that they are discouraged from running ﬁeldwork. There is a need to rationalise the amount of bureaucracy
involved by streamlining existing structures and providing a single, common pro-forma for risk assessment
of outdoor learning activities. An established protocol should be put in place and supported by all
stakeholders including teaching unions and government departments.

How Provision in the UK Compares with that of Other Countries
No comment.
October 2004

Memorandum submitted by the Museums Association

Overview
Museums oVer some of the most signiﬁcant opportunities available to schools to extend students’ learning
outside the classroom. They can bring the curriculum to life. Roman history suddenly seems much more
real when you can handle the pots and coins a citizen of the Roman Empire might have used. Every child
learning about dinosaurs should have the opportunity to come face to face with the fossilised remains of
one. A student may think that they are no good at art until they have the chance to work with a practising
artist in a museum. As well as their obvious contributions to art, history and science, museums make
contributions across the whole range of the curriculum.7
Like other out-of-classroom learning opportunities museums can engage students who are turned oV by
formal learning, with the chance to learn by imagining or doing. They give students the opportunity to
experience a completely diVerent environment, swapping a classroom for the kitchens of a Tudor house or
a coalmine, 300 feet underground.
Recent investment has strengthened the quality and range of educational provision in museums.
However, there are still barriers which prevent many schools making as much use of museums as they might.
The cost of transport means that many schools in more remote or rural areas miss out on the full richness
of the experience that museums have to oVer. And additional resources have largely been concentrated in
7

Research into the projects funded by the Department for Education and Skills, Museums and Galleries Education Programme
2, found that 45% of sessions addressed literacy, 41% citizenship, 32% ICT and 20% numeracy, as well as the more expected
history, art, geography and science. (DfES, 2004)
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a small number of museums, meaning that the education potential of others is seriously under-developed.
This response contains some proposals for targeted investment, which would greatly increase the
opportunities available in museums for education outside the classroom.

1. Background
1.1 The Museums Association (MA) is an independent membership organisation representing museums
and galleries in the UK and people who work for them. The Association has over 5,000 individual members
and 600 institutional members. These institutional members encompass around 1,500 museums in the UK
ranging from the largest government-funded national museums to small volunteer-run charitable trust
museums. The MA is a charity, receiving no government funding, which seeks to inform, represent and
develop museums and people who work for them in order that they may provide a better service to society
and the public.
1.2 This inquiry is concerned both with out-of-classroom learning in general, and with outdoor education
in particular. Many museums oVer opportunities for outdoor learning. Some farming museums, historic
house museums, industrial museums and social history museums preserve whole landscapes and
townscapes, and give children the opportunity to enjoy the particular challenges of learning in the open air.
However, in this response, the MA has looked at out of classroom learning in a broader sense, in order to
encompass the whole range of experiences, which museums have to oVer.
1.3 Museums increasingly oVer a range of outreach activities to schools and do not only interact with
schools on the museum site. They support a range of out of classroom learning activities. Natural history
specialists might organise ﬁeldwork, which drew on the museum’s collections. Museum archaeologists can
assist with the interpretation of archaeological sites, and social historians can help children to see their own
environment in a new light.

2. Introduction
2.1 In 2003, the MA launched a proposal that the Government should fund a free museum visit for every
school child every year. We can supply the Committee with copies of the leaﬂet which outlines the proposal.
In brief, the scheme looks at ways in which the most signiﬁcant barriers to greater use of museums by schools
can be overcome.
2.2 Estimates suggest that around 50% of school children already visit a museum on a school visit every
year. This is encouraging, but there are clearly missed opportunities. Participation is much higher among
primary schools than secondary schools, suggesting that museums’ potential to provide more sophisticated
and challenging learning experiences for older students is under-exploited. Transport costs are a signiﬁcant
barrier, meaning that children’s experience of museum visiting is often circumscribed by their immediate
geographical area. Many schools ﬁnd it diYcult to cover teachers’ absences so that they can prepare for, as
well as lead, school visits. And while teachers and students value sessions which are led by specialist museum
educators, many museums are unable to provide such direct teaching for school groups.
2.3 The MA proposes a scheme whereby the Government would provide funding to schools to use for
visits to museums. Such a scheme could of course be extended to include other out-of-school learning
opportunities, such as the historic environment and the countryside. Our research suggests that an average
of £10 per child each year would enable every child to enjoy a high quality taught session at a museum, or
other site. The largest element of this would cover the school’s costs, paying for the cost of transport and
supply cover for teachers preparing and leading the visit; the remainder would pay for the delivery of a highquality session taught by a specialist educator at the museum. A comprehensive web-based directory (which
could build on existing online resources) would make it easy for teachers to ﬁnd out what sessions were
available at museums.
2.4 This is an average cost. Some urban schools, which could take advantage of free local transport would
require much less funding, while rural schools and those in remote areas might require more. While a
universal roll out of the scheme would be expensive (estimated at £64 million per annum for England, based
on 6.4 million 4–16 year-olds in schools), it could feasibly be targeted in the ﬁrst instance at those areas where
take-up of out of school learning is poor, either because of a lack of regional facilities, or because of poverty
and social exclusion.
2.5 It is important to acknowledge that improving museums’ service to schools has been a major focus
of the Government’s investment in regional museums through the Renaissance in the Regions programme.
Since this funding is still at an early stage, it is too soon to assess its impact. However, although welcome,
the funding is limited to a relatively small number of regional museums. There are many more museums
with the potential to provide an excellent service to schools, but which do not meet the other criteria for
funding through Renaissance in the Regions.
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2.6 Since 1999, the Department for Education and Stills has provided funding for education work in
museums and galleries, through the Museums and Galleries Education Programme, phases 1 and 2. This
investment has funded innovative projects, with a high rate of satisfaction from both teachers and students.
However, a limitation of this funding was that it was project-based. Museums were only able to employ
additional staV on a temporary or casual basis, which meant that skills and expertise were lost when the
projects ended. They were not able to develop such strong relationships with schools as a longer-term
programme of investment would oVer.
2.7 One compelling argument for increasing schools’ use of museums and other out of class room
learning venues is that people who visit regularly as children are much more likely to return as adults.
Broader school use helps to ensure that as many people as possible beneﬁt from national cultural and natural
resources throughout their lives. Museums are also increasingly developing after-school activities; school
visits can help to encourage children to take up these after-school opportunities.
3. Barriers to the development of out of classroom learning
3.1 The inquiry’s terms of reference specify a number of possible barriers to the expansion and
development of out of classroom learning. This section of our response reﬂects on some of these in the
context of museums.
3.2 Costs and funding. Cost is often perceived to be a non-issue as far as museum visits are concerned:
since 2001, additional government funding has enabled all national museums to oVer free entry; most local
authority museums are also free. However, independent museums, which rely mainly on self-generated
income, still have to charge for admission. Independent museums make up over a third of all Registered
museums, and often oVer the only museum provision in more remote or rural areas.
3.4 Furthermore, many museums make a special charge for a taught session for school groups; those that
do not have to subsidise the service out of other income, and are always oversubscribed. A funding stream
which allowed schools to pay for high-quality taught sessions at museums would enable museums to expand
their capacity as well as ensuring that schools continued to visit independent museums: many independent
museums report that their school visits are falling as schools chose instead to visit free museums in their
area. If this trend were to continue it would mean that students missed out on the chance to visit some of
the important surviving examples of our industrial and cultural heritage.
3.5 As with other forms of out of classroom learning, the cost of transport to museums can be prohibitive,
especially for schools not able to make use of public transport. Funding which covered transport costs would
allow greater equality of access, so that children growing up in rural areas can have the same opportunities
to enjoy their heritage as those in urban centres.
3.6 External assessment of provision. The current Registration scheme for museums is run by the
Museums, Libraries and Archives Council (MLA). It is about to be relaunched as Accreditation; and it
provides quality control over museums and the services they oVer. MLA has also developed a highly
regarded framework, Inspiring Learning for All, which helps museums to improve their approach to
learning provision. Nevertheless, museums remain outside a mainstream educational assessment
programme. We believe that museums would welcome tougher assessment of their educational provision,
if such a scheme was backed up with additional support and helped to bring them closer to the educational
mainstream.
3.7 Integration with existing school structures and the motivation of teachers. We believe that there is great
potential for museums to work more closely with schools and in particular to explore ways of providing
training and development opportunities both for schools and museum educators. One possible model might
be a programme of secondments whereby teachers could spend some time working in a museum, and
museum educators (who are mostly qualiﬁed teachers) could spend some time working in schools. The
Museums Association has experience of running a successful secondment scheme, the Sharing Museum
Skills Millennium Awards and we believe that a relatively small amount of funding could unlock substantial
beneﬁts through such a secondment scheme.
3.8 We believe that there is scope for increasing the emphasis on out of classroom learning in initial
teaching training. This would help to build teachers’ conﬁdence in leading visits to museums and other
venues, and increase their understanding of the potential of out of classroom learning opportunities.
3.9 Museums could also help with mid-career training for teachers, including helping them revitalise their
approach to their subject specialisms. The chance to work alongside experts in their specialist ﬁelds, and to
work with internationally signiﬁcant collections could be very motivating for teachers.
3.10 How provision in the UK compares with other countries. We understand that the Ministry of Culture
in the Netherlands has operated a culture voucher scheme for school children to enable them to access
cultural opportunities such as theatre and museum visits. The scheme provided a voucher, which could be
redeemed at a range of venues, either by groups or individual children.
October 2004
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Memorandum submitted by the Association of Heads of Outdoor Education Centres

Summary
This submission by the Association of Heads of Outdoor Education Centres oVers written evidence to
the Education Select Committee Inquiry into Education Outside the Classroom. It supplies an introduction
to the very long-standing tradition of high quality outdoor education within United Kingdom. It examines
the costs and cost implications; the place of outdoor education within the curriculum; assessment of
provision; reaction to fear of accidents litigation. It oVers ﬁve recommendations which would both address
any barriers to the safeguarding of existing and future provision of quality outdoor education as well as any
expansion and development of out of classroom learning.

Contents
Introduction and background
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Assessment of provision
Qualiﬁcation and motivation of teachers and the eVect on teacher workload
Fear of accidents and possibility of litigation
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Paragraph 1
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Paragraph 4
Paragraph 5
Paragraph 6
Paragraph 7

1. Introduction and Background
1.1 The Association of Heads of Outdoor Education Centres represents Heads of Centres and Deputy
Heads of Centres of a wide range of outdoor education centres in the UK. The majority of which are owned
and maintained by Local Authorities and charitable trusts. They provide a very varied range of both
residential and day visit courses for young people and adults covering a variety of habitats, environments,
ﬁeld courses and adventure activities. They also provide training and assessment opportunities for National
Governing Body Awards.
1.2 Outdoor Education is a general term used to embrace many and varied types of activity undertaken
by primary, secondary and special school students in a wide range of contexts—outdoor and residential
visits; ﬁeld work; outdoor adventurous activities.
1.3 Britain has a long tradition of quality outdoor education.
These centres provide a variety of out of classroom education opportunities which include day visit
opportunities and short stay residential outdoor education courses. Courses and programmes are negotiated
with each participating group and can include adventure activities, personal, social, health and citizenship
education, leadership and team building, examination based ﬁeld work, environmental education and
courses in art, music history, Physical Education etc which support curricular work in schools and enrich
the educational experience.
1.4 Outdoor education and out of school visits give depth and breadth to the curriculum and make
important contributions to a students physical, personal and social education.
1.5 Schools from primary, special and secondary sectors undertake a wide range and variety of out of
classroom activities and outdoor education experiences for their students. This includes a wide range of day
visits; participation within the Duke of Edinburgh Scheme as well as a range of commercially provided
overseas expeditions. Organisations frequently require support and advice from the AHOEC
1.6 The AHOEC has an agreed and established Mission Statement which states that it will promote
excellence in the management of centres providing personal development through high quality outdoor
education.

2. Costing
2.1 Outdoor education and education outside the classroom has a precarious existence due to the absence
of dedicated funding. The funding circumstances of outdoor education were examined and supported by
the Government during the work undertaken with reference to Modernising Local Government Finance
and Fair Funding in 2000–01. Progress was made but further work is now required which would safeguard
existing provision, assure sustainability and enable.
2.2 Fee levels inhibit participation by children within certain deprived socio-economic groupings. Present
and short term future budget pressures will result in an increase of fee level and will exacerbate the extent
of inhibition of attendance by those whose level of deprivation would beneﬁt most from the experiences
provided.
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Recommendation 1
The Select Committee is recommended to look at ways of ensuring the continuing ﬁnance of out of classroom
education and in particular existing outdoor education provision. Funding mechanisms need to be identiﬁed
which would safeguard and maintain the ﬁnancing of existing provision as well as expanding the opportunities
to meet the needs of pupils who suVer social and economic deprivation.
3. Outdoor Learning Within the Curriculum
3.1 Outdoor education and outdoor and adventurous activities fail to realise the maximum positive
potential in the personal development of young people within education due to the fact that there is no
statutory requirement for their inclusion within the curriculum.
3.2 The curriculum is overcrowded thus limiting opportunity and making progress dependant upon the
commitment and dedication of particular Local Authorities and other committed organisations and the
committed work of a minority but eVective core of head-teachers and teachers. There is an opportunity to
address the issue through the implementation of the vision stated in the ﬁve year plan for education and
through the implementation of the Tomlinson Report as announced on 18 October.
3.3 Formative out of classroom education experiences have been impaired by the gradual loss and decline
in appropriate and safe outdoor spaces surrounding school locations. The sell oV of land for development
and income generation has had a negative impact.
3.4 However the beneﬁts of high quality outdoor education experiences were highlighted in the recently
published Ofsted Survey on Aspects of Good practice in Outdoor Education. This report focussed on a
sample group of 15 outdoor centres across England and Wales.
3.5 A large number of schools have developed their own out of school education and outdoor education
policies which support a rich, well designed and broad curriculum. This additional breadth of experience
provides essential opportunities for learning, discovery, problem solving, risk recognition and management,
creative writing, art music. In addition to opportunities to develop self conﬁdence, social and emotional
skills and maturity.
3.6 Many have a longstanding commitment to residential centres and many are dependent upon their
visit to fulﬁl their examination syllabus ﬁeld work, especially in geography and biology. However, there is
concern that there has been a signiﬁcant reduction in geographical ﬁeldwork and to a lesser extent a
reduction in biological ﬁeldwork participation over the past two to three years. This is largely attributable
to the curricular pressure of AS level examinations, and to the escalating cost of courses.
Recommendation 2
The Select Committee is recommended to:
(i) examine ways of encouraging wider participation in outdoor education and education outside the
classroom by enabling opportunities to support and develop use of the wider environment within the
core curriculum.
(ii) investigate further the decline in participation of examination syllabus ﬁeldwork and look at ways of
encouraging and supporting participation.
4. Assessment of Provision
4.1 Outdoor education centres provide a wide range of activities which are subject to Licensing under
the young Persons Safety Act and are regularly inspected by the Adventure Activities Licensing Authority
(AALA). In addition they are often subject to an LA internal Monitoring and Evaluation system, as well
as external assessment by National Governing Bodies.
4.2 Both external and internal assessment do not create barriers to provision, on the contrary they both
support and enable quality and safe provision. However, Ofsted inspections of schools do have a negative
impact on the participation of children in out of school activities at both Key Stages 2 and 3. This is
particularly evident in the lack of take up of opportunities in the weeks immediately prior to and inspection.
These inspections currently take place at prime time for optimum weather and climate conditions in May .
4.3 Outdoor education centres provide courses, which have a very direct curricular relevance and
contribution, however, they are often placed at a disadvantage in the fact that they do not receive directly
any information and circulars from the DfES.
Recommendation 3
The Select Committee is recommended to consider:
(i) the impact that Standard Assessment Tests and their calendar timing may have on out of classroom
education opportunities.
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(ii) the allocation of a full DfES identity number to each centre to enable them to receive routine and
relevant information in the same way as it is supplied to schools.

5. Qualification and Motivation of Teachers and the Effect on Teacher Workload
5.1 Classroom and is exacerbated by the “workforce remodelling” programme, which could limit the
number of hours available for school visits.

6. Fear of Accidents and Possibility of Litigation
6.1 Over the past few years the Government has placed signiﬁcant emphasis on the beneﬁts and values
of outdoor education and adventurous activities. This was supported in the three guidance documents
Standards for Adventure, Standards for LEA’s in Overseeing Educational Visits and Handbook for Group
Leaders, published as supplements of the original guidance Health and Safety of Pupils in Educational
Visits.
6.2 These supplementary guidances were aided by the provision of signiﬁcant funding, on a time framed
basis, to provide training courses in support of Educational Visits Co-ordinators which were to be in place
at every school by August 2003.
6.3 The Guidance Documents and the supporting training opportunities have been positive in supporting
teachers to undertake out of school visits and activities. This will be further supported through the
development of a group-leader training scheme. These initiatives will assist in ensuring sound planning and
risk assessment and reduce the fear of litigation.
6.4 There is however, a need to ensure that there is both opportunity and funding for Continuing
Professional Development of teachers and other adults within Local Authorities to support the progress of
safe and eVective out of classroom and outdoor education. In addition there is a need to include out of
classroom learning and outdoor education within Initial Teacher Training programmes.
6.5 There is particular concern at present with the restriction of participation by younger teachers due to
the impact of Department of Transport changes to the Driving Licence categories, notably the issues
surrounding a D1 Category Driving Licence. There is a need to look at eVective ways of supporting young
teachers to be able to drive minibuses and addressing the current ﬁnancial barriers to training in order to
overcome the D1 category restriction.

Recommendation 4
The Select Committee is recommended to investigate:
(i)

the growing problem of limitation of opportunity for out of classroom education due to the impact of
changes in driving licence categories by the Department of Transport.

(ii) the support of Continuing Professional Development and removal of ﬁnancial barriers to training.

7. UK Provision Compared with Other Countries
The United Kingdom has a long tradition of sound outdoor education. It pioneered a National
Governing Body training and qualiﬁcation opportunity across a wide range of outdoor adventurous
activities which supports safe leadership and participation in a range of potentially hazardous pursuits. This
qualiﬁcation and safety infrastructure is the best within Europe and the World and has been copied by many
other countries that have seen the beneﬁt of the educational enrichment and personal development
opportunities provided within the UK. Many of these such as New Zealand and Scandinavia have ensured
that outdoor education and out of classroom experiences are part of their curriculum entitlement.

Recommendation 5
The Select Committee is recommended to celebrate the variety and quality of outdoor education and out of
classroom education opportunities in the United Kingdom and look at ways of ensuring its sustainability and
future.
October 2004
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Memorandum submitted by Learning Through Landscapes, the National School Grounds Charity
1. Introduction
Learning through Landscapes
Learning though Landscapes (LTL) is the national school grounds charity. Formed in 1990 following a
four-year research project backed by the Department for Education and 14 Local Authorities, the
organisation works to promote the importance of good school grounds for children’s learning, development
health and welfare and for the beneﬁt of the wider community.
— Why?
Learning through Landscapes campaigns for children’s right to decent school grounds and helps
make school grounds better places. This is because children and young people who do not have
access to good school grounds are not getting the best start in life.
Many people do not understand the importance of school grounds to children’s learning and
development. However, they are essential, providing unique opportunities for the meaningful
participation of children in school life; for healthy exercise, creative play and making friends; for
learning through doing; for putting children in touch with the natural world and for enhancing the
delivery of subjects across the curriculum at all Key Stages from Foundation to Secondary.
— What?
LTL is the leader in the ﬁeld of school grounds and provides a “one stop shop” for any issue
relating to school grounds. LTL gives children and young people a say in the way their school
grounds are used and improved. As a result, they learn to create and look after something valuable;
their self-esteem grows and their behaviour improves, along with their potential to learn and
achieve.
— Without?
Many children have few, if any, opportunities to learn and play outdoors. Without the work of
LTL, we believe they could easily miss out on a vital opportunity to learn and be healthy and happy
in their formative years, and to gather the experiences they need to be healthy and happy adults.
Learning though Landscapes works in partnership with government, local authorities, the private sector
and the school communities themselves to improve the use design and management of school grounds.
Since 1990, LTL has worked directly with over 10,000 schools, raised over £20 million for grounds
improvement and contributed substantially to school grounds research and to new legislation and good
practice.
LTL developed and manages the DfES funded programme, “School Grounds of The Future”, has
contributed to the recent Exemplar Schools programme and worked with the Department to produce a
number of Building Bulletins, including: No. 71, “The Outdoor Classroom”, and No. 85, “School Grounds,
a guide to good practice” (Ref 1).
LTL is a founder member of the School Playing Fields Advisory Panel, which advises the Secretary of
State on applications to dispose of school playing ﬁelds.
Ken Davies
—
—
—
—
—

Chief Executive Learning through Landscapes since 1998.
Member of the School Playing Fields Advisory Panel.
Member of the former Sustainable Development Education Panel.
Trustee Council for Environmental Education.
Associate of The Landscape Institute.

Opening Statement
This evidence from Learning through Landscapes is put forward to support the case for improved
investment in the nation’s school grounds for learning outside the classroom, to identify current barriers to
progress and to make recommendations to the Government as to how these might be overcome.
2. Executive Summary and Conclusions
School grounds oVer a unique and accessible resource for teaching and learning beyond the classroom
which is available to all 7.8 million school children on a daily basis at reasonable cost. They also provide an
excellent opportunity for engaging children and young people in the use, development and management of
their own environment and for giving them a voice in the life and running of their school.
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What is more, the Government has gone a long way towards protecting school grounds against
unnecessary disposal and demonstrated a commitment to the outdoors as an essential component of the
school community.
While this has set an excellent context within which school grounds could take their rightful place within
outdoor education, there has yet to be a suYcient follow through of planning and action to make this a
widespread reality. In truth, school grounds still remain vulnerable to ﬁnancial pressures within the
education system, particularly in respect of new capital development. They remain an area of relatively low
quality associated with low investment and low academic achievement. This represents a signiﬁcant waste
of resources within the system and a wasted opportunity for children’s all round education development and
participation.
The principal blocks to progress are:
— Outdoor learning in the school grounds is not seen as suYciently mainstream within education.
— This is an area which is signiﬁcantly undervalued and of low funding priority in schools.
— Teachers are not adequately trained and experienced.
— Management and development are not suYciently co-ordinated.
— Education outputs and outcomes are inadequately researched and measured.
— The fear of accidents and litigation can be a deterrent.
To address these issues and blockages, Learning through Landscapes would like to suggest a more
eVective and dynamic partnership be developed between the Government, its schools, and the many
organisations and agencies that could positively contribute and inﬂuence development and good
management and teaching practice.
A recommended 10 point Action Plan is set out in section 5 of the Evidence.

3. The School Grounds Case
For learning outside of the classroom.
School grounds account for some 63% of the total education estate of 54,000 hectares in England.
Of this area, around 67% is for team games and the remainder is made up of children’s playspace, informal
and habitat areas and social spaces (Ref 2). These areas together support the outdoor learning, development
and social needs of some 7.8 million children and young people on a daily basis.
Given that pupils can spend up to 25% of their time at school actually outside of the classroom, school
grounds represent a collective site visit of around 1.4 billion child visitor days per annum in England.
School grounds are an environment designed and managed primarily for children and young people. They
can be readily accessed by all pupils on a daily basis without signiﬁcant additional travel and supervision
costs and there is ample research and practical evidence to show that they are of great value for teaching
and learning from Foundation Stage through all Key Stages (Ref 3, 4).
With the increase in traYc and fears for children’s safety within local communities, school grounds also
provide opportunities for vital healthy play and recreation of many kinds, as demonstrated in the recent
DfES and DCMS joint study on children’s play.
There are, however, signiﬁcant issues of quality and suitability, teacher conﬁdence and school
management which need to be addressed (see Section 4/5).
Learning through Landscapes, own estimates are that, compared with the very best practice achieveable
in schools today, the majority school grounds are used at only 30% of their true educational and social
potential.
However, where improvements are made, the results are impressive.
The 2003 LTL National School Grounds Survey (Ref 5) looked at 700 schools that had improved their
grounds in the past four years. It found that:
— 65% of schools reported an improved attitude to learning;
— 52% reported improved academic achievement;
— 73% said behaviour had improved;
— 64% reported reduced bullying;
— 84% reported improved social interaction; and
— 85% said that healthy active play had increased.
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The recent published review of research on outdoor learning by the National Foundation for Education
Research and King’s College London (Ref 4) was also very positive in this respect. This showed ample
evidence to support the role and value of school grounds in the cognitive, aVective physical/behavioural and
social impacts and learning associated with the use of the outdoor environment.
School grounds can also support the development of “oV site” outdoor learning through linked
curriculum work and by encouraging an eVective outdoor learning culture in schools.

4. Barriers to Progress
LTL research shows that school grounds in England are being substantially undervalued and
underdeveloped with the subsequent loss of opportunity, waste of precious resources and detrimental
impacts on children’s learning, welfare and development (Ref 3).
There are a number of issues and barriers to be overcome:

1. Finance
Lack of capital and revenue ﬁnance for maintenance is the reason most often quoted by schools for not
improving their grounds. Since the introduction of LMS, school grounds ﬁnance appears to have been
pushed progressively lower in the list of the schools’ spending priorities.
The signiﬁcant growth in schools capital funding since 1997 would appear to oVer great potential to
address this problem. However, early indications are that this may not be the case owing to a backlog of
other spending priorities leading to an “aVordability gap”.
The new capital spend under Building Schools for The Future and the Academies programme does not
guarantee that LEA’s and their schools can or will address this chronic school grounds problem.
LTL’s observation is that some of the new schools, and particularly some of the new Academies, are
coming on stream with school grounds that are still substantially below the standard that would be expected
of a modern educational establishment. We suggest that the reasons for this are:
— External works budgets on capital projects (particularly the soft landscape elements) are well
known to be vulnerable to cost cutting when building costs overrun because they are “last in line”.
— Educational investment in the outdoors often comes within the deﬁnition of “exceptional costs”.
— There appears to be a signiﬁcant presumption in favour of high tech indoor learning provision
which leaves little scope for investment in the outdoors.
— Architects and private education contractors seem unaware of the need to provide a balanced
whole site development which includes quality outdoor learning provision, despite the
encouragement to do this which is promoted by the DfES own Exemplar Schools project. (The
recent CABE/RIBA report, “21st Century Schools, Learning Environments for The Future”,
makes virtually no reference to the value of the school grounds despite its claim to be a project
stimulating debate about the design of learning environments. (Ref 6)
— PPP consortia often appear to have a poor understanding of the teaching and learning potential
of school grounds and there is a tendency for them to design expensive aesthetic landscapes of little
educational value.
In addition:
— Fundraising by Parent Teacher Associations lists school grounds as the third most popular target
for fundraising, indicating the extent to which this is still dependent upon voluntary eVort in the
community.

2. The Disposal of School Grounds
The introduction of new legislation to prevent the unnecessary disposal of school playing ﬁelds (Ref 7)
has had a positive impact and the case for any disposal now has to be well made. The Government is to be
congratulated on this initiative.
However, Academies are to be largely exempt and this is worrying in view of the points made in 1. above.
Also, there is potential for the loss of the children’s outdoor environment under general consents proposed
for the use and disposal of land under the Extended Schools programme.
LTL would advise that both proposals should be properly evaluated in the context of possible negative
impacts on children’s access to school grounds.
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3. Teacher Qualiﬁcation and Motivation
Apart from specialist Physical Education, Initial Teacher Training has little or no scope to equip new
teachers with the skills and experience to teach out of the classroom. There is subsequently, a considerable
lack of conﬁdence in doing this, particularly with older pupils (Ref 8).
There are also cultural barriers to be overcome.
LTL research in secondary schools (Ref 9) indicates that teachers who take their pupils out of the
classroom are perceived by colleagues to be “not working”, and there is a considerable peer group pressure
to comply with the norm of indoor teaching and learning.

4. The Curriculum and Education Development Strategies
Research shows a strong link between curriculum and education development and schools ability and
willingness to use the outdoors, particularly at Key Stages 3 and 4.
Positive curriculum and other education developments that have raised the status of outdoor teaching
and learning include:
— The Foundation Stage Early Learning Goals—which require that practitioners plan a learning
environment indoors and outdoors that encourages a positive attitude to learning through rich and
stimulating experiences (Ref 10).
— “Excellence and Enjoyment, A Strategy for Primary Schools”—which encourages schools to
enrich children’s learning out of doors through play (Ref 11).
— The introduction of Citizenship and Education for Sustainable Development and the increased
emphasis on Personal, Social and Health Education.
— Speciﬁc requirements to provide children with adequate Physical Education opportunities.
— The proposed new 14–19 Curriculum which would raise the status and value of vocational
education; including opportunities for teaching, learning and training outdoors.
— Specialist Schools with the opportunity to focus on areas of the curriculum where the outdoors is
essential or can be used to enhance learning; such as Sport, Technology, Science, Art and Business
and Enterprise.
— The introduction of the Healthy Schools Standard.
— Initiatives such as the DfES Growing Schools programme.
However, even though LTL programmes and practice over the past 15 years have shown how teaching
and learning outdoors can enrich most parts of the curriculum, including Geography, Science, Design
Technology and Art, this is not yet embedded in teaching practice across all relevant subjects.
Anecdotal evidence would suggest that “outdoor learning” is still too often equated with “vocational
learning” ie less academic/less desireable.
This will take time and eVort to turn around but the new curriculum and other developments listed above
certainly hold out the hope that we at least now have the opportunity to succeed. There is now formal
“permission” within the education system to teach and learn outdoors, if we choose to take it.
There are some detailed blocks to progress which need to be addressed in relation to current vocational
education outdoors. For example, NVQ’s do not count in league tables and this is a disincentive to investing
time and eVort in this area. Also, NVQ standards assume delivery to be work-place based and many schools
ﬁnd diYculty in getting their schools classiﬁed as such .
We have also been informed by schools that 14–16 courses do not currently qualify for vocational funding
by the Learning and Skills Council.

5. Measuring Success
For too long, advocates of outdoor learning have not been able to provide suYcient hard facts on the
beneﬁts of this activity, particularly in relation to school grounds.
This is recognised as a diYcult area of research which is also substantially underfunded. LTL believes that
such an investment would lead to signiﬁcant improvements in investment and training strategies.
The 2003 Ofsted study and report on Good Practice in Sustainable Development Education (Ref 12)
made several positive comments on the role and value of outdoor teaching and learning but this has yet to
be incorporated in any formal changes to the inspection framework.
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6. School Structure and Management
Outdoor teaching and learning in the school grounds is much stronger and better represented in the
primary sector where it is much easier to develop the necessary whole site and whole school approach to its
development and management.
In primaries, however, this is an area which must have the speciﬁc ascent and backing of the Head Teacher
and where, too often, success or failure depends on the dedication and eVort of one committed and
enthusiastic teacher.
It is not surprising therefore, that this is an area of school management which tends to ebb and ﬂow with
changes in staV and that it often becomes unsustainable.
Few schools have dedicated and suitably qualiﬁed grounds development managers within their staV and
fewer still will have anyone with speciﬁc skills or knowledge, even though the school is largely responsible
for the physical management and development of its own site.
LTL discussions with School Governor Associations has indicated a great willingness on their part to
become more aware and more involved in this area of school management but, when pressed, they ﬁnd it
diYcult to ﬁnd the time or resources to respond, given the huge workload and pressing issues that ﬁll their
current agenda.

7. Health, Safety and Litigation
The fears of teachers and their unions are well documented in this area. In this respect, LTL has had the
positive involvement of the Association of Teachers and Lecturers, but no other union to date.
The LTL 2003 School Grounds Survey indicated that accident levels were likely to fall signiﬁcantly where
a school improved its grounds and had positive management strategies (Ref 5).
Our wide involvement in school grounds programmes over 15 years would indicate that it is perfectly
possible to achieve acceptable levels of managed risk in relation to school ground activities, indeed,
thousands of schools have done so.
This would appear therefore, to be an issue which can be quite adequately addressed by good planning,
sound management and sensible investment strategies, including the involvement and support of parents
and parent groups.
Given that exposure to low levels of risk and challenge is well known to be an essential component of
children’s play, learning and development, this would indicate that such procedures should be an essential
component of good school management.

8. Comparisons With Other Countries
Given the comments above and the list of issues to be addressed, it is remarkable that the UK is highly
regarded internationally for its work in developing the case for good school grounds and for some
outstanding individual successes in its schools.
This is evidenced by:
— Learning through Landscapes managed and hosted the ﬁrst International Conference on School
Grounds in 1997, supported by the OECD.
— Work in the UK stimulated the development of the international “Learnscapes” network
involving schools and their education authorities from 19 countries.
This comes under the umbrella of ENSI, the Environment and Schools Initiative which is in turn
part of an international government based network co-ordinated by the OECD’s Centre for
Educational Research and Innovation.
The oYcial contact in England for Learnscapes is Ofsted, and the inspectorate has actively participated
in conferences and discussions. Despite many examples of individual school success, all the partners in the
Learnscapes network have identiﬁed similar barriers to the development of outdoor learning in the
school grounds:
— Outdoor learning is not suYciently mainstream within education.
— It is signiﬁcantly undervalued and underfunded.
— Teachers are not adequately trained and experienced.
— Management and development are not co-ordinated.
— Education outputs and outcomes are inadequately researched and measured.

Ev 136 Education and Skills Committee: Evidence

5. Recommendations to Government
Government has made a major advance in protecting school grounds from unnecessary disposal. Our
recommendation is that this should now be backed by a positive strategy and programme for the eVective
improvement and ongoing management of this valuable public asset so that its full educational, child
development and community value is realised.
We suggest that there are now suYcient resources within the education system to allow this to happen but
the Government will need to show further leadership in this area if there is to be progress.
Learning through Landscapes suggests a 10 point Action Plan:
— Provide clear guidelines to Local Education Partnerships about the importance of achieving whole
site design solutions, including maximising outdoor education potential in school grounds.
— Incorporate this as a key part of the ﬁnancial/education assessment and decision making process
in respect of capital investment in schools.
— Ask Ofsted to examine how the inspection framework might be developed to encourage greater
and more eVective educational use of the whole school site and ask the DfES to develop and
publish a standard of excellence to which schools could aspire.
— Examining the potential for providing schools and teachers with “on site” support and guidance
in outdoor learning and grounds development through an eVective national/regional/local
partnership with Voluntary Organisations and the wider community.
— Ask this partnership to put forward feasible and practical management options for addressing the
climate of fear and litigation surrounding outdoor education in schools and facilitate a productive
discussion between this partnership, the unions and the insurance industry.
— Initiate a dialogue with governor organisations to determine what role governors could and should
play in maximising the educational value of all their school’s assets, to include the school grounds.
— Discuss with appropriate research institutions how more eVective research can be brought to bear
to clarify the beneﬁts of outdoor learning in the school grounds and what approaches are most
eVective.
— Discuss with business leaders how to provide greater incentives and encouragement for the private
sector to support and invest in school grounds and the wider outdoor learning environment.
— Discuss with the teaching profession how to raise the status and value of outdoor learning and how
this might be linked to professional development and incentives.
— Commission a base line national survey of the state and current use of school grounds and use this
as the basis for a ﬁve year forward plan of action and improvement, similar to the recent research
in Scotland.
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Memorandum submitted by the Adventure Activities Licensing Authority
1. About the Licensing Authority
1.1 The Adventure Activities Licensing Authority (the Authority) is a cross-departmental and crossborder public authority. It is sponsored by the Department of Education and Skills (DfES) and operates
under the written guidance of the Health and Safety Commission (HSC). Its primary function is to inspect
the safety management of certain adventure activity providers, with particular attention to young people,
and if satisﬁed with the standard of safety, to issue them with a licence.
1.2 The Authority’s inspectors across England, Scotland and Wales have been scrutinising the operations
of adventure activity providers since 1996 and have generally been more than satisﬁed with the standards
of safety. On the few occasions when they have not been, the Authority has withheld the licence either until
satisfactory improvements have been made, or indeﬁnitely.
1.3 “The aim of the adventure activities licensing scheme is to give assurance that good safety
management practice is being followed so that young people can continue to have opportunities to experience
exciting and stimulating activities outdoors while not being exposed to avoidable risks of death and disabling
injury.” (Guidance to the Licensing Authority from the Health and Safety Commission on the Adventure
Activities Licensing Regulations 1996, revised 2004.) The italics are added.
2. About this Submission
Having liaised with at least some other contributors to this inquiry the Authority is satisﬁed that you will
receive authoritative, evidence based opinion on the overwhelming beneﬁts of Education outside the
Classroom. It will not reiterate their arguments but is happy to endorse them. Nor will the submission
address most of your speciﬁc topics; others are better placed to do that. Mostly it will address the issue “The
fear of accidents and the possibility of litigation”. On this the Authority is satisﬁed that it can oVer an
informed opinion supported by evidence.
3. Lives Lost and Lives Saved
There is a danger that society and the instruments of government, in trying to ensure greater safety in one
area will inadvertently create much greater danger in other areas. For example, trying to reduce accidents
outside the classroom will make it more diYcult for young people to develop a ﬁt and healthy life-style, with
a corresponding dramatic increase in the risk to their future physical as well as emotional well-being.
Moreover, the increased risk will overwhelm any reduction.
No attempt is made to suggest that any one death is more tragic or more important than any other. The
only morally robust argument is to attempt to reduce all sudden and premature deaths.
4. Accidents on School Visits
Appendix 1 shows ﬁgures for fatal accidents on school visits since 1985. There have been a total of 57.
From the ﬁgures we can see that:
51 were pupils and 6 adults.
20 were abroad and 37 in the UK.
23 were drownings.
17 were road traYc accidents.
19 involved adventure activities (approximately 1 a year).
The Authority has summary details on ﬁle for most of these.
Whilst these ﬁgures may at ﬁrst appear alarmingly high they need to be set in the context of other causes
of death amongst young people and the population in general.
5. Causes of Death in the UK with Particular Attention to Young People
5.1 To our knowledge no single government body collects ﬁgures on all causes of sudden, premature or
accidental death. As a result, there appears to be no clear overview of the Health and Safety of the Nation,
let alone the Health and Safety of Young People.
5.2 By necessity the ﬁgures have also been extrapolated or adjusted to take account of diVering recording
categories etc so as to present the best overall picture. Sources for the data are shown and more information
on the sources is available to you if you wish.
5.3 Appendix 2 sets out the main ﬁndings for causes of death in all age groups (adults, children and young
people). It includes fatalities in all adventure activities, under all circumstances (ie led groups, peer groups,
and individuals) and compares this ﬁgure with fatalities in other areas.
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Signiﬁcant ﬁndings include, per annum:
130,000 deaths for cancers.
120,000 deaths from heart attacks.
110,000 deaths from smoking related illnesses and conditions.
30,000 deaths from obesity related condition. (This ﬁgure is rising rapidly and the age group considered
most at risk is our current school leaving generation.)
25,000 deaths from alcohol related illnesses and conditions.
These are the “Big 5” causes of death, and they are all, one way or another, life-style causes. In other words
we could choose to reduce or eliminate our exposure and that of our children. The most eVective way of
reducing the risk from each of the “Big 5” would be to encourage young people to develop a ﬁt and healthy
life-style.
By comparison there are, per annum:
10,000 deaths from accidents;
4,000 deaths from accidents at home;
350 deaths from accidents at work;
150 deaths from adventure activities (under all circumstances); and
1 death on school visits as a result of adventure activities.
Appendices 2 and 3 give further statistics which help to provide the missing over-view.
5.4 Obesity
Ian Campbell, Chair of the National Obesity Forum is reported (in Children Now magazine—6 October
2004 issue) as saying that while healthy eating campaigns in schools and on television had achieved “an
awful lot of impact”, the Government had been slower to wake up to the fact that physical activity was
equally important.
5.5 Clearly there is a recognition that the Government’s focus on ﬁtness and health will have to increase
dramatically. There is no simple solution to the obesity problem, and equally no risk-free solutions.
However the beneﬁts, in terms of lives saved and money saved by the Department of Health etc, are selfevident.
5.6 Suicide
Appendix 3 shows the annual causes of death for our young people. Signiﬁcant amongst the data are the
facts that:
Twice as many young people commit suicide than are murdered. Moreover, the great majority (ﬁve out
of six, some commentators say) of the murders are committed by someone within, or close to, the victim’s
family. The occurrence of “stranger danger” is therefore very low but society’s reaction to it is overwhelming
to the point that we will not allow our children the opportunity to develop a ﬁt and healthy life-style.
Ironically, the reasons given are purported to be in the child’s greater interest. The statistics do not
support this.
There are approximately 1,000 suicides annually in the age range 15–24 years. (Many coroners will agree
that the ﬁgure is almost certainly much higher. For one thing, it is very diYcult to prove “beyond all
reasonable doubt” that someone found dead actually committed suicide.) The Samaritans report that the
greatest single cause, particularly among young men, is leaving school with low self-esteem and no sense of
self-value.
5.7 Adventure activities (and indeed many activities outside the classroom) are well known for improving
self-esteem and a sense of self-worth. Many lives can clearly be saved by not only allowing, but actively
encouraging young people to become involved in these activities.
5.8 At any given time there are 10,000 pupils permanently excluded from school. Again, adventure
activities and similar, have a proven record for helping young people to re-engage. The cost in terms of
human lives of this disengagement, as manifested in street crime, car crime, drug crime etc is assumed to be
high, although diYcult to quantify.
5.9 Conclusions
(i)

Government needs to encourage, to a much greater extent than at present, all young people to
develop a ﬁt and healthy life-style both physically and emotionally in order to combat the
enormous threat they face tp their future health and well-being.
(ii) Government need to recognise that there are no risk-free solutions to these problems.
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6. Litigation
6.1 There is disagreement over whether the occurrence of litigation is increasing. The ‘oYcial’ view
seems to be that it is not. (There is however, evidence that court-assigned damages are increasing towards
more realistic levels, for example, for the cost of life long disability.)
6.2 There is little or no evidence that a typical individual teacher is at speciﬁc risk. A recent insurance
survey (see appendix 4) concluded that teachers were more likely to take an action against their employer
than the reverse. Moreover, criminal charges against individual teachers are extremely rare. Even when they
have occurred, once the circumstances are understood, the charges seem to have been totally justiﬁed. Much
more often Local Authority are prosecuted for management failures, not individual employees for
implementation failures.
6.3 Confusion has been generated, at least in part by the media, about the diVerence between a
momentary oversight and gross negligence.
6.4 While occurrences of litigation may not be increasing, the fear of litigation certainly is. Teachers and
others report this as a signiﬁcant reason for them not doing more to encourage adventure activities and other
education outside the classroom. Thus while the cause may be debatable the outcome is observable.
6.5 Local Authorities could do much to alleviate the problem by shouldering this largely non-existent
risk rather than passing it on to sub-contractors such as adventure activity centres. This can add £10,000 to
an activity centre’s insurance premium.

6.6 Conclusions
(i)

While an increase in the occurrence of litigation may be debatable the fear of it is very real, and
damaging.

(ii) Local and central government could do more to alleviate this damage by assuming more of the
largely non-existent risk.

7. Insurance
7.1 A number of reports (see appendix 4) support the view that it is becoming increasingly diYcult to get
(and pay for) liability insurance in certain sectors including adventure activities. There are a number of wellrecognised causes for this other than an increase in litigation rates.
7.2 Again this real and costly outcome seems to be driven by the fear of litigation rather than an increase
in occurrence.

7.2 Conclusions
(i)

There is little or no evidence to support the widespread fear of civil or criminal charges against
typical individual teachers.

(ii) There will be no cheap solution to the problems facing our young people. Accidents will, on
occasions, continue to happen and on the rare occasions where a public authority or similar is
found culpable there may be a ﬁnancial cost. However, the cost to the public purse of not engaging
with, and seeking solutions to, the problems facing our young people will be enormous.

8. Final Conclusions
(i)

The Government should continue to provide assurances (and guidance) that good safety
management practice is being followed.

(ii) Employers, particularly in the public sector, are under a clear obligation to help to improve the
future ﬁtness and health of our young people in terms of their physical, mental and social wellbeing.
(iii) When we compare like with like, either lives lost and saved, or money lost and saved, the arguments
in favour of adventure activities and other education outside the classroom are overwhelming. In
other words, in terms of lives and money lost and saved we cannot aVord not to increase provision.
(iv) Evidence suggests that the typical individual leader has little or nothing to fear either in terms of
criminal prosecution or civil litigation.
(v) The cost/beneﬁt approach to justifying adventure activities and other education outside the
classroom should not be seen as overriding compared to the educative beneﬁts, but merely
complimentary to them.
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FATAL ACCIDENTS ON SCHOOL VISITS
Venue or description

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33

Land’s End
Austria sledging
Lyme Bay
M40 Minibus crash
Grand Union Canal
Buckden
Brittany Youth Hostel
Buckinghamshire
Shell Island
Albertville, France
Dinas Rock
Le Touquet, France
Portsmouth Harbour
Nevada, USA
Stainforth Beck
Austria, taboggan ride
Valloire
Vietnam
Dieppe
Malvern Hills
Vale of Neath, S Wales
South Africa
Blackpool
Glenridding
Dijon, France
Surrey
Northumberland
Glynneath
Caen, France
Val d’Aosta, Italy
Aberdeenshire
Hamburg
The Lizard, Cornwall
Total

May-85
Apr-88
Mar-93
Nov-93
May-95
Jun-96
Jul-96
Jul-97
Jul-97
Jul-97
Jun-98
Jun-99
Sep-99
Jan-00
Oct-00
Feb-01
Apr-01
Jul-01
Jul-01
Jul-01
Aug-01
Aug-01
Nov-01
May-02
Jun-02
Jun-02
Jul-02
Jul-02
Jul-03
Jul-03
Jun-03
Apr-04
Jun-04

Our
reference

INF133

Number of
casualties

UK

4
4
4
13
1
1
1
1
1
3
1
1
1
1
2
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
57

4

Abroad

Adults

4
4
13
1
1

1
1

1
1
3

Road
TraYc
Accidents

Winter Drowning Murder
Sports

4

1
2
1
1
1
1
1
1

1
1
1
1
3
1
1
1

1
1
1
1
1
1
1

1

1
2
1
1
1
1
1
1

1
1
1
1
1
1
1
1
1
1

1
1
1
1
1

20

6

1

1

1
1

1

1
1

1
1
1
51

1
1
2
1
1
1
1
1

1
1

1

1

1
1
1

1
1

4

13

1

1

4
4

1
1
1
2
1

1

Natural Fall from Adventure
causes
Height
Activity

4

1
1

1
37

4
4
4
12
1
1
1
1
3

1

1

Pupils

17

7

23

1

4

1
7

19

APPENDIX 1

Incident Date
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APPENDIX 2
CAUSES OF DEATH (ALL AGES)
The average number of fatalities in the UK (all ages) include:
Heart attacks 130,000 (the UK’s number one killer)
(Dept of Health)
All cancers: more than 120,000
(Dept of Health)
Smoking related illnesses 110,000
(Home OYce)
Obesity and unﬁtness 30,000. Obesity in under 15’s has
(National Audit OYce)
tripled in the last 10 years. One in two obese children
will become obese adults and so this is set to become
the biggest single cause of premature death for our
current school-leaving generation.
Alcohol related deaths 25,000
(Home OYce)
Breast cancer 15,000
(Dept of Health)
Total accidental deaths 10,000
(HSE)
Suicides 6,000, spread fairly evenly across the age
(Samaritans)
groups from 15 years upwards. Thus there are
approximately 1,000 in the age range 15–25.
Class A drugs 1,200 (mostly heroine)
Road TraYc Accidents (RTAs) 3,500
Train crashes or derailments 8
Trespassing on railway lines. About 120.
Asbestosis (the result of asbestos stripping) 3,000. (We
know the cause, we’re just working through the
consequences.)
Sun-bathing 1,400 (ie skin cancer caused by overexposure to sun)
Asthma 4,000
Allergic reaction to aspirin 200
Accidents at work 350
Accidents in the home 4,000. (Of these approximately
200 are under 18 years of age.)
Do-it-Yourself 70

(Home OYce: Reducing Drug Deaths)
(The total is down but deaths of young
people are up.) (Dept of Transport)
(HSE Railways Inspectorate)
(HSE Railways Inspectorate)
(HSE)

(Dept of Health)
(Rescue Emergency Care)
(HSE)
(DTi HASS/LASS)

Epilepsy 1,000. (500 of these were previously
undiagnosed, and of these the vast majority are
children. Ie 1 child death from epilepsy every day!)
Drowning 450, but steadily falling.
(RoSPA)
Under 5 year olds drowning in a domestic bath 5
(Dti HASS/LASS)
Canoeing 5 (all ages, all situations)
Adventure activities (all activities, all situations) approximately 150
APPENDIX 3
AND FOR OUR 13 MILLION YOUNG PEOPLE

The Leading Causes Amongst Children From 28 Days to 15 Years
Total
Injury and Poisoning
Congenital anomalies
Cancers at least
Cot death and similar ill-deﬁned conditions
Disease of the nervous system
Infections and parasitic diseases
(all other conditions)

3,200
590
468
430*
375
315
264
up to 750*
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ACCIDENTAL OR SUDDEN DEATH AMONGST YOUNG PEOPLE (UP TO THE AGE OF 19)
1,420 All accidents
700
470
430
375
315
264
215
200
140
125
110
90
80
70
50
3
750

Road TraYc Accidents (Massively the biggest single cause)
Congenital anomalies
Cancers
Cot deaths and similar ill-deﬁned conditions
Diseases of the nervous system
Infectious and parasitic diseases
Under 14s from accidents in the home.
Skin cancer caused by Sunbathing
SuVocation
Poisoning (a quarter of which are from taking Class A drugs)
Suicide (Not part of the 1,400 total, but twice as common as child murders)
Drowning
Fire (When did you last change the batteries in your ﬁre detectors?)
Falls (Kids fall a lot, but it is not often fatal)
Homicide (Not part of the 1,400 total. The vast majority by someone from within the direct or
extended family.)
On school trips (The average since 1,985—Mostly Road TraYc Accidents)
All other medical conditions

And by comparison . . . . .
School visits 3 (A third of which are road traYc accidents )
Adventure Activities on school visits 1

Set Against these Figures
There are probably 3 million school children who are involved in adventure activities each year, and 7–10
million days of school visits.
The Duke of Edinburgh Award schemes have an accident rate of 1 serious accident (eg broken leg) per
1° million overnights.
The Scouts have ° million members involved in adventure activities.
The biggest cause of death in boys aged 5–15 is accidents.
The biggest cause of death in girls aged 5–15 is cancer.
(OYce of National Statistics)
In 1921 child mortality (death under 1 year) was 84 per 1,000 live births
In 2000 child mortality (death under 1 year) was 6 per 1,000 live births
October 2004

Memorandum submitted by the English Outdoor Council
Thank you for the opportunity to express our views on learning outside the classroom. First, to explain
where we ﬁt in to the complicated world of the outdoors, the Council is an umbrella body of English
representative bodies across the whole range of outdoor education. Our members are listed on the
letterhead.
We have seen the evidence of a number of our member organisations and we support their views. In order
not to burden you unnecessarily, I have tried not to repeat points that have already been well made. Our
points may therefore seem somewhat idiosyncratically diverse—I hope you will understand why!
We assume you do not need convincing of the value of outdoor education. If you do, we now have the
evidence, which is available on request. A consortium including the Council commissioned the National
Foundation for Educational Research to carry out a study which was completed in March 2004. One
reported ﬁnding is that “adventure programs have a major impact on the lives of participants and that this
impact is lasting”.
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In its very positive account of the impact of outdoor education, the Ofsted report published in September
2004 states “Outdoor education gives depth to the curriculum and makes an important contribution to
students’ physical, personal and social education. However, not all students in schools beneﬁt from such
experiences.”
This is unacceptable. Ofsted agrees—one of its six points for action is “Ensure the beneﬁts of outdoor
education can be experienced by all students”. To be fair, there have been great strides forward in provision
over the last ﬁve years, primarily funded through the National Lottery. Summer Activities for 16 Year-Olds
(later the Uproject), Positive Activities for Young People and Get REAL have all made a very positive
contribution.
The London Student Pledge is another excellent example of an innovative step which broadens students’
experience in a way which was surely intended in the deﬁnition of the purpose of the national curriculum.
While it does not speciﬁcally mention outdoor education, it does give an entitlement to an educational visit
or overnight stay, one of the most powerful ways of delivering outdoor education. This too is being funded
at least in part through the Lottery.
However, Lottery funding is inherently time limited and cannot form a permanent solution unless the
rules are changed. We appreciate that you are looking for potential solutions—this is one. Change the
Lottery rules so that, in certain exceptional circumstances, valuable provision that has never been supported
by Exchequer funding can be supported on a long-term basis.
We appreciate that schools have many demands on their funds. For outdoor education, this has been
particularly diYcult as LEAs have been required to delegate more and more of their funds to schools.
Central LEA provision, through which much outdoor education used to be provided, is clearly able to
deliver less and less.
Delegating the budget to schools in theory gives them a choice but, in practice, the diYculty of setting up
out of classroom opportunities and the competing demands on funds make it more likely that this valuable
opportunity will be squeezed out. We need to challenge schools to state that out of classroom activity should
be an entitlement for all their pupils and to plan the extent and depth of such activity in a progressive way
over the years that a pupil progresses through the school.
We also appreciate that schools have many demands on their time and recognise the diYculty of adding
to an already crowded curriculum. We are therefore not proposing this—we recognise we need to persuade,
not impose.
The eVect of the numerous demands on schools is to put outdoor education almost in a market situation
where it must compete with many other priorities. Happily, many teachers know from their own direct
experience how powerful an experience outdoor education is and what an impact it can have on classroom
performance. Despite the pressures, there is no lack of enthusiasm—a straw poll taken at a recent conference
of advisers representing most of the country’s LEAs showed that educational visits were increasing in just
under half of the authorities and stable in a similar proportion. There were only a tiny number of authorities
in which they are declining.
Educational Visit Co-ordinator training has helped in this and proposed Visit Leader training will help
further. However, while in-service training has been very eVective in recent years, we are not convinced that
initial teacher training does a good enough job in terms of giving trainee teachers the conﬁdence they need
to take their pupils out of the classroom. Standards for Qualiﬁed Teacher Status require trainees to be able
to plan out-of-school experiences but, in the context that so much needs to crammed into so little time, we
are not convinced that this is in practice being delivered consistently and eVectively.
This is something that Ofsted could be asked to report on. Indeed, they could be asked to place more
weight on reporting on the extent and value of out of classroom activity in all school inspections.
If we acknowledge that persuasion rather than imposition is the answer, the more encouragement schools
get to deliver out-of-school activity, the better. At the invitation of DfES and DCMS, the English Outdoor
Council is currently in the process of producing a document entitled “High Quality Outdoor Adventure”,
which will help in this process. Other practical help is needed.
For example, society must ﬁnd a way to reassure teachers that they will not be held personally liable for
accidents unless they are criminally negligent and make that reassurance strong enough that NASUWT will
change its advice to its members. It must also ﬁnd a way to support teachers as they voluntarily commit time
over and above the classroom day. Recommendations that 14-19 Reform should provide an entitlement to
“Wider Activities” need ﬂeshing out into a way of ensuring that a theoretical entitlement is backed up by
practical ways of making sure it is available to all.
To help in the process of reassuring teachers, much more could be done to publicise the ﬁndings of the
Better Regulation Task Force report “Better Routes to Redress”. This clearly ﬁnds that a compensation
culture is not taking root but that the problem is one of perception. Fear of litigation is undoubtedly a
problem but the solution is to remove that fear by loud, clear and repeated presentation of the facts. If the
message were clearly communicated that judges are throwing out “silly” cases and not allowing a
compensation culture to develop, that might help signiﬁcantly. It would also be very helpful if the
undisputed fact that school trips are signiﬁcantly safer than everyday life were better communicated.
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Returning to the question of making Lottery funded provision sustainable, we suspect that a change to
Lottery rules will not happen and that, inevitably, there will be a need for more Exchequer funding if these
really valuable educational experiences are to continue in the long term. This need not be an impossibility—
it can be argued for on the basis of value for money in terms of the change it achieves. Pupil behaviour is a
huge problem and problems exacerbated by low self-esteem include drug abuse and violence. Never before
has whole person development, growth in self-conﬁdence and responsibility been more important.
Outdoor education excels in its ability to deliver these qualities. Ministers have shown by their actions
that they clearly value the learning that derives from outdoor education, particularly in a residential context.
We regret however, that insuYcient steps have been taken to evaluate the long-term impact of steps that
have been taken over the last ﬁve years. We argued that the evaluation of Uproject should include an
assessment of the value for money of that intervention in comparison with the value for money of other ways
of tackling the problem of uncommitted 16 year-olds. We also argued that the proactive cost of prevention
should be compared with the costs of remedial action if the young person concerned slips into a life of crime
and unemployment. It is not too late to carry out such a study—we are told that the data exists.
We anticipate that the ﬁndings of such a study would form a good case for investment of Exchequer
funding. We have been campaigning for ﬁve years for a residential experience to be an entitlement for all
young people. Lottery funding has provided this in the short term. We must now make the opportunity
available to all on a sustainable basis.
October 2004

Memorandum submitted by the Health and Safety Executive

Summary
This memorandum sets out HSE’s approach to the risks that could arise during school trips and seeks to
address the question raised by the inquiry on “the fear of accidents and the possibility of litigation”.
Fatalities on school trips are very rare. In England last year, there were around 7–10 million pupil visits/
year involving educational/recreational activity but only one fatality.
HSE encourages a sensible approach to health and safety—managing risk not trying to eliminate it
altogether.
The way ahead is managing the risks through proper planning, not prohibiting school trips.
HSE works with others, especially DfES which leads on pupil health and safety, to ensure schools and
education authorities learn the lessons and are well supported to manage risks eVectively.

Introduction
1. HSE’s policy on school trips is to encourage them as a valuable component of children’s overall
development, not least as a means of teaching the principles of risk awareness, an essential life skill. We do
not demand completely risk-free school trips but ones where risks are properly understood and managed.
We promote a sensible and proportionate approach.
2. We ﬁrmly concur with the conclusion of the recent Ofsted report, ‘Outdoor education: aspects of good
practice’, that outdoor education makes an important contribution to students’ physical, personal and
social development. We welcomed the statement of the Chief Inspector at the report’s launch that ‘the
beneﬁts of outdoor education are far too important to forfeit and by far outweigh the risks of an accident
occurring. If teachers follow recognised safety procedures and guidance they have nothing to fear from
the law’.
3. Several recent prosecutions and the perceived increase in personal injury claims have led to concerns
among teachers. Some are being advised not to lead school trips for fear of the legal consequences if anything
goes wrong. HSE believes this is an unhelpful development. A certain amount of planning and management
is necessary for any successful and safe school trip. HSE’s risk-based approach can be shown to aid good
planning without being onerous and at the same time satisfy health and safety requirements.
4. Responsibility for education in England falls to the DfES but is devolved to the Scottish Executive and
the National Assembly for Wales in those territories. DfES has, therefore, published comprehensive
guidance on planning and managing school trips in England. The National Assembly for Wales has
published its own virtually identical, dual-language version and the Scottish Executive is also preparing its
own version. HSE has collaborated with DfES on the guidance so schools can meet their health and safety
duties by following it.
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About HSE
5. The Health and Safety Executive was established by the Health and Safety at Work etc Act 1974. It
reports directly to the Health and Safety Commission which has overall responsibility for policy on
occupational health and safety. The Commission is sponsored by the Department for Work and Pensions.
6. Working under the direction of the Health and Safety Commission, HSE’s role extends well beyond
just inspection and enforcement activity. We also work closely with representatives of employers, employees
and other stakeholders to carry out research and provide information and advice.
HSE’s Role in School Trip Safety
7. A fundamental principle of the legal framework is that responsibility for health and safety lies with
those who own and manage workplaces, normally employers. In general, the Local Authority is the
employer in state-controlled schools and the Governing Body in independent schools. Employers must
assess the risks attached to their activity and take appropriate action. This “goal-setting” rather than
“prescriptive” approach takes account of what is reasonably practicable and encourages innovation.
8. While the focus of the Act is upon ensuring the health and safety of employees, there is also a general
duty for employers to manage their work in such a way as to not harm members of the public (including
pupils at school) aVected by it. This is reinforced by the duty in the Management of Health and Safety at
Work Regulations 1999 to make a suitable and suYcient assessment of risks. The DfES guidance (“Health
and Safety on Educational Visits” 1998 and its supplementary guidance “Standards for Local Education
Authorities in Overseeing Educational Visits”, “Standards for Adventure” and “A Handbook for Group
Leaders” published in 2002 (available at www.teachernet.gov.uk/wholeschool/healthand safety/visits/))
oVers advice on the practical fulﬁlment of those duties.
9. This framework of health and safety legislation is limited to Great Britain (GB) but there is a virtually
identical framework in Northern Ireland overseen by the Health and Safety Executive Northern Ireland
(HSENI). HSE cannot investigate accidents occurring overseas but may investigate any activities carried
out in GB to support a particular visit, eg how the trip was planned.
The Risk of School Trips
10. It has been estimated that across England there are 710 million pupil trips per year involving
educational/recreational activity. The majority of trips are carried out safely and responsibly, and fatalities
are very rare.
Table of fatal accidents to schoolchildren while on school trips reported to HSE—1999 to date
Year

Total number of
fatalities on
school trips

Number occurring
in Great Britain

Number occurring
overseas

4
4
6
2
0
1
17

1
2
4
2
0
1
10

3
2
2
0
0
0
7

1999–2000
2000–01
2001–02
2002–03
2003–04
2004 (p)
Total
(data include oV-site swimming activities)

11. Not all risks can be eliminated from school trips. HSE does not expect this but does expect a proper
risk assessment to be undertaken and the consequent control measures to be followed.
Advice to schools
12. The DfES guidance on school trips was recently supplemented with new material, which introduced
a new role, the Educational Visits Co-ordinator (EVC), within a school to oversee the planning of all trips.
There is also comprehensive advice on how to put the risk assessment into practice during the trip so that
it does not remain a paper exercise. It explains how to set up systems and procedures that better support
teachers and others leading visits. It sets out good practice on:
— the role of the local authority outdoor education adviser;
— the role of educational visits co-ordinator in a school;
— roles of governors and head teachers;
— risk assessment; and
— competence, delegation and monitoring.
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13. The guidance incorporates the lessons learnt from the double fatality at Stainforth Beck in 2001. HSE
has worked with DfES to bring this to the attention of schools and we are continuing to work with the
department in promulgating the lessons learnt from the more recent fatality at Glenridding in 2002.
14. There are many people working in education who have built up a good deal of expertise in running
visits safely. HSE encourages them to share their expertise with those who still have some way to go and is
pleased to report increasing evidence of this happening.
— The Outdoor Education Advisers Panel (England and Wales) pioneered and piloted a training
course for Educational Visits Co-ordinators (EVCs) in schools. The Panel is providing training to
LEA staV across England and Wales to enable them to train EVCs in their schools. DfES has
provided pump-priming funds in 2002–03 to encourage LEAs to take this up.
— LEAs are drawing up generic risk assessments for common types of visit to reduce the workload
on schools. Many LEAs are sharing these assessments with each other.
— Some LEAs are looking at setting up electronic web-based monitoring systems to replace the
current paper-driven systems. There is much willingness to share these systems with others to save
costs and to have common systems.

HSE’s Approach to Investigation of Incidents
15. If a fatality occurs on a school trip, HSE carries out an exhaustive investigation to ﬁnd out what
preventative action could have been taken.
16. Our approach to inspection and enforcement is informed by the principles of better regulation:
transparency, accountability, targeting, consistency and proportionality. This approach is set out in the
Commission’s Enforcement Policy Statement (www.hse.gov.uk/pubns/hsc15.pdf). HSE takes enforcement
action that is proportionate to the risk, and accords priority to the most serious hazards that are poorly
controlled. In order to enforce, there must be clear evidence of a breach of health and safety law and a
demonstrable, foreseeable risk to the health and safety of those at work or members of the public. Schools
may be inspected as part of an overall audit of a Local Authority. Inspection of the systems in place for
managing school trips may be a part of this.
17. Where appropriate, HSE will prosecute and works closely with the Police under the work-related
deaths protocol. Under HSE’s overall enforcement policy, prosecutions are taken against employers who
do not manage health and safety eVectively. Under certain circumstances individual employees may also be
subject to prosecution. Within the last ﬁve years, HSE has prosecuted only one teacher. The Crown
Prosecution Service (CPS), however, did prosecute a teacher last year on grounds of negligence, and he was
subsequently convicted of manslaughter.
18. HSE has established memoranda of understanding with other regulators to ensure that potential
boundary issues, overlaps and omissions are properly addressed. One of the bodies we work with is the
Adventure Activities Licensing Authority. This is an independent, public authority funded by the DfES, and
operating under the written guidance of the Health and Safety Commission, which oversees the delivery in
GB of certain outdoor adventure activities for young people. Commercial (as distinct from wholly
voluntary) providers of such activities must be licensed and satisfy the Licensing Authority that they comply
with nationally accepted standards of good practice. The Licensing Authority inspects providers, on behalf
of the DfES, and has powers to withdraw or alter the conditions of a licence.

Conclusion
19. School trips remain an eVective way of developing children’s’ physical and personal skills. HSE
believes that we must learn the lessons arising from the tragic accidents that have occurred, but not deny
future opportunities to children because teachers have withdrawn for fear of making a mistake. Organisers
and leaders who act professionally and conscientiously have no need to fear the law.
October 2004

Memorandum submitted by the Association of British Insurers

Executive Summary
This paper discusses the ways in which insurance, and the risk assessment and management techniques
which underpin insurance, can enable schools to undertake a varied programme of activities outside the
classroom, enhancing our children’s education. It covers insurance practice in dealing with both the
maintained and independent sectors.
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Insurance provides both the means to fund legitimate claims for compensation following accidents or
injury in schools or during educational activities and advice and expertise in minimising the likelihood and
impact of such events. For example, the leading insurer to the maintained sector assisted the Department
for Education and Skills (DfES) in developing the guidance “Health and Safety of Pupils on Educational
Visits” and supplementary publications.
In pricing the cover oVered to Local Authorities and schools, insurers do not diVerentiate between inschool activities and those outside the classroom. Similarly employers are able to include students on work
placements within their Employers’ Liability covers. Insurance therefore enables the full range of
educational opportunities.
In the maintained sector, Local Education Authority’s insurance is provided as part of the wider Local
Authority’s cover. Only around 3% of Local Authority bodily injury claims arise from educational activities
(inside and outside the classroom). The cost of this insurance to a Local Authority is therefore almost
entirely driven by non-educational services.
Recent legal and market developments have led to increases in the cost of liability insurance generally.
Claims inﬂation currently stands at 10–15% per annum. The Association of British Insurers is working with
the Government, voluntary sector and others to ensure that good risk management minimises the impact
of those engaging in or providing educational activities outside the classroom.
Insurers also provide direct support to schemes oVering young people educational, development and
sporting opportunities.

Introduction
This Memorandum is the Association of British Insurers’ (ABI) contribution to the Education and Skills
Select Committee inquiry into education outside the classroom. ABI has 400 members which together
account for about 97% of the business of insurance companies in the UK. (Lloyd’s syndicates which are not
ABI members also write signiﬁcant volumes of liability insurance).
In the event of an accident or other incident causing injury or death, school staV, pupils and visitors to
the school site can be compensated either directly by the Local Education Authority or school, or via
insurance cover. The same is true when staV and pupils are engaged on an activity which takes them away
from the school site.
Inevitably activities outside the classroom take place in a less controlled environment where the possibility
of accidental injury is greater. Some activities, such as Outward Bound trips, are considered beneﬁcial
precisely because they expose pupils to, and teach pupils to manage, risk.

Background
Every year, millions of pupils are involved in school sports, school ﬁeld trips and outward bound activities
and 95% of students now go on some form of work placement with an employer. This activity is vital in
extending pupils’ experience and in undertaking practical tasks that build knowledge, test skills and add an
element of fun. It can develop young personalities and prepare young people for the world of work.
Any activity in life involves risks and some educational activities deliberately expose pupils to risk as part
of the learning process. But risk can be assessed and managed to acceptable levels and the consequences or
impact of accidents reduced by taking sensible precautions. On occasion something will happen that results
in the injury or, exceptionally, the death of a pupil or staV member. In these situations the legitimate claims
for compensation by the injured party can be met from insurance, thus protecting the school or Education
Authority’s budget from unexpected liabilities.

Insurance Cover
Insurance provides ﬁnancial protection to staV and pupils whether in the UK or travelling abroad. Three
main types of insurance are relevant:
Employers’ Liability—meets the costs of claims resulting from an accident at work (or an
occupational disease). Normally this provides cover for paid employees only, but can be extended
to include volunteers. In addition, employers oVering work placements can extend cover to
students on their premises.
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This insurance is compulsory, although Local Authorities are exempted and may choose to selfinsure.
Public Liability—meets the cost of claims for injury or illness, or damage to property, for those
not employed by the insured. It is not a compulsory insurance except in a few very particular cases,
such as riding schools.
Personal Accident—provides speciﬁed cover for a deﬁned list of injuries. It can be bought by
individuals or as a group cover. For example, many Local Authorities and independent schools
purchase this cover for their pupils whilst they are engaged in school activities, including sports,
outdoor pursuits and ﬁeld trips.
In addition Local Authorities and schools may choose to take out travel insurance (including medical
cover, lost baggage, accommodation and return travel costs) particularly for foreign trips.

Risk Assessment and Management
Risk assessments have been widely adopted as good practice by Local Education Authorities and schools.
Insurers can give advice on the factors that should be considered and the way to approach risk assessment
in conjunction with members of the Association of Local Authority Risk Managers (ALARM).
Normal insurance practice in the maintained sector relies on schools adhering to good practice guidelines,
for example the Department for Education Skills publication “Health and Safety of Pupils on Educational
Visits” and supplementary guides. These were developed with the assistance of underwriters from Zurich
Municipal Insurance. By requiring the use of these guidelines insurers promote Government’s own deﬁned
good practice, but do not impose further restrictions.
Some Local Authorities may adopt health and safety policies that go beyond DfES guidance, but this is
not at the behest of insurers.
In the independent sector insurers similarly expect schools to follow recognised standards of care and risk
management. Typically these would include using facilities licensed by the Adventure Activities Licensing
Authority where appropriate, or activities such as climbing or abseiling to be supervised and instructed by a
suitably qualiﬁed person using practices in line with British Mountaineering Council guidelines or a suitable
equivalent.

Underwriting Practice
In the maintained sector insurance is usually provided through a comprehensive contract covering the
whole of the Local Authority’s activities. Rating is determined by the mix of services the Local Authority
provides and the particular claims experience of that authority. No speciﬁc information on the number or
nature of educational activities is requested and education outside the classroom is not considered a material
fact in assessing the risk proﬁle of the authority or in pricing.
Zurich Municipal, the market leader in this sector, reports that just 3% of Local Authority bodily injury
claims relate to educational activities. They do not record the division between on-site and external activities
and therefore are not able to separately assess this.

Claims Handling
Where an accident or injury occurs and relevant insurance is in place the insurer will undertake the
administration of the claim, including handling legal action should the claimant decide to pursue this route.
Many insurers oVer rehabilitation services to help people back to work after an injury. Clearly rehabilitation
beneﬁts the employer and may reduce overall claims costs, particularly where further injury or impairment
is avoided by early therapeutic intervention.
In the maintained sector, Local Authorities may choose to retain a substantial share of the risk by taking
an “excess” of up to £150,000. In these cases it is common practice for the insurer to take on the claims
handling even where the Local Authority is funding the compensation directly.

Recent Developments in the Liability Insurance Market
The cost of compensation for liability claims in the wider economy is increasing substantially. For
example, the cost of the average Employers’ Liability claim increased almost threefold between 1996 and
2002. Legal changes like “no-win no-fee” arrangements have added to the legal costs of pursuing a claim.
At the same time, legal judgements have increased the scope of liability.

Education and Skills Committee: Evidence Ev 149

For a number of years, insurance companies absorbed a large proportion of these increased costs with
the result that they incurred signiﬁcant underwriting losses, a situation which could not be sustained in the
long term. Premiums have consequently increased substantially, particularly from 2000 to the end of 2003.
Premium increases for 2004 are likely to average 10–15%, a ﬁgure that is broadly in line with claims inﬂation.
Whist these factors aVect the cost of all liability insurances, they will have least impact where eVective
health and safety practices, and hence low claims records, are in place.
Insurance and Work Experience
Insurers play a signiﬁcant role in facilitating work experience placements for school pupils and students.
ABI has been party to a long-standing agreement with the DfES that, as a matter of convention, students
on work placements should be treated as employees for the purposes of insurance against personal injury
(that is they will be covered by the Employers’ Liability policy). Employers should of course notify their
insurers that they are taking on placements.
A copy of the DfES booklet “Work Experience: a guide to employers” is attached. This includes some
useful checklists for employers to notify their insurers of their intention to take on work placements and for
the school to conﬁrm that the employer is properly insured.
Insurance Industry Action for the Voluntary Sector
Many oV-site educational experiences are provided through the voluntary sector. ABI has been working
with the Home OYce Insurance Cover Working Group to examine how the Voluntary and Community
Sector (VCS) can better access the insurance market, given that they do not normally employ specialist
insurance and risk management services, in contrast to Local Authorities and large companies. ABI
arranged two seminars in 2003 to bring insurers, brokers and the VCS together. These identiﬁed that the
VCS and other sectors need more information on what insurers are looking for in terms of risk management
and ABI is working with the Home OYce to this end.
Insurer Action Aimed at Promoting Educational and Outdoor Activities
Many insurance companies contribute to initiatives, which facilitate learning outside the classroom. In
addition to oVering work placement opportunities, examples include:
— In 2001 the RBS group, which includes Direct Line and Churchill, established a three year £10.7
million partnership with the Prince’s Trust. Some of these funds go to Route 14/25 which helps
thousands of young people learn new skills, develop conﬁdence and get into work.
— Norwich Union have entered a ﬁve year partnership with NCH, the children’s charity, to help
educate and build conﬁdence in the UK’s most vulnerable young people.
— Norwich Union also sponsor UK Athletics which is devoted to the development of the sport at
grassroots level and the “do the right thing” campaign is aimed at creating more opportunities for
children to do sport.
— Zurich sponsor Weston Spirit’s Cyberspace a high technology centre for children in Leeds aimed
at improving access to information technology.
— Co-operative Insurance Society sponsor the Young Driver of the Year Award and have made and
distributed a video promoting safe driving aimed at the 15–24 age group.
In addition insurers supported initiatives enhancing or extending education by bringing the outside world
into the classroom. For example, Axa, Swiss Re and CIS all support one to one reading schemes and
mentoring. Zurich Municipal, in conjunction with ABI’s Arson Prevention Bureau, sponsors the “Arson
Combated Together” drama programme which teaches Key Stage 3 pupils the dangers of arson whether at
school or in the community.
The Arson Prevention Bureau has also launched “kids zone” an on line educational tool which currently
provides activities and lesson plans for Key Stage 1 and 2 pupils on ﬁre safety and arson. This will be
extended to Key Stage 3 in 2005.
October 2004
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Memorandum submitted by the National Association of Head Teachers

Introduction
The National Association of Head Teachers welcomes the opportunity to present evidence to the
Committee on this important matter. StaV, pupils, parents—indeed the whole school community can beneﬁt
from increased opportunity for learning that such activities can supply. However, there needs to be an
awareness of the implications for the school that the organising and running of out-of-school activities
can have.

Costs and Funding of Outdoor Activities
The increased demands on school budgets means that priorities for allocation are contentious and budget
allocation hard-won. Any activity organised by the school must be able to demonstrate a favourable costbeneﬁt analysis. This applies to any out-of-school activity as much as in-school curriculum enrichment
opportunities. There is no doubt that out-of-school activities can incur substantial costs in time, ﬁnancial
and human resources. Schools need to budget carefully for these and consider the “value for money” aspect.
Just to arrange a one-oV, oVsite visit for a day has implications for transport costs, staV cover costs,
preparation time and debrief time. A residential visit has the potential to increase these costs exponentially
and also residential costs must be incorporated. There is no opportunity for schools to recoup these costs
other than through voluntary contributions from parents. Needless to say, these may or may not be
forthcoming! Where they are not forthcoming, the school can only resort to placing the whole trip in
jeopardy.
StaYng costs for out-of-school visits can vary hugely, but it is fair to say that there is always an expense
over and above that normally incurred if the pupils were to remain in the classroom. In ensuring that the
degree of extra risk inevitably associated with oV-site visits is kept within acceptable limits, the adult : pupil
ratio is generally higher. Where pupils with special needs are involved, this can also lead to additional costs
to cater for the pupils’ needs. All of these costs have to be met from the school budget and/or voluntary
contributions. This can produce an unacceptable drain on already stretched budgets.

The Place of Outdoor Learning Within the Curriculum
There is an expectation that learning objectives will be speciﬁed for any educational provision: for
education outside the classroom the imperative is to specify clearly what is to be learnt, and how, and to
indicate why such learning needs to happen outside of the classroom environment. The value of such
activities in terms of character-forming exercises, team-building, development of leadership qualities cannot
be overestimated. However, consideration of such beneﬁts must also be weighed against the costs and the
fact that, in general, they not central to the school’s curriculum and learning objectives.
Examples of activities that have historically formed part of the oV-site provision are:
— science and geography ﬁeld trips;
— PE/games activities oV-site, like orienteering, horse-riding etc;
— historical activities, such as museum visits;
— visits to places of worship as part of religious education;
— Theatre trips;
— Visits abroad, to support modern foreign languages; and
— exhibitions, art and music events.
In general, many of these experiences could not be replicated adequately in classrooms. They should be
considered as essential oV-site activities and should be funded as such.

External Assessment of Provision
The adequacy and quality of specialist outdoor provision is the responsibility of the employer—the LEA
for community and voluntary schools, the governing body for foundation and voluntary aided schools.
Obtaining information about providers is not always straightforward but is necessary. Some routes are
reasonably easy, such as those providers that are covered by the Adventure Activities Licensing Scheme.
Others are less so, though equally important.
External accreditation of providers should be more widespread. StaV involved in organising oV-site
activities should be expected to undertake appropriate training.
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Organisation and Integration within Existing School Structures
Planning for even the most straightforward of oV-site visits can be extensive. If the oV-site visit starts and/
or ﬁnishes outside the normal times of the school day, for example, this may mean arrangements for delivery
and collection of pupils, checking on availability of parents/carers to meet the timings, additional opening
hours of the school grounds. Work experience placements can provide their own challenges.
Where not all children from a particular class participates in an activity, this can add pressure to the
resources of the school. Any children left on the premises must be catered for. This can happen on a regular
basis for sporting activities oV-site, for example, but is not conﬁned to such activities.
Though the setting may be diVerent, the management, control and authority issues with regard to the
pupils still remain the same as on site. In some cases, they become more acute. SuYcient staV must be
present, emergency procedures should be in place and well communicated to all participants, medical needs
must be catered for, playtime must be arranged etc. Managing these out of the pupils’ usual environment
can present additional challenges.
Qualification and Motivation of Teachers and the Effect on Teacher Workload
Training is available for leaders of oV-site activities, for example, OCR’s training course, “OV-site Safety
Management Scheme” is aimed at those who organise oV-site visits of any nature and covers all aspects of
planning, including risk assessments, pre-planning etc. Any staV members organising and planning oV-site
visits should be expected to undertake such training, as this will better prepare them for the task they are
undertaking.
Although staV are generally motivated to plan and undertake oV-site visits, it is true to say that this is not
as wide spread as it was. Teachers undoubtedly have concerns about the possibility of litigation. These may
be unfounded but they are very real. The idea that, if an accident occurs, then someone must be to blame
and that person, in the eyes of the parents, must be the teacher, does nothing to assist with willingness to
organise oV-site visits. Lack of clarity with regard to what can be expected in terms of right to participate
for children with special educational needs can also cloud the issue.
Workload issues must be taken into consideration when looking at the additional burden put on all staV.
Planning and organisation is in addition to the normal work undertaken by staV. Where an educational visit
is arranged over an extended period, for example, staV may be considered to be “on duty” for the whole
period, day and night, as they continue to be responsible for the pupils in their care. Organising oV-site visits
is potentially a great drain on the staV concerned.
In the context of workload issues, it is not unreasonable to mention work experience. The organisation,
monitoring, assessment, on-site visits to pupils, can reach nightmare proportions, and not always to great
eVect. The value of such placements should be balanced against the huge eVort required to set these up.
The Fear of Accidents and the Possibility of Litigation
There is no doubt that there is ever-present concern with regard to both accidents and the possible
litigation that may arise. It is also true that the compensation culture mentality does nothing to encourage
schools to undertake the additional workload that oV-site visits require. Although the vast majority of
activities take place successfully and without incident, the tiny minority where problems occur are reported
so widely that the eVect is greatly skewed.
Training of staV will help to minimise the likelihood of things going wrong. Some form of protective
insurance would assist in reassuring understandably nervous staV that they will not be made the scapegoat
for any potential untoward incident. It might also be helpful if a positive publicity campaign were to be
mounted to demonstrate the value of education outside the classroom and also how successful and safe
almost all activities can be. The current advice document, Health and Safety of Pupils on Educational Visits,
is seen as very helpful and should be commended to all those involved with the planning and running of
school visits.
How Provision in the UK Compares with that of Other Countries
We have no comment to make in this area.
Conclusion
We would not wish to see education outside the classroom diminish. Its value both in supporting the
curriculum and in character development is immense. However, unless adequate training, suYcient funding
and explicit protection/insurance can be identiﬁed, it seems unlikely that schools will be able to maintain
the current provision, let alone increase it. An accreditation scheme for specialist providers should be more
widespread.
October 2004
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Memorandum submitted by the National Foundation for Educational Research

Introduction
1. The National Foundation for Educational Research (NFER) is the country’s largest independent
body specialising in educational research. The Foundation has a considerable portfolio of research on
education outside the classroom, including work on outdoor learning, environmental education and
education for sustainable development (http://www.nfer.ac.uk/research/env.asp).
2. This submission draws particularly on a recent review of outdoor learning research undertaken by
NFER and King’s College London (Rickinson et al, 2004). This synthesised the ﬁndings of 150 pieces of
research on ﬁeldwork/visits, outdoor adventure, and school grounds/community projects, published
internationally in English between 1993 and 2003. It was funded by the Field Studies Council, DfES, English
Outdoor Council, Groundwork, RSPB, and Wildfowl and Wetlands Trust.
3. The submission is also informed by two other research projects undertaken by NFER in collaboration
with King’s College London and the University of Bath. These include a review of research on “Improving
the Understanding of Food, Farming and Land Management Amongst School-age Children” (Dillon et al,
2003), and an empirical study of “The Outdoor Classroom in a Rural Context” (currently underway).
4. Given the terms of reference of the enquiry, this submission focuses on the question “what barriers exist
to the expansion and development of out-of-classroom learning”.

Barriers to Outdoor Learning Provision
Summary
5. It is clear that the provision of outdoor learning in schools and universities is aVected by a wide range
of barriers and opportunities. Notable barriers include:
(i)

fear and concern about health and safety;

(ii) teachers’ lack of conﬁdence in teaching outdoors;
(iii) curriculum requirements in schools and universities limiting opportunities for outdoor learning;
(iv) shortages of time, resources and support; and
(v) wider changes within and beyond the education sector.
6. A frequently-cited challenge for outdoor learning provision is fear and concern about young people’s
health and safety. One source of such fear has been “a number of well-publicised accidents involving school
children”, which have served to overshadow “the educational beneﬁts of the oV-site and outdoor classroom”
(Thomas, 1999, p 131). In her discussion of the impact of the Lyme Bay tragedy in which four teenagers died
on a sea kayaking trip in 1993, for example, Jacobs (1996) reports that:
some headteachers stopped sending their pupils on activity holidays because their conﬁdence in
activity centres had been undermined. Many centres reported that there had been a fall in business by
up to one-third in the 15 months following the incident. (p 296)
7. Concern has also arisen in relation to farm visits, following a civil court case concerning a child
contracting an E. coli infection during an organised school visit to an “Open” farm in 1997 (Richardson,
2000). This is reported to have led to heightened anxiety amongst “parents, teachers, educational employers
[as well as] many farmers and organisations involved in farm visit schemes” (ibid, p 62). This point is well
illustrated by one of the largest teaching unions (NASUWT) advising “members against taking school trips
because society no longer appears to accept the concept of a genuine accident” (Clare, 2004).
8. Studies that have investigated school teachers’ thinking about teaching beyond the classroom suggest
that health and safety issues represent one of a number of diYculties facing school staV. This was the case,
for example, for 65 physical/outdoor education teachers in southern England (Harris, 1999), 59 elementary
school teachers in and around Chicago (Simmons, 1998), and 28 secondary school science teachers in
Darwin, northern Australia (Michie, 1998). It also featured as one of several barriers reported by teachers
and outdoor educators involved in the current Growing Schools Initiative in England (Scott et al, 2003).
9. It is important to recognise that concerns about children’s well-being and safety are part of what
Thomas (1999) calls “a prevailing social trend, not only towards making things safer, but also towards seeking
compensation for acts or omissions that result in personal injury” (p 131). In other words, the growth of a
litigation culture is a further dimension that has added to educators’ and schools’/centres’ concerns about
outdoor learning.
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10. A major challenge is the level of teachers’ conﬁdence and expertise in the use of teaching and learning
strategies outdoors. An Ofsted survey of Outdoor and Adventurous Activities (OAA) in 33 English schools
noted “teachers’ experience” as a key factor aVecting the quality of OAA in diVerent schools (Clay, 1999).
This was particularly evident in the diVerences between primary school and secondary school provision:
The teachers with more experience of working in the outdoors made greater demands on pupils . . .
Enthusiastic but less experienced teachers—usually in primary schools—tended to opt for lower levels
of challenge well within the capacity of the pupils. (p 84)
11. This is echoed by Beedie (1998) who argues that the delivery of OAA by schools is constrained by
“limited perspectives from PE staV”, possibly as a result of “lack of training” (p 19). In a UK project called
Farmlink, which aimed to facilitate long-term relationships between schools and local farms through
educational visits, one of the problems encountered was teachers’ lack of knowledge about farming
(Groundwork, 2002b). The recent evaluation of the Growing Schools Initiative made a similar point (Scott
et al, 2003). The same seems to be true for teaching and learning in school grounds. A qualitative study of
32 secondary schools in England found that one of the barriers to working in the grounds cited by teachers
was “personal and professional limitations [such as] lack of training [and] fear of lack of control” (Titman,
1999, p 10). This is echoed by more recent school grounds research in England and Australia (Skamp and
Bergman, 2001; Malone and Tranter, 2003a and b; Rickinson et al, 2003a and b), as well as studies into
teachers’ ability to provide opportunities for active citizenship within and beyond the school (Kerr and
Cleaver, 2004, forthcoming).
12. The prospects for addressing the needs of teachers in this area, however, are not encouraging. In the
UK, Barker et al. (2002) point out that:
The decline in ﬁeldwork is also evident in initial teacher training [. . . and . . .] in-service experience
is becoming less likely. (p 7)
These challenges have not been helped by the increasing number of non-specialists teaching secondary
school subjects especially at key stage 3 and the decline in advisory support for outdoor learning within
many LEAs.
13. Similar issues are raised by Simmons (1998) in her research on Chicago teachers’ willingness to use
outdoor natural settings (rivers, ponds and marshes, deep woods, country parks and urban nature) for
environmental education. Based on interviews with 59 elementary school teachers “with widely diVering
experiences in providing EE in natural settings”, the study found that:
the teachers did not believe that they were particularly well trained to teach in natural areas . . . they
seemed to believe that their classes were too large to manage and that they lacked the necessary
background to teach in [such places]. (p 31)
14. The requirements of school and university curricula and timetables are a further reported constraint
on outdoor learning. Researchers identiﬁed various manifestations of these constraints:
— Secondary school teachers in England in 1999 indicated that “the main reason for not using the
[school] grounds was the belief that the National Curriculum neither prescribes nor provides suYcient
ﬂexibility to permit the use of school grounds for teaching” (Titman, 1999, p 10).
— The constraints of secondary school timetables in various countries meant that teachers had
insuYcient time to undertake work in the school grounds during a single lesson period (Titman,
1999), or were said to be unwilling to extend ﬁeld trips beyond a double lesson period for fear of
“incurring the wrath of their peers for taking students out of their classes and/or generating relief
lessons” (Michie, 1998, p 47).
— According to many researchers and commentators, the English National Curriculum’s focus on
“Outdoor and Adventurous Activities” as primarily within the remit of Physical Education
appears to have resulted in an overemphasis on the physical (as opposed to the personal/social,
and environmental) aspects of outdoor education (Humberstone, 1993; Beedie, 1998; Clay, 1999).
— Changes in secondary school science syllabus requirements have meant that “coursework and
individual investigations now take precedence [over] developing a sense of place” (Barker et al, 2002,
p 7).
15. Alongside curriculum constraints are diYculties due to shortages of time, resources and support for
outdoor learning. Harris’ survey (1999) of 65 secondary school/teachers in the south of England noted “a
lack of time and a lack of money” as the top two obstacles to outdoor education (p 8). In Australia, Michie
(1998, p 48) reports that “time and eVort on the part of the teacher were often seen as negative factors”
associated with organising and undertaking ﬁeldwork. Tasks such as visiting venues, contacting resource
people, preparing resource materials, organising relief lessons, collecting students’ money and using one’s
out-of-school time were all noted as diYculties. Another issue raised by the secondary school science
teachers in Michie’s (1998) study was transportation.
Class sizes in junior secondary science were generally greater than the size of the group that could be
transported with a small bus . . . Bigger buses are not only more expensive to buy and maintain, but
also they require diVerent licensing arrangements. (p 47)
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16. The same issue is reported as a diYculty for undertaking farm visits (Groundwork, 2002b). The recent
Growing Schools evaluation, for example, highlighted a number of barriers relating to fund-raising,
transportation, and costs to parents (Scott et al, 2003). Likewise, Fisher (2001), writing about research into
ﬁeldwork in science based on interviews with teachers and administrators in 30 secondary schools in southwest England, noted that:
For students aged 11–16 years, structured scientiﬁc ﬁeldwork away from the school grounds may now
be rare. For students aged 16–18 years . . . ﬁeldwork has become regarded as a luxury and is usually
limited to the minimum required by the examination scheme and to the extent students can fund these
activities themselves. (p 76)
17. Even with outdoor learning on the school site, the question of resources in terms of the availability
of well-designed facilities and curriculum-resource materials remains a challenge for many secondary
schools. As noted by Titman (1999), “other than provision for sports, there was little evidence of school
grounds having been designed initially to support the formal, informal and hidden curriculum” (p 8). A key
issue in this study, though, was the support or otherwise of the school senior management team.
Schools which had made most use of sites correlated in the main with those where the head was actively
involved in and committed to the concept. In these schools the grounds had status and proﬁle. On a
practical level interested headteachers are also more likely to facilitate use through management
structures, for example by creating a special responsibility post/allowance. (p 10)
18. Related to this are schools’ and teachers’ philosophies of learning and the extent to which these
incorporate a conception of learning as an indoor and outdoor activity. As Malone and Tranter (2003b)
found in their study of Australian primary schools:
The school ground design, although instrumental in the potential for extending curricula, is not as
vital as having a view of learning that does not distinguish between the indoor-outdoor environments.
(p 299)
19. Finally, outdoor education is subject to wider changes within the education sector and beyond, and
this can be another area of challenge. This is well illustrated by the fate of ﬁeldwork within UK university
degree courses over the last decade. Clark (1997) highlights a number of ways in which the purpose and role
of geography ﬁeldwork have been aVected by “the emergence of a new higher education system”. He draws
attention to the impact of changing:
— student/staV numbers—“rising student numbers and student/staV ratios mean that staYng levels on
ﬁeldwork have fallen [and] staV-led small-group teaching is often no longer practicable”;
— course structures—“it is diYcult to specify learning objectives, and to devise realistic and fair
methods of assessing ﬁeldwork, when students are drawn from a wide range of backgrounds and may
be studying varying amounts of geography within loosely-knit modular degree schemes”;
— timetabling—“institution-wide timetables, in which the working day is divided into a series of twoor three-hour blocks, commonly limit the opportunities for ﬁeld excursions in the local area”; and
— resource levels—“reductions in resources and increasing student indebtedness threaten residential
ﬁeldwork, especially in overseas locations”. (Clark, 1997, p 390; see also McEwan, 1996)
20. Another example is outdoor adventure education in the secondary school sector. In an article
exploring “school-based” and “residential” delivery of Outdoor and Adventurous Activities (OAA), Beedie
(2000) makes clear that the debate has been shaped by “a climate of change in secondary education”.
School managed budgets, legislation following high proﬁle tragedies such as Lyme Bay, undermining
of LEA power, changing perceptions of risk and ﬁnancial pressure on outdoor centres have all
contributed to our present educational circumstances in ways which have a direct bearing on potential
OAA programmes. (p 18)
A similar point is made by Barker et al (2002) about the negative eVects that “changes in school
management” have had on ﬁeld studies.

Implications for Policy
21. Summary
Those with a statutory and non-statutory responsibility for policy relating to outdoor education should
be in no doubt that there is a considerable body of empirical research evidence to support and inform
their work.
— Policy makers at all levels need to be aware of the beneﬁts that are associated with diVerent types
of outdoor learning. The ﬁndings of this review make clear that learners of all ages can beneﬁt from
eVective outdoor education. However, despite such positive research evidence and the long
tradition of outdoor learning in this country, there is growing evidence that opportunities for
outdoor learning are in decline and under threat.
— There is an urgent need for policy makers at all levels and in many sectors to consider their role in:
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— tackling barriers that stand in the way of the provision of eVective outdoor education for all
students;
— encouraging good programmes and practices and capitalising on policy developments, for
example, by linking initiatives in diVerent sectors; and
— supporting research, development and training so that good practice can be understood,
disseminated and fostered.
— This has implications for action across a range of policy sectors nationally, regionally and locally,
including education, health, environment and science.
22. Those with a statutory and non-statutory responsibility for policy relating to outdoor learning should
be in no doubt that there is a considerable body of empirical research evidence to support and inform their
work. This speaks to a wide range of individuals and institutions including teachers, school governors, nongovernmental organisations, local authorities, LEAs, teacher unions, subject associations and politicians at
all levels, all of whom may be involved directly or indirectly in developing and evaluating policy relating to
outdoor learning.
23. We believe that policy makers at all levels need to be aware of the beneﬁts that are associated with
diVerent types of outdoor learning. In particular, they need to appreciate that:
— ﬁeldwork and ﬁeld studies, properly planned, delivered and followed up, provide powerful
opportunities for cognitive and aVective learning;
— outdoor adventure education can provide unique opportunities for personal and social
development with long-lasting impacts; and
— school grounds/community projects can enrich curricular and cross-curricular learning, and build
stronger links between schools and communities.
In short, learners of all ages can beneﬁt from eVective outdoor learning.
24. However, policy makers need to recognise that despite positive research evidence and the long
tradition of outdoor learning in this country, there is growing evidence that opportunities for outdoor
learning are in decline and under threat. There is therefore a need for policy makers at all levels and in many
sectors to consider their role in increasing access to outdoor education that is challenging, eVective and that
meets the needs of society while being sensitive to the needs, feelings and culture of the individual. It is crucial
that policy makers consider ways to:
— tackle barriers that stand in the way of the provision of eVective outdoor education for all students;
— encourage good programmes and practices and capitalise on policy developments, for example,
by linking initiatives in diVerent sectors; and
— support research, development and training so that good practice can be understood, disseminated
and supported.
25. This raises a number of questions for several diVerent policy areas, including education, health,
environment, and science.
26. In the education sector, policy makers need to address these questions:
— To what extent are there policies in place that promote high quality outdoor education as an
entitlement for all students at both primary and secondary schools?
— To what extent do policies ensure that ﬁeldwork at undergraduate level is actively encouraged and
supported?
— To what extent do institutional policies support outdoor education through training?
— To what extent do such policies in schools, universities and LEAs result in adequate funding for
safe and eVective residential in a range of relevant subjects?
— To what extent do curriculum and assessment policies fully support outdoor education?
— To what extent are there policies in place to ensure that the networks of new subject learning
centres organise outdoor learning training courses for teachers?
— In what ways can the expertise and conﬁdence of new and experienced teachers be improved
through pre-service, in-service and leadership training?
27. For policy makers in the health sector, the following questions warrant consideration:
— To what extent do existing policies ensure that outdoor education is designed to enhance personal
health while reducing any concomitant risk?
— In what ways can activities in school grounds promote healthy lifestyles?
— To what extent do existing institutional health and safety policies promote and enhance outdoor
education for all students wherever relevant?
— To what extent are policies in place that result in adequate training in safety and teaching methods
for all appropriate staV?
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28. In the environment sector, policy makers need to address the following questions:
— To what extent do existing policies ensure that outdoor education results in positive experiences
of the countryside and develops an understanding of rural/urban livelihoods?
— What policy changes might result in greater connections being made between schools and
communities in urban and rural areas through outdoor education?
29. Science policy makers need to address the following kinds of questions:
— What policy initiatives might result in all students appreciating the role that ﬁeldwork plays in the
physical and the life sciences?
— To what extent is there a need for ﬁeldwork to be a mandatory part of physical and life science
courses wherever appropriate?
— To what extent is there a need for the Council for Science and Technology to consider the place
of ﬁeldwork in science education up to and including postgraduate level?
30. Underpinning all of these questions is a need for the beneﬁts of outdoor learning to feature more
prominently in debates about schools of the future (Bentley, 1998), social inclusion and “personalised
learning” (Miliband, 2004), healthy schools and communities, and education for sustainable development
(DfES, 2002a).
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Memorandum submitted by William Scott and Alan Reid, University of Bath, and Nick Jones, Council for
Environmental Education
Attached you will ﬁnd a submission to the Education and Skills Committee enquiry into Education
outside the Classroom. This submission comprises the report which we wrote for the DfES into aspects of
its Growing Schools Initiative (GSI)—a programme extensively concerned with work that children do
“outside the classroom”. Although of restricted focus—on food, farming and growing, the countryside, and
the environment, the initiative, and the evaluation, do highlight issues that we think are germane to your
enquiry. We hope you ﬁnd the report useful.8 A word version of the report is also attached. This is available
at: http://www.teachernet.gov.uk/docbank/index.cfm?id%5655.
Summary
The attached document reports on the evaluation of the Growing Schools Initiative’s Innovation Fund
Projects (2002–03). Six ﬂagship Projects were supported through the Innovation Fund as part of the
Department for Education and Skills’ (DfES) larger (and continuing) Growing Schools Initiative. The
report is based on an external evaluation commissioned by the Department as an integral aspect of the
Innovation Fund’s programme of activities (2002–03), and carried out by the Council for Environmental
Education and the Centre for Research in Education and the Environment at the University of Bath with
the co-operation of the organisations that managed the Projects.
The evaluation team, in welcoming the achievements of the Projects in what is emerging once again as a
signiﬁcant area of the curriculum, noted that it was clear that food, farming and growing, the countryside,
and the environment are important issues for schools to include in their work with young people. However,
we also noted that when the Government’s commitment to sustainable development, and schools’ roles in
setting out to address this, are taken into account, these issues take on a far greater signiﬁcance.
In this report, Section A.2 outlines the genesis of the Growing Schools Initiative, presenting a summary
chronology of the actions of government, NGOs and other interested parties.
Section A.3 details the emergence of the Innovation Fund, describing its relationship to the wider
Growing Schools Initiative.
Section A.4 sets out the Aims and Objectives of the Innovation Fund projects, exploring the choices
available to the co-ordinating organisations for the six ﬂagship Projects in deciding which foci to adopt.
8

Not printed.
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Section B1.1 describes the evolution of the role of the external evaluation, detailing the options that
emerged and the choices that were made.
Section B1.2 sets out how evaluative data were gathered, detailing how this related to Projects’ own
evaluative work.
Section B2 provides details of the ﬁve organisations which managed the Innovation Fund Projects.
Section B3 summarises what Projects regard as their major outputs and outcomes, grouping these
according to the aims and objectives of the Innovation Fund, and identifying a number of general points
about how Projects reported their work.
Section B4 examines a number of critical issues arising from the Innovation Fund projects, setting out
recommendations about the conduct of future work in this ﬁeld.
Section C draws together recommendations for the Department for Education and Skills, NGOs, external
Agencies and others, presenting these under a number of themes which relate to the Innovation Fund
project’s aims and objectives.
In conclusion, we recommended that any future work within the Growing Schools Initiative needed to
place a greater emphasis on the following:
1. Learning and the Nature of Evidence of achievements, participation and barriers in Growing Schoolsrelated Initiatives (Recommendations 1 and 2).
2. Concepts and Curriculum Mapping in the Growing Schools “ﬁeld”, eg how ideas relating to food,
farming, growing, countryside, environment, development, and the like relate to each other, and to other
ideas (Recommendations 3 and 4).
3. Conceptualising the Outdoor Classroom, in terms of how pedagogical and learning theory inform its
use (Recommendation 5).
4. The nature, diVerentation and contextualisation of barriers, and how they are overcome
(Recommendation 6).
5. What Research tells us in designing learning and professional development initiatives in relation to the
ﬁeld of Growing Schools (Recommendations 7 and 8).
6. Working with Teachers, in terms of their funding, involvement and professional development in
Growing Schools Initiatives (Recommendations 9–11).
7. Working with Students, to identify, develop and extend learning gains from Projects
(Recommendation 12).
8. Working with Partners, to maximise the contribution that each can make to the work of the other
(Recommendation 13).
9. Working with Farmers, through existing, quality-assured routes (eg Stewardship schemes)
(Recommendation 14).
10. Communicating Achievements eVectively and eYciently to diverse audiences, through training,
support, funding and evaluation mechanisms (Recommendations 15 and 16).
11. Constructing Case Studies that enable readers to think critically and reﬂexively about their own work,
reﬁne their practice in ways appropriate to need and context, and make eVective use of internal evaluations
(Recommendations 17 and 18).
12. Due consideration of the Timing and Growing of projects and opportunities for student learning and
teacher professional development (Recommendation 19).
13. Reconsidering and ensuring Value for Money (Recommendation 20).
October 2004

Memorandum submitted by the Commission for Architecture and the Built Environment (CABE)
1. Introduction
1.1 The Commission for Architecture and the Built Environment (CABE) is a Non-Departmental Public
Body, established by the Government in 1999. Its role is to promote the creation of high quality buildings
and spaces that transform people’s quality of life. The Department of Culture Media and Sport and the
OYce of the Deputy Prime Minister co-sponsor CABE. CABE engages with a range of stakeholders
throughout the public, private and voluntary sectors (see www.cabe.org.uk).
1.2 CABE Education was established by CABE as a separate charitable foundation in 2002 (see
www.cabe-education.org.uk). The Foundation aims to inspire young people to get more from the buildings
and spaces around them. Our ultimate ambition is to nurture a generation of conﬁdent and demanding
citizens to play an active role in improving the villages, towns and cities that we live in. CABE Education
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is presenting its evidence to the Select Committee as it believes that buildings and spaces provide a rich,
(potentially) easily accessible and stimulating educational resource. Through learning how places come to
be built and how they change over time, young people can better understand how they can be improved.
1.3 CABE Space is a key CABE programme relating to the experience of young people outside the
classroom. It is the national champion for parks and public spaces (see www.cabespace.org.uk). CABE
Space sees creative play as crucial for children’s development and is concerned that increasing urbanisation
has left our children with far fewer opportunities than previous generations to play freely outdoors. Goodquality parks and green spaces can help to address this concern, providing children with opportunities for
fun, exercise, learning and social development.

2. Access to Experiences Outside the Classroom
2.1 We recognise that the main thrust of this enquiry is to look at the issues and barriers that currently
prevent children and young people from engagement in outdoor activities in less-familiar surroundings.
However, we would suggest that getting young people out of the classroom to actively experience their
immediate built environment is equally crucial. The issues and barriers which prevent greater access from
schools—even to places that are more local and more familiar—are very often similar to those which prevent
children from participating in more physically adventurous outdoor activities. We urge the Committee to
take a broad view because whether children are engaged in adventurous outdoor activities or using the
outdoors for more academically focused educational work, the experience of school visits is very valuable.
Interests and enthusiasm nurtured on school visits can form the basis of interests and enthusiasms that can
last a lifetime. Children tend to remember school outings because they can be stimulating and fun at the
same time as being educational. Every eVort therefore needs to be made to make it easier for schools to get
children out and about.
2.2 “The built environment is a resource that is perennially available to all, and one with which everyone
has a relationship. It has an immense physical and intellectual range that can provide rich, shared learning
experiences. Since the built environment is outside of the windows of classrooms and surrounding streets
its learning applications are simple to access and need to be promoted more widely.” (Letter to Ministers
from JACBEE, 20 September 2004.)
2.3 The Joint Advisory Committee on Built Environment Education (JACBEE) was set up by DCMS
and DfES in 2003. The Committee included representatives from CABE Education, English Heritage,
Heritage Link and the Citizenship Foundation and made its recommendations to Ministers this autumn. In
their joint response this October, Charles Clarke and Andrew McIntosh agreed that a “compelling argument
for the educational value of the built environment” had been made. We therefore think it appropriate to
bring this to your committee’s attention.
2.4 As well as producing teaching materials and supporting a network of educators (see our postcard,
360) magazine and publications attached as Appendices I–IV), CABE Education undertakes research into
teachers’ use of the built environment and the views of young people, in order to better understand how to
achieve our aims. We have carried out some research which we consider of considerable relevance to the
subject of the current enquiry.
2.5 In September 2004 CABE Education received the results of a research study gauging reactions from
teachers and key organisations to its planned programme to encourage more out-of-classroom visits to
buildings and public spaces (Research Study for the Get out there campaign, Williamson, Chittendon and
Catchpole, September 2004). A representative sample of 25 teachers and Head teachers across England were
targeted within Geography, Citizenship, Art and Design, Design and Technology and History at secondary
level. Representatives from 26 central and local government, union, subject and teacher training
organisations were also interviewed. The key ﬁndings relevant to the Committee’s enquiry are outlined
below:
(a) All teachers and organisations recognised that oV-site trips “make an essential and irreplaceable
contribution to the teaching and learning of their subject area as well as pupil’s development”.
Particular beneﬁts identiﬁed by teachers included: contextualised learning; development of
students’ and teachers’ knowledge and understanding; increased student motivation; improved
relationships and behaviour; new opportunities and broader horizons; a wider range of learning
experiences; development of social skills; resonant experiences; interaction with other
professionals; professional development; and increased conﬁdence for teachers.
(b) Almost all of the schools surveyed took students out on visits, in each of the subject areas, at least
once during the school year. Visits were primarily organised to enhance a subject area’s
programme of study. However, the majority of trips tended to be to galleries, museums or other
more distant locations. Few schools from the sample took trips within walking distance. Teachers
also reported that there has been a tendency to reduce the number of visits over recent years.
(c) The majority of teachers appreciated the relevance of the built environment although some did not
feel they had the necessary resources or subject knowledge to make full use of it.
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(d) Organisations in the survey all referred to the vital and positive aspects of out-of-classroom
learning including enriching the curriculum, inspiration, promoting conﬁdence, providing new
perspectives and points of view and providing lifelong learning skills.
(e) However, concerns were expressed by both teachers and organisations about the many factors
which make organising visits complicated and time consuming.
2.6 CABE Education believes there is a real need for user-friendly guidance for teachers on how to plan
and prepare for school trips using the built environment. CABE Education intends to produce such
guidance in the near future. We recognize that such a guide would need regular updating. We also believe
that through our 360) magazine we can feature a regular slot promoting best value or good places to visit,
that are perhaps not the most obvious destinations, as a way of encouraging more schools to undertake
visits. We do believe that if teachers feel conﬁdent about arranging visits eVectively, problems can be
minimized. It has to be acknowledged, however, that so far as the built environment is concerned, there is
a shortage of educationalists able to interpret the built environment to children. CABE Education has an
important role to play here in developing, nurturing and encouraging those who can communicate ideas
about the development of our towns and cities in an engaging, creative and yet realistic way to young people.
We recognize this challenge and are seeking to address it.
2.7 In an earlier piece of research for CABE Education (Using the Built Environment as a Teaching
Resource, MORI, March 2004) it emerged that teachers saw that “the built environment has the potential
to engage students [. . .] because students do enjoy learning about their surroundings. Trips to look at local
buildings are seen by teachers as a way of enabling students to better understand topics that are covered in
the classroom [. . .] and are constantly looking for more innovative ways to engage their students”.
2.8 Further research for CABE Education by MORI (A Research study among 11–16 Year Olds MORI,
March 2004) showed that 58% of pupils wanted to go on visits to interesting buildings. As a demonstration
that children were interested in becoming more involved in their own neighbourhoods it emerged that 43%
of those polled were already, or wanted to be, involved in changes to the area where they lived. CABE
Education views this latent interest by children in their surroundings as extremely positive and believes that
there is much more that can be done to stimulate this interest and encourage interest to translate into positive
engagement, thus aiding a growing interest in and awareness of what it means to be a responsible citizen.
2.9 A summary of research on urban spaces for CABE Space (The value of Public Space, CABE Space,
March 2004, attached as Appendix V) showed the importance of play opportunities for the acquisition of
social skills, from experimentation and the confrontation and resolution of emotional crises, to moral
understanding, cognitive skills, and, of course, physical skills.
2.10 In the introduction to What would you do with this space? (CABE Space/CABE Education, May
2004, attached as Appendix VI), Yvette Cooper, Parliamentary Under Secretary of State, OYce of the
Deputy Prime Minister, states that “the interactions that take place in public space provide children with a
rich education about the world around them”. The 16 case studies of good practice in the guide showed the
many beneﬁts young people can get from being involved in changes to their local environment including
judging risks, decision making, understanding needs of others and increased conﬁdence. These are very
much the same kinds of beneﬁts that children can obtain through more adventurous outdoor activities but
it needs to be remembered that there is considerable scope for beneﬁts to be derived from visits near to
schools as well as to places further away.
2.11 A further key ﬁnding outlined in this publication was that there was often a change in the perception
of young people by the wider community who saw them as a positive force for change rather than a menace.
However, territory in the urban environment that young people felt ownership of and responsibility for was
needed to produce the beneﬁts outlined above. Often this is not the case.
3. Barriers
3.1 The Committee’s terms of reference are to consider what barriers exist to making the most of the
potential for education outside the classroom. Our comments, picking up on your areas of interest, are as
follows:
Costs and funding
3.2 Studies of local buildings and public spaces are relatively low cost as transport costs are very much
less than they would be to destinations further away. In many instances there are opportunities for schools
within walking distance so transport costs can be avoided. More should be made of such opportunities.
However, transport costs can be a real issue for schools and a real deterrent to the running of school trips.
More funding should be made available to make it easier for schools to arrange visits. The pioneering work
in Wales in recent years of the Gateway Project is a model that could be emulated elsewhere. The Gateway
Project is a registered charity which, with the support of the HLF and other donors, is able to pay for the
transport costs to enable groups of disadvantaged people, both adults and children, to visit the gardens of
Wales. It keeps overheads to a minimum but has none the less reached a wide audience and had a remarkable
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impact. There is great scope for the Gateway model, already being extended into the West Midlands, to be
rolled out elsewhere. Whilst Gateway’s focus is essentially based around the concept of the beneﬁts to be
derived from visiting signiﬁcant gardens (eg historic gardens or the Welsh Botanic Garden), the model could
readily be adapted to encompass visits to buildings or other places of interest, most particularly to buildings,
streets or neighbourhoods.
3.3 Our Get out there research (referred to in 2.5 above) showed that, transport costs apart, there are still
associated costs of teacher cover, teacher training and research and suitable ﬁeldwork equipment, which
apply to any visit. When funding school visits, Gateway provides help to teachers and to schools with this
aspect which is enormously valued. This means that children can make the most of any visit.
The place of outdoor learning within the curriculum
3.4 Moving on from the issue of the transport costs of visits, an analysis of the National Curriculum 2000
undertaken by CABE Education with support from subject associations (The Place of the Built Environment
in supporting the National Curriculum, Cabe Education, November 2003) showed that there were strong
links between the built environment and almost all subject areas and all key stages. However, these are often
not made explicit in QCA Programmes of Study and so teachers are not always aware of the potential of
their local area. This is something CABE Education intends to address through the production of resources.
3.5 This view was endorsed by JACBEE’s ﬁndings and its recommendations that “DfES and DCMS
work with QCA to promote and endorse the potential of the built environment” and that “CABE, English
Heritage and interested parties work together to produce a proposal for the creation of a one-stop-shop for
built environment education information”. Further to this, the Attingham Trust report Opening Doors:
Learning in the Historic Environment (Giles Waterﬁeld, June 2004) called on DfES and DCMS to extend
their work on realising the educational potential of the historic environment and also for the establishment
of a “one-stop-shop” for information on built environment education encompassing both the historic and
contemporary. CABE Education is now embarked upon a programme of work to test the feasibility of this.
Whilst CABE Education’s magazine, 360), which comes out three times a year and which is widely
distributed, contains a great deal of information about what is going on in the sector, there is a clear need
for greater investment and for a more comprehensive approach to encouraging teachers and schools to make
the best use of the built environment.
External assessment of provision
3.6 From our Get out there research, it is clear that the educational value of the local built environment
was often not recognised and secondary school teachers were not always conﬁdent in how to use it. This was
a major factor in reducing the number of local visits. QCA promotion of the built environment as a resource
and the one-stop-shop mentioned above would most certainly improve this somewhat depressing situation.
3.7 The Real World Learning Alliance have identiﬁed the lack of consideration of out of classroom
learning in school inspections. If there were such external evaluation of the whole school approach to visits
this would undoubtedly encourage schools to make more of the opportunities available. We would suggest
that your committee consider the desirability of including an assessment of out of school activities as part
of regular school inspections.
Organisation and integration within existing school structures
3.8 For any oV-site excursion, schools are required to meet health and safety guidelines issued by the
LEA, the trip venue/site and the school. Our Get out there study showed that some schools feel well
supported while others are less conﬁdent of procedures. Tasks include: making a risk assessment; arranging
transportation; providing medical certiﬁcation; establishing parental/carer consent; obtaining insurance;
providing emergency telephone number lists; negotiating time oV-timetable with other subject areas; setting
cover work where absent from lessons; arranging cover teachers; conducting a pre-visit recce; planning and
preparing teaching resources. Teachers in Schools that had strong, clear policies and established practices
and procedures for out-of-classroom learning felt more conﬁdent and were therefore able to carry out more
visits and gain more from them. This approach should be encouraged through training and models of good
practice. CABE Education is actively working in this area with a view to providing guidance for schools on
how to organise a school visit to a local built environment destination. This will be of enormous use to
teachers, classroom assistants and other administrative staV.
3.9 Similar organisational tasks apply to a trip whether it is a walk across town or to a destination much
further aﬁeld. Our research showed that this was another factor in teachers deciding that if they were going
to go to the eVort of arranging a visit it might as well be to a well-known “destination”. Such destinations
(eg a major museum, art gallery etc) have the advantage, in teachers’ perceptions, of having ready made
educational facilities (education staV, education room, and ready prepared educational materials for
example) which facilitated organisation. Whilst visits to major destinations are a vital part of any child’s
education, there is a real role for other types of visit. Suitable guidance and resources need to be made
available through a one-stop-shop (as outlined in para 3.5 above) providing inspiring and practical models
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for the type of short local safaris recommended in A child’s place: why environment matters to children (Green
Alliance/Demos, May 2004). Some support of this nature is becoming available through the growing
number of members of the Architecture Centre Network which CABE actively supports through its regional
grants programme (see www.architecturecentre.net).
Qualiﬁcation and motivation of teachers and the eVect on teacher workload
3.10 Planning opportunities for pupils to learn in out-of-school contexts, such as school visits, are a
requirement of Qualiﬁed Teacher Status (Standards for the Award of Qualiﬁed Teacher Status 3.15).
Provision of support is from the training college and on teaching practice. In order to promote educational
experiences outside the classroom a positive and practical approach is essential for trainee teachers.
Materials and support are needed for teacher trainers. In our Get out there research concern was expressed
that there is a wave of Newly Qualiﬁed Teachers coming into teaching with the view that trips are just too
risky. This is a matter of very serious concern to us.
3.11 Supporting this view a further JACBEE recommendation is that “DfES and DCMS work with the
TTA to produce built environment education training packages”. CABE Education believes these should
include, or relate to, training and support on making visits which instills a “can do” approach.
3.12 Once teachers are practicing in schools our Get out there research found that there are a number of
factors that help to encourage the organisation of trips. A school ethos that encourages trips backed up by
workable policies are vitally important: easy to use proformas, practical advice, mentoring by experienced
teachers, support of head and of governors, senior management attending trips and being supportive,
cooperation of parents and administrative support. All these contribute to the likelihood of trips taking
place and of their being a success.
Fear of accidents and possibility of litigation
3.13 These fears were very prominent in our Get out there research. Teachers were concerned about
risking their careers due to litigation, whether such legal challenges were well-founded or not. Union
recommendations against organising trips were ignored by some and heeded by others.
3.14 CABE Education believes that a systematic framework that ensures legal accountability at the LEA
level is needed. This would improve conﬁdence and competence and could assist in reducing teachers’
workload and do much to reduce the climate of nervousness and fear about the possibility of teachers being
blamed if something goes wrong.
4. Summary
4.1 In summary, CABE Education would like to suggest the following as recommendations:
4.2 Teachers should be encouraged and enabled to make more of the educational value of the buildings
and spaces in their local environment through:
(a) Provision of a framework for legal accountability at the LEA level that raises conﬁdence and
competence and reduces teachers’ workload. LEAs/DfES should provide teachers with personal
liability insurance.
(b) Linking the above to clear, practical and reliable support and guidance for conducting risk
assessments.
(c) Establishing school trip coordinators in every school and LEA with expertise in organising short
local visits as well as longer day trips and residential trips. This role could be combined with that
of the suggested DCMS Cultural Entitlement coordinator.
(d) Provide further support to teachers through the training of classroom assistants or administrative
staV to take on a greater role in organising visits.
(e) Provision of curriculum support materials such as case studies for subjects making links to
curriculum and exam criteria and exploring a range of models for trips, eg one hour, two hour,
half and full day.
(f) The TTA should work with key agencies in the sector such as CABE Education and English
Heritage to produce built environment education training packages which inspire Newly Qualiﬁed
Teachers to increase the amount and quality of classroom learning in this area.
(g) Identiﬁcation and dissemination of best practice models in school policy, practice and procedures.
(h) Local venues/sites including buildings and parks should be helped and encouraged to work with
teachers to provide support in the form of advice on preparation, resources, InSET, clariﬁcation
of roles, clear curriculum links and links with students’ previous knowledge and experience and
evaluation methodologies. The Gateway Project provides a cost eVective model for achieving this.
(i) Establishment of a one-stop-shop for information on exploring the built environment which
incorporates (e), (f), (g) and (h) above.
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(j)

QCA should be engaged in further promoting and endorsing the potential of local out-ofclassroom experiences of the built environment.

4.3 A greater number of diverse and stimulating environments for play should be created in each
neighbourhood that are accessible to children and young people both within and outside school grounds.
These should be developed with the involvement of children and young people.
4.4 Inspection of schools should include greater consideration of the quality and quantity of out-ofclassroom learning and how it is integrated into the curriculum.
October 2004

Memorandum submitted by Play Wales/Chwarae Cymru
1. Play Wales/Chwarae Cymru is the national organisation for children’s play in Wales; an independent
charity funded by the Welsh Assembly Government. Our aim is to act as a champion for children’s play, to
increase awareness and understanding of the critical importance of play to children’s development. It is our
belief, that play which is freely chosen, personally directed and intrinsically motivated is vital in a child’s
development.
2. Our role is that of a critical friend, to inﬂuence the policy, strategic planning and practice of national
and local government. We work with all agencies and organisations that have an interest in, and a
responsibility for children’s play, as well as those whose decisions have an impact on children’s play.
3. We promote high quality play provision for all children, and provide support for all aspects of staVed
playwork, playground development and maintenance, and the development of playwork education and
training.
4. Our services include advice and consultancy on training, playground design and playground
management; seminars and conferences; support for the continued development of staVed adventure play
provision; playground inspections and risk assessment; an expert witness service for playground-related
issues; a newsletter for all involved in play in Wales; a website (www.playwales.org.uk); a play reference
library and information service; practical support for organisations wishing to provide for children’s play
needs; and developing pioneering materials to improve the quality and understanding of playwork theory
and practice.
One day Wales will be a country where every child’s right to play is recognised and fully provided for.
5. Our response is prefaced with a statement with respect to children’s play and the barriers that our
society has created to militate against that need for play being met.

Children’s Basic Play Needs
6. All children are developing and growing human beings. Their needs are special and from a very early
age there is a need—an instinctive need and urge—not only to play games and develop physical skills, but
also to:
— crawl, jump, swing, slide, run, roll around, and play rough and tumble, hang from items and move
from item to item, to hide, to seek, to prod and probe;
— take risks, seek excitement and challenge—discover their potential capacity for doing things, and
understand their limitations through testing their abilities in a variety of ways, and making
mistakes;
— create and construct: deconstruct and reconstruct, change and move the content of the
environment around them;
— engage in fantasy and make believe, role-play and imitative play;
— experiment with the elements, such as earth, water, air and ﬁre; experience for example; diVerent
textures, forms, colour, smells, taste and sounds, warmth and cold;
— experiment with diVerent perspectives, heights and levels—hollows and mounds, climbing,
balancing, and going through, up, over and onto things;
— develop social relationships with one and other; by being able to create opportunities for cooperation and interaction, exploring and dealing with conﬂict and realising the beneﬁts of
collaboration;
— individualise and personalise their play in which they can express themselves and be themselves;
— experience adventure, challenge, encounter, confront and manage risk, by exploring and
experimenting to ﬁnd out about things for themselves in their own time and at their own pace and
within any parameters they determine; and
— establish a sense of physical and social independence whilst also establishing a social identity.
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7. Play encompasses children’s behaviour which is freely chosen, personally directed and intrinsically
motivated. It is performed for no external goal or reward, and is a fundamental and integral part of healthy
development.
Barriers to Children’s Play
8. In Wales there is an acceptance by the Welsh Assembly Government that children need to play.
However, where, how and when children play is determined by a range of circumstances, the physical
environment and attitudinal perspectives of the society in which children live.
9. It is an often-expressed view that children will play anywhere and everywhere, whenever an
opportunity presents itself. To a large extent this is true because of the innate and irrepressible urge that
children have to play. However, over recent years, a number of external restraints, intentional and unintentional, have been increasingly applied which have directly and detrimentally aVected the level and
quality of play opportunities now available to children.
10. The main causes of the erosion of children’s access to quality play experiences include:
— parents attitudes to safety in the outdoor environment and the comparatively limited
understanding of the value of play generally;
— the pressures of an increasingly litigious culture emerging throughout the UK which “discourages”
local authorities and communities to provide play areas.;
— the poor quality and limited number of dedicated play spaces in residential areas and the
inexorable colonisation of all open space for adult use, including that of leisure, recreational, sport,
and vehicle and travel convenience;
— adults reactions to play provision in local communities is often hostile, children at play being
perceived as noisy, messy, boisterous, aggressive and a general nuisance;
— an absence of consideration of children and young people’s outdoor spatial requirements in the
modern environment, for example; the lack of priority given to play space in new housing
developments;
— attitudes to social status, cultural background, race, disability and economic circumstances that
have an impact on access to and perspectives of play; and
— children’s play has no readily or easily deﬁnable and measurable outcomes, often regarded as a
trivial diversionary activity against a backdrop of formal education.
Welsh Assembly Government Play Policy
11. The Welsh Assembly Government adopted a Play Policy in 2002, (Appendix 1) and it will shortly be
launching a national consultation on the recommendations of the Play Policy Implementation Group, to
translate the Policy into a reality for children in Wales.
12. These Recommendations identify a range of issues, of which some touch on the work of the Education
and Skills Committee Inquiry.
13. For example with respect to the fear of accidents and the possibility of litigation, possibly the greatest
challenge the Government faces in providing for children’s play needs in the 21st century is the perception
that risk is regarded as something to be avoided, and an emerging expectation that there should be the
facility for litigation to provide compensation in the event of an accident.
14. A major diYculty for play is that its universally-recognised as having positive attributes, they are hardly
measurable scientiﬁcally. It is hard to quantify scientiﬁcally the fulﬁlment of “a child’s right to play,” though
few would dispute its legitimacy. It is also hard to measure the psycho-social and developmental beneﬁts of play,
whether or not it enhances creativeness or a healthier life style in later years, or even its potential for enabling
children and young people to learn about how to handle risk. It is diYcult to prove that the provision of
playgrounds lowers total risk to children and young people by moving them away from more dangerous places
and activities. Thus, whereas the beneﬁts of play are mainly assessed qualitatively at best, the disbeneﬁts are
measured in terms of cost of provision, injuries, law suits and the like, and are far more tangible. Achieving a
balance between tangibles and intangibles is diYcult and, particularly in a science dominated culture, is in
singular need of human intervention and judgement. Furthermore if play is accepted as being as important as
is commonly said, then more research would appear warranted on the diVerent kinds of play opportunities which
can be provided and the beneﬁts for diVerent age groups. At present the danger is that safety concerns, real or
perceived, and litigation, have a bigger hand in determining the types of play facilities made available than does
any consideration of play beneﬁts. (Playgrounds—risks, beneﬁts and choices Professor David J Ball, 2002)
15. “Managing Risk in Play Provision” developed by the UK Play Safety Forum, outlines the low level
of play injury and stranger danger and asserts that a certain amount of risk is necessary for the healthy
development of children and young people. However, the document is aimed at planners, managers and
workers and does not speak to parents directly. Ultimately parents and carers have the power to let their
children play freely.
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16. It is useful to consider that there are numerous sport and leisure activities where the risk of injury is
automatically accepted. In relative terms, the number of injuries in such activities far outweighs those
experienced in play provision. Participation in football, rugby, hockey, netball and basketball for instance,
results in a high number and wide variety of injuries. Such high records of accidents however, have not
discouraged continued participation, on the contrary, it is encouraged on the premise that it is seen to be of
beneﬁt to the health, social and psychological well-being of those involved.
17. This has become an issue of critical importance, as play providers are ﬁnding that they must pay
increasingly exorbitant insurance premiums to obtain public liability insurance. There is evidence that the
decision of play providers to increasingly limit the play opportunities they provide for children is based upon
the insurers reluctance to provide cover, rather than upon the play needs of the children with whom the play
providers work.
18. Clearly there is an urgent need for the Government to create a climate in which play providers can
responsibly oVer opportunities for children to experience risk taking without the fear of subsequent
litigation. This might be achieved by the introduction of legislation that enables play providers to state that
the activity in which the child participates has an inherent risk, that is a necessary aspect of the activity, and
that such a statement with militate against claims that might arise from what one might call a “natural
accident”.
19. Such are the beneﬁts that accrue from play and the opportunity for children and young people when
playing, to experience risk taking, that those beneﬁts outweigh the concomitant possibility that a child might
hurt themselves.
20. As a consequence of this development, the future possibility of litigation in the event of accident will
not detrimentally aVect the quality of children’s play experience, thus reﬂecting a more appropriate balance
between opportunity and consequence.
21. We would assume that the Committee will be familiar with the current work of the Home OYce
Active Communities Unit on INSURANCE and SPORTING, RECREATIONAL and
ADVENTUROUS ACTIVITIES.
22. With respect to playing out in schools; schools, as places of learning, are well placed within the
community to provide a range of opportunities for children’s play. School playgrounds and playing ﬁelds
can often represent the only open space in urban areas.
23. If well designed, landscaped, and managed, they can oVer children and young people a rich
environment and a constant stream of stimuli, ideas and resources through their contact with the natural
landscape and environment. However, the present reality is generally one in which the school site is a barren
wilderness when compared with for example a natural woodland setting, devoid of all bar the most
rudimentary play value.
24. Historically playgrounds were developed as “training yards”, ﬂat in order to facilitate the formation
of lines when children were engaged in group exercises.
25. Over the past 15 years, the UK charity “Learning through Landscapes” has worked with schools
undertaking considered landscaping of their grounds (except those speciﬁc areas designed for sporting
activities) to create play environments that compensate for the loss of natural space. Such landscaping can
provide changes in level, opportunities to learn through the elements, and plantings that oVer progressive
play opportunities to meet the needs of all children and young people.
26. Signiﬁcantly, “Learning through Landscapes” work with children and young people within the
community to encourage ownership of the environment created, in order to ensure its sustainability.
Furthermore, once hard landscaping and planting has been completed there can be signiﬁcant reductions
in maintenance costs as a result of the reduced area of ﬂat grass requiring fortnightly gang mowing.
27. Creating a sense of “ownership” of public and community spaces is a precondition of successful use, care
and maintenance. The key stake-holders in a secure public realm are the public themselves, including children
and young people, and their involvement at all levels is essential. (“No particular place to Go”) (Groundwork
Trust 2003).
28. Play Wales would ask that the Government commit itself to supporting the transformation of those
areas of school grounds not dedicated to sports activities, by landscaping and planting, to create
compensatory natural spaces that provide children with a rich play environment. These environments will
be designed to provide a broad range of play opportunities.
29. This development will not be limited solely to supporting the delivery of the Foundation Stage and
Foundation Phase in England and Wales respectively. It will provide spaces which serve to enable children
to interact with the environment and each other. The spaces will include loose parts to provide for the
experience of a range of play types, both for use by the children attending during the school day and for
children and wider community use out of school hours.
30. This development will complement and contribute initiatives, to open up schools as community
resources, to meet the needs of children, their families and the wider community, outside the school day.
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31. With respect to school staV; Play Wales recognises that as a result of changing social trends many
children lack the opportunity to play freely outside of school time, therefore, school playtime can contribute
to compensating for this loss, oVering children the opportunity to experience a range of play types
appropriate to their developmental needs.
32. It is an irony that in many schools “wet play” in schools is neither wet nor play. Children tend to be
kept inside and occupied with videos or adult led activities at break time during bad weather. It is recognised
that the Play Policy in Wales would be better served if children and young people were encouraged to
experience all types of weather, and that schools can contribute to this experience.
33. . . . overall children felt that other school activities were prioritised at the expense of play . . . (Listen
Up, Save the Children 2003).
34. Furthermore all people who work with children and young people should be encouraged to develop
a deep understanding of the philosophy and practice of play. This will include knowledge of play types, play
behaviour, play needs, and appropriate intervention styles.
35. Play Wales would recommend that Government ensures that all teacher training courses for new
teachers and nursery staV, include content that addresses the most recent developments in the understanding
of children’s play as children’s self-directed learning and how playwork facilitates that process.
36. Comparison might be drawn between the perception of play in schools (whereby the child’s drive to
play is harnessed by the teacher to be used in activities with an expressed outcome identiﬁed in the National
Curriculum) and the concept of play as embodied by the Welsh Assembly Government Play Policy. That is
to say, play as children’s behaviour which is freely chosen, personally directed and intrinsically motivated
and performed for no external goal or reward. Neither is wrong. However, they are diVerent, and they serve
two distinct yet complementary purposes.
October 2004

Memorandum submitted by the Children’s Play Council

“I Have a Dream”
“I have a dream that one day children will be able to roam freely without fear of cars. A day when children
will not be told “that’s too dangerous!” or “stop that racket!” as soon as they walk out the door. A day when
they are not treated sub-humanly. A day when they are not penned up in houses or tiny “playgrounds”. . .
Laurie Hedge, 12 years, October 2004. School project.
2. Laurie lives in south London. The park where he lives is designed primarily for adults and children are
banned from cycling and skating. Most of grassy areas have “no ball games” signs and the low branches are
cut oV trees to stop children climbing them. For Laurie and many other children in his area break-time at
school is one of the main times to run around freely and play with friends.
3. Laurie is typical of many children whose experience of outdoor play is severely limited by the
circumstances in which they live. A recent survey from Learning Through Landscapes and the Royal Bank
of Scotland found that 35% parents said their 7–12 year old children never played out with their friends when
not at school.9
4. This submission from the Children’s Play Council to the select committee argues that national and
local government and schools must do more to:
— recognise the importance of children’s free-play opportunities during school play/break-times,
valuing free-play as an important part of a child’s school day,
— accept that free-play during play-time should not be expected to have measurable outcomes for
children’s learning,
— design and develop outdoor playgrounds which oVer children choice and a range of environments
and experiences,
— acknowledge and accept that children playing need to be able to stretch themselves and take risks,
possibly resulting in minor accidents,
— ensure playground staV are valued and trained in playwork principles and skills.
9

Supergrounds for schools, press release, Royal Bank of Scotland, October 2004.
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Introduction
5. The Children’s Play Council (CPC) is a leading voluntary organisation promoting better play
opportunities and services for school-aged children and young people in England. CPC is a membership
organisation. Our members include national and regional voluntary organisations, play associations and
networks, local authorities and EYDCPs. CPC is concerned about all areas of children’s lives where play is
important including the school day.
6. CPC currently has a policy development and research contract with the Department of Culture Media
and Sport, is supported by the Department for Transport for work on Home zones, co-manages a Big
Lottery Fund programme with Barnardos (Better Play) and receives project funding from charitable trusts
and the Housing Corporation for other work. We are also part of a coalition of organisations, led by the
Association of Teachers and Lecturers, developing work on children’s play at school.
CPC works under the aegis of the National Children’s Bureau.
The Importance of Play-Time for School Children
7. Playing freely, making their own choices and having fun must be the primary aim of play/break-times
for school children. All children need time and space to play during the school day. Playing allows children
a break in the rigid structure of the school day, gives them a chance to enjoy themselves, run around, talk
with their friends, try new ideas, develop relationships and expend pent up energy.
Physical exercise
8. In addition, evidence shows that play-time is a crucial time for children to get physical exercise.
Research from University College London with children of nine to 12 years old shows that, during the school
break, children used 1.9 activity calories per minute compared with 0.6 during lesson times. Whilst this was
less than PE and games lessons (3.1ac/m) it was more than many sports clubs and out-of-school activities.10
The children also spent signiﬁcantly more time getting exercise during play-time at school than playing out
after school or at the weekend This research conﬁrmed other ﬁndings that amongst children of ﬁve to 11
years old their highest energy expenditure occurred during school break-times.11 Research from overseas
shows similar patterns.12, 13
Testing boundaries and taking risks
9. Children learn through experience, testing themselves and others and taking risks. School play-time is
one important time when children can do this in a relatively “safe” environment. Good school playground
provision and management oVers children a stimulating, challenging environment for exploring and
developing their abilities whilst managing the level of risk so that children are not exposed to unacceptable
risk of serious injury.14
Developing social skills
10. Research drawing on experience from the UK shows how important break time at school is for
children’s developing social skills and relationships. It is a time when children form and maintain friendships
and social networks, develop strategies for conﬂict and “ﬁnd freedom and a social life independent of the
classroom, where the rules of conduct are their own, and where activities stem from their own initiative”.15
The signiﬁcance of playground play and games in developing friendships has been widely reported.16
Encouraging creativity
11. Allowing children the opportunity to develop and adapt their own games and play provides crucial
opportunities for creative development and expression. Playground games are often rooted in culture and
tradition but change over time to ﬁt children’s needs and interests. Time, space and suitable resources,
including skilled adult facilitation can ensure better creative opportunities.
10
11

12

13
14
15
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Making children’s lives more active, R Mackett et al, Centre for Transport Studies, University College London, 2004.
Physical activity levels of 5–11-year-old children in England: cumulative evidence from three direct observation studies, M
Sleap and P Warburton, International Journal of Sports Medicine, 17(4), 1996, pp 248–253.
“Active school playgrounds—myth or reality? Results of the ‘make it groove’ project”, A Zasks et al (Australia), Preventive
Medicine, 33 (5), 2001 pp 402–408.
“Physical activity during free play and physical education”, J Sutterby, University of Texas, conference presentation, 2003.
Managing risk in play provision: a position statement, Play Safety Forum, Children’s Play Council, 2002.
“Friendships at school, the role of break times”, P Blatchford, Education, 3 (13), 1999, pp 6–65 (cited in School Grounds
Literature Review: phase one of the Scottish School Grounds Research Project, T Casey, Play Scotland, 2003.
School Grounds Literature Review: phase one of the Scottish School Grounds Research Project, T Casey, Play Scotland, 2003.
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Facilitating Free-play
12. To get the maximum beneﬁt from their play-time children need enough space, a suitable environment,
suYcient time, a choice of activities and oversight by skilled staV who understand playwork values and skills.
13. If not managed properly play-time can be a time of increased bullying and diYcult behaviour for some
children. However, schools which have acknowledged the importance and beneﬁts of free play have also
been able to provide an environment which reduces diYcult behaviour whilst still allowing choice and
control to children. Working with children to re-design play spaces, “zoning” playgrounds, developing a
more “natural” environment, training staV and raising the status of playground staV have all enhanced the
experience of children and the school population.17
Issues of Concern
14. Despite a general understanding of the importance of free-play for school children Children’s Play
Council is aware that, in some schools,
— play-times have been reduced over time;18
— structured activity is preferred over free play;
— the beneﬁts of play-time are measured in learning outcomes and;
— normal vigorous play is restricted because schools fear repercussions if children have minor
accidents.19
15. We were also extremely concerned that the Government has not understood the value of play-time
and school ground to children. One example of this occurred when the DfES was commissioning Exemplar
Designs for the new school building programme. In the design brief to architects there was no mention of
playgrounds and school play-time.20
16. We are concerned that, with these restrictions and lack of understanding, children’s opportunities for
free-play and all the attendant beneﬁts they get are under threat.
Conclusions
17. The evidence cited in this memorandum draws us to the following conclusions which we hope will be
supported and championed by the Education and Skills Committee:
— Time for free-play during the school day is vital for children and should be preserved or re-instated
where it has previously been reduced;
— Children should not be expected to achieve learning goals set by adults during their play-time;
— School children should be encouraged to play outside during play-time as much as possible and
given the chance to be physically active;
— Children’s playground activity should not be unnecessarily restricted by the school’s fears of
threats litigation from parents. Where this is a potential problem parents, children, school staV
and governors should work together to agree “acceptable levels of risk” for children’s playground
activities;
— Playground environments should include some natural elements and oVer the choice of a range of
active and quiet play opportunities which suit the needs and interests of children of diVerent ages,
abilities and cultural backgrounds;
— Playground staV should be trained in playwork values and skills and recognised as skilled and
valued members of the school staV team.
18. Finally, perhaps members of the Select Committee would like to cast their minds back to their own
childhood experiences and fond memories they may have of playing with friends. Children today need the
same or better opportunities for play at school as, for many, their out of school play activities are severely
restricted compared with those of previous generations.
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See note 16.
“Time for a break”, A Pellegrini & P Blatchford, The Psychologist, 15 (2) 2002, pp 60–61.
Reports and anecdotes collected from playworkers and the media.
Schools for the future: Exemplar Designs concepts and ideas, Department for Education and Skills, 2004.
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Memorandum submitted by the National Trust

Introduction
1. The National Trust welcomes the Committee’s inquiry into education outside the classroom and the
opportunity to contribute to the debate in this area. The National Trust is Europe’s largest conservation
charity and a major provider of out-of-classroom learning—indoors and outdoors. We currently welcome
540,000 formal learning visits by school students and a further 450 working holidays to our built and natural
properties in England, Wales and Northern Ireland. Our practical experience in welcoming 50 million
people to our countryside properties every year and a further 13 million to our houses, museums, gardens
and pay for entry properties, means that we have the infrastructure and experience to facilitate safe but not
“sanitised” experiences across the curriculum. Many of these visits are by families with school age children.
Although the motivation for informal visits is not often for learning, research in 2003 suggests the vast
majority (as many as 93%) deliver informal learning outcomes. Likewise out of hours activities for school
age children—for example through summer clubs supporting transition between the diVerent key stages for
those at risk of disaVection, or youth club projects—are an important tool in supporting formal learning.
A number of National Trust case studies are included with our submission.
2. The Trust believes that there is no substitute for learning outside the classroom with real people,
whether that is in the great outdoors, a museum or a historic building. Our practical experience, evaluation
and research suggests that young people of all ages derive enormous beneﬁts from such experiences and that
when these experiences are structured and sustained they can have lasting impact on the individuals and
support teaching.21 We are partners in the Real World Learning Campaign which believes that out-ofclassroom learning should be an integral part of every child’s education. The campaign seeks to raise
awareness of the beneﬁts of out-of-classroom learning and to address the barriers which prevent us from
growing our potential to reach more young people.
3. School hours account for a tiny fraction of our lives. Learning is a lifelong process and a source of fun,
inspiration and physical and mental well-being. We believe education outside the classroom is a powerful
catalyst for creating a lifelong thirst for learning and for building a knowledge economy grounded in
creativity and an understanding of the world around us. Whilst there is increased awareness and support
for out-of-classroom learning, not least due to the Real World Learning Campaign, much more could be
done to make the most of the opportunities out there. We believe this inquiry provides a welcome vehicle
to encourage this to happen—both through challenging current misconceptions (eg risk) and by ﬁnding
solutions to barriers to growth. In particular we recommend the Committee calls for:
— A statutory entitlement in schools for every child to have regular, structured out of classroom
experiences to support curriculum work.
— A clear and unambiguous statement from the Government that out-of-classroom experiences are
an important and integral part of every child’s education and should be integrated across the
curriculum. This could take the form of a Manifesto for Education Outside the Classroom
developed in partnership with the relevant sectors.
— DCMS and DfES should work in partnership with the historic environment sector to develop a
speciﬁc heritage and learning proposal.
— A similar approach to the natural environment to be explored in greater detail by the Growing
Schools initiative.
— A scheme to address transport costs in schools where parents are unable to contribute—schools
should be able to bid into a fund supplemented by private sponsorship.
— The development of an information gateway for subjects across the curriculum, drawing on the
Growing Schools model, which would promote better sharing of information on the opportunities
available, and the cost-eVectiveness and beneﬁts of visits.
— Cross-curricular entitlement to these experiences embedded in guidance to schools and Local
Education Authorities.
— The introduction of out-of-classroom learning across the curriculum as a key part of every Ofsted
school inspection.
— Development of universal guidance to schools encouraging them to develop a whole school policy
on out-of-classroom learning which recognises its multiple beneﬁts across the curriculum.
— Support for resources such as education visits co-ordinators, to be made available where possible,
perhaps for a cluster of schools.
— SuYcient opportunities being made available during initial teacher training and through
continuous professional development to build conﬁdence, competence and experience amongst
teachers in planning and undertaking out-of-classroom learning.
21

FDS International (2003), Teachers Needs and Wants: research for the National Trust.
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— Providers to work in partnership to raise public awareness of the beneﬁts of education outside the
classroom to challenge misconceptions.
— The Government, teacher trade unions and providers to work together to address issues of concern
over taking children out of the classroom. This should involve the development of a common
template for risk assessment as proposed by the Real World Learning Campaign and a
recognisable standard such as the farm education standards being piloted by the Access to Farms
Partnership.
The National Trust: Learning and Discovery
4. The National Trust’s strategic plan puts lifelong learning and education at the heart of everything we
do. Our approach is to foster learning through self-discovery. We enable pupils to enjoy practical activities,
encouraging them to experience the “real thing” and to care for the built and natural environment around
them. The Trust has 300 experienced learning staV and 1,300 dedicated education volunteers whose passion
and professional knowledge for their subjects is contagious. We support learning and teaching across the
curriculum, with particular strength in History, Science, Arts, Geography, Citizenship and Education for
Sustainable Development. This activity occurs at a huge variety of locations across the UK: local or remote,
built or natural, indoor or outdoor, work-based or recreational, rural or urban. In each case real issues—
past or present—are used to inform debate and discussion.
5. The Trust runs a number of signiﬁcant education programmes, including:
— School Guardianships which builds long term “stewardship” relationships between schools and
their local properties. Some Guardianships have been running as long as 15 years and are
mentioned in schools’ Ofsted reports as playing a signiﬁcant part in supporting the curriculum.
— The Redrow School Partnership linking schools in rural and urban communities to explore the
curriculum together.
— A highly subsidised Education Group Membership open to all schools.
— Specialised outdoor/environmental activity centres at Stackpole in Pembrokeshire and Brancaster
in Norfolk.
— The National Trust Touring Theatre which has been running for 25 years and engages people in
complex issues through performing arts.
— Untold Story—a three year interpretation project supported by the Heritage Lottery Fund that
brings non-traditional audiences to interpret our properties.
Further details are attached.
6. Further property-based programmes include:
— Sutton House, Hackney: Winner of two Sandford Awards for Heritage Education, Sutton House
was shortlisted for this year’s Gulbenkian Prize for museum of the year. Presenting a diverse range
of arts-focused learning programmes for all age groups, Sutton House is particularly strong at
community outreach and has established a signiﬁcant following in and around the London
Borough of Hackney. Sutton House hosts more than 4,000 education visitors a year, reaching 251
local schools and enabling a broad range of experiences from life in Tudor times to personal
heritage exploration and interpretation. Recent workshops with the local Caribbean community
and events for Black History Month have been particularly successful, but long term funding is a
perennial concern.
— Morden Hall Park, Merton: This property oVers a very strong schools’ environmental programme
and last year played host to 6,483 education visitors, from 90 primary and secondary schools.
Sessions are designed to compliment the National Curriculum Geography Key Stages and are
strongly environmentally focused making particular use of access to the River Wandle and
surrounding habitat. The property’s SnuV Mill Environmental Centre has just received grant
funding for refurbishment and there are plans to extend community outreach eVorts to the nearby
Phipp’s Bridge Estate. In 2003, the property hosted visits from 82 primary schools.
— Osterley Park, Hounslow: Osterley Park is both a historic mansion house and vital green lung for
the largely Asian population in this part of West London. The property houses an exhibition space,
dedicated study base, is developing links with Hounslow Primary Care Trust and has an oversubscribed community youth drama group. The property ﬁelds around 1,500 education visitors a
year and presents an unusually strong oVer in terms of both cultural and natural learning
opportunities.
— Hughenden Manor, High Wycombe: Possessed of a sizeable and excellent study base, Hughenden
Manor has developed a strong schools’ programme oVering both cultural and natural heritage
learning opportunities. Benjamin Disraeli’s country home now frequently plays host to costumed
school children enjoying immersion in Victorian life that enables them to experience the work that
would have taken place to prepare the estate for the visit of Queen Victoria. The ability to handle
Victorian artefacts is a strong point of this property’s educational oVer and one that is a particular
thrill for all those that have had the opportunity of experiencing it.
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7. It is our experience that participants in these programmes make return visits and tend to bring their
family and friends with them, spreading the beneﬁts to those who might not have had such experiences
previously. In addition those pupils visiting regularly as children are more likely to return as adults and play
an active role in caring for their historic and natural environment.
Growing the Potential; Meeting the Demand
8. In a recent survey of schools, nine out of 10 teachers said they do not take as many school trips as they
need to.22 They would like to take their pupils out more but budgets and curriculum timetabling get in the
way, even though 80% of the same sample cited the curriculum as the primary reason for going on trips.
This is reﬂected by our own experience, with some programmes oversubscribed or even inﬂuencing parents’
choice of schools. A mapping exercise of National Trust learning provision in 2003 suggests that there is
signiﬁcant potential to increase opportunities for school-children to visit our properties if these, and other
barriers, are overcome. Typically, these barriers include: the limited ability of voluntary sector bodies to
subsidise learning programmes; an increasingly crowded and prescriptive curriculum leading to fewer
opportunities; fear of accidents and subsequent litigation; low status of out-of-classroom teaching; defensive
attitudes of some teaching unions; and cost (including transport) to poorer schools.
9. The need to make the most of the educational potential of our rich cultural heritage through structured
visits for young people is a clear Government message.23 This includes access to both our built and cultural
heritage as well as the natural environment. In 2002, in response to Government recommendations in its
vision for the historic environment, A Force for our Future, the National Trust published proposals for
providing free access for all children to heritage sites (see Making History Matter, copy enclosed). This sets
out initial thoughts on how such a scheme might be funded and administered. Our preferred option is to
develop a dedicated programme of activity which supports schools in undertaking structured school visits,
rather than a voucher scheme.
10. Despite this potential, and the clear objectives of A Force for our Future, we still have a long way to
go. Whilst free access for children to national museums and English Heritage sites (about which we have
some concerns), has made some progress, little has been achieved for the wider historic environment sector.
In addition to addressing the speciﬁc barriers to growth explored below, we believe a clear and unambiguous
statement is needed. This could take the form of a Manifesto for Education Outside the Classroom
developed in partnership with the relevant sectors.
11. We also believe DCMS and DfES should work in partnership with the historic environment sector
to develop a speciﬁc heritage and learning proposal. Similar scope exists in relation to the natural
environment and we would like to see the potential to do this explored in greater detail by the Growing
Schools initiative.
Costs and Funding
12. The Trust currently subsidises formal learning outside the classroom to the tune of £2 million per year
and levers in a further £3 million in external funds and generous sponsorship. We make a nominal charge
to schools under our Education Group Membership scheme which does not reﬂect the true cost of the
experiences. This pattern is repeated elsewhere in the voluntary sector. The costs borne by the National
Trust are very high and mean that we are unable to oVer more opportunities despite having the
infrastructure to do so—which is what makes it cheaper for others to use our resources in the ﬁrst place.
13. In addition schools in disadvantaged rural and urban areas struggle to pay for transport costs. The
Trust has a number of pilot bursary schemes for transport costs, such as the North West Minibus Scheme
where funds are raised by local members groups and private sector sponsors. The scheme has so far beneﬁted
8,000 students, but despite an alliance with a commercial operator continues to run at a loss. We would like
to see better provision made nationally to address this inequality and propose that where parents are unable
to contribute, schools should be able to bid into a fund supplemented by private sponsorship. Our research
suggests that, based on ﬁve visits to a property, transport costs are estimated at £25 per child over three
years, although this could be signiﬁcantly reduced if more capacity for outreach was developed and pilot
phases adopted in key areas.24
14. Though cost is a barrier, it is not prohibitive for many schools and our survey suggests it is not the
deciding factor in taking a school trip. This is particularly the case for secondary schools where timetable
considerations were the deciding factor for 50% of the sample schools.25 Those teachers who have developed
long-term relationships with our properties are overwhelmingly supportive of the wide beneﬁts and cost
eVectiveness of such experiences, in both curriculum and pastoral terms, for their schools. Where teachers
22
23
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FDS International (2003), Teachers Needs and Wants: research for the National Trust.
“England’s historic environment is one of our greatest national resources . . . The historic environment is something from which
we can learn, something from which our economy beneﬁts and something which can bring communities together in a shared sense
of belonging.” Tessa Jowell and Stephen Byers, Foreword, The Historic Environment: A Force for Our Future, DCMS/DTLR,
December 2001.
Making History Matter: how children can discover heritage, National Trust 2002.
FDS International (2003), Teachers’ Needs and Wants: research for the National Trust.
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do not have the conﬁdence or experience to plan and undertake school visits, other barriers are cited. This
could be addressed through the development of an information gateway for subjects across the curriculum,
drawing on the Growing Schools model, which would promote better sharing of information on the
opportunities available, and the cost-eVectiveness and beneﬁts of visits.

The Place of Outdoor Learning Within the Curriculum
15. Where out-of-classroom learning is a statutory requirement, take up is strongest, for example in
Geography. A strong statutory requirement is also reﬂected in the content of Ofsted inspections. According
to Ofsted’s recent report, “good and very good teaching in outdoor education shares the same general
characteristics as teaching in normal classrooms but some of these are particularly important including . . .
crossing subject boundaries to broaden students’ understanding”. Despite this there is no statutory
requirement to undertake school visits in many curriculum subjects or to meet cross-curriculum objectives.
The Trust’s experience suggests that carefully planned trips can address more than one subject and engender
much wider beneﬁts in students’ basic and key skills such as creativity, motivation and conﬁdence:
“Any project that sends my pupils home with that much energy and enthusiasm must be creating
a real learning experience.” Teacher participating in Dance in Trust.
“I said to my mum that the visit to Formby was the best day of my life. I loved the sand blowing
in our faces, and the woods where we could imagine going on a lion-hunt.” Child with special needs.
16. Where teachers are inexperienced in taking classes on school trips, they may not understand the extent
to which it can be a substitute for class work or meet the demands of more than one curriculum subject at
any one time.
“The biggest impact I can think of from the guardianship project, is the fact that my planning and
therefore the children’s learning, is now completely integrated with having the SheYeld Park
Garden as an extension of the school. I/we look on it as a fantastic natural resource which enriches
so many aspects of the children’s work. If you think how many subject areas we have covered
through the garden, science, literacy, ICT, maths, art, PHSE and geography, I now wonder how
I would cover the curriculum as eYciently if we didn’t have the guardianship project! I know the
pupils and staV look forward to each visit, which in itself is quite amazing as the responsibility of
‘oV site visits usually sends teachers into dread mode, but because the garden doesn’t feel ‘oV site’
any more, I feel really comfortable organising the trips. This is due to the friendly, helpful nature
of the staV at SheYeld Park Garden and because we have been able to familiarise ourselves so
much with the garden and the risks can therefore be easily catered for. I think the children
appreciate the garden far more now they see ‘behind the scenes’ and some of them have said that
it makes them notice more when they visit gardens, which they thought were boring before.” Head
teacher of school visiting SheYeld Park Garden, East Sussex
In addition to a Government statement on the value of learning outside the classroom, we would like to
see cross-curricular entitlement to these experiences embedded in guidance to schools and Local Education
Authorities.

External Assessment of Provision
17. Many teachers are not aware of the positive outputs and outcomes of out-of-classroom learning.
These typically include improvement in social and communications skills, increased motivation, positive
changes in the relationship between pupils and accompanying teachers, and improved behaviour being
transferred to the classroom.
“Having over 25 years teaching experience, I can say without hesitation that this project is by far
the best thing I’ve ever been involved with since I began teaching. It was tremendous.” Head of art
department, Derby
Being inspected for these beneﬁts would raise awareness and promote best practice, while taking the
pressure oV other curriculum burdens. We believe that out-of-classroom learning should be introduced as
a key part of every Ofsted school inspection and integrated across the curriculum and that the broad beneﬁts
this would bring would oVset the cost of implementation.

Organisation and Integration Within Existing School Structures
18. Learning outside the classroom is not only a powerful and creative antidote to the target driven and
academic focus of school work, if done well, it can have a lasting impact. Research by the NfER suggests that
this impact increases with time and in particular if there is a choice of activities and regular follow up work.26
26

Rickinson, M. et al (2004), A review of research on outdoor learning, National Foundation for Educational Research.
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19. Putting enjoyment back into learning is a stated aim of the current Government, yet our experience
suggests that schools and teachers need more incentives to undertake successful trips, especially where they
have little experience or there is no requirement to do so. As Ofsted state, “Outdoor education continues to
thrive where head teachers and individual enthusiasts provide leadership . . .They recognise the importance
of outdoor education experiences in giving depth to the curriculum and to the development of students’
personal and social development”. If such experiences are poorly integrated into the whole school
curriculum or as an “end of year activity” many children lose precious opportunities to develop and prosper
during their school years and teachers forgo opportunities to build strong relationships with their class. We
would like to see universal guidance to schools encouraging them to develop a whole school policy on outof-classroom learning which recognises its multiple beneﬁts. Support for resources such as education visits
co-ordinators, should be made available where possible, perhaps for a cluster of schools.
Qualification and Motivation of Teachers and the Effect on Teacher Workload
20. Negotiating timetable cover and paying for supply cover, are a major barrier cited by teachers who
are trying to organise trips. This appears to have become more of a problem as courses have become
increasingly modularised, reducing ﬂexibility. The Trust has run a successful Guardianship programme for
over 10 years which develops long-term relationships with local schools, taking much of the burden oV
teachers whilst building their conﬁdence to take part. We are currently undertaking research to explore the
long-term impacts of these relationships27 but believe them to be very profound. At Errdig near Wrexham,
our estate maintenance costs which were high because of vandalism, have reduced as a direct result of
involving young people in working alongside our estate staV. We would like to see these lessons picked up
in any dedicated heritage or natural environment learning programme sponsored by DfES.
“I love those light-bulb moments where just by watching the children’s faces you suddenly see this
click—they’ve got it. They realise that the tree they’re standing under travelled across the ocean
as a seed and has grown here for 120 years. It’s like magic.” Community Education Volunteer,
Windermere and Troutbeck
21. There is added value for children and teachers in working alongside other adults of varying ages,
backgrounds and professions, such as museum staV, countryside wardens or community education staV and
volunteers, who can share their passion and enthusiasm for a subject. Measures should be taken to ensure
that suYcient opportunities are available during initial teacher training and through continuous
professional development to build conﬁdence and experience amongst teachers in planning and undertaking
out-of-classroom learning.
The Fear of Accidents and the Possibility of Litigation
22. There is a very real climate of fear surrounding school trips triggered by recent tragic accidents and
stoked to some extent by media coverage. In reality, the number of incidents occurring on visits with quality
providers is very small. It should be recognised that curriculum pressures or costs are more signiﬁcant in
deciding whether to take trips.
23. Most providers take responsibility for providing safe and secure environments for school trips very
seriously. All directed activities at National Trust properties have ﬁrst been checked for safety through
rigorous risk assessments. We also recommend that all schools undertake their own risk assessments and
provide guidance to them on the types of risk or hazard participants are likely to encounter. As far as
possible, developing an understanding of risk is integrated into the learning objectives of a visit. All prebooked educational trips to National Trust properties are also entitled to a free planning visit to support
teachers in preparing for risk and build their conﬁdence.
24. Providers should continue to work in partnership to raise public awareness of the beneﬁts of
education outside the classroom and to challenge current misconceptions. However, they should also seek
to work closely with the Government, and teacher trade unions to address issues of concern over taking
children out of the classroom. As the Real World Learning Campaign suggests, this could involve the
development of a common template for risk assessment that is recognised by unions and schools alike.
25. At National Trust countryside properties we are developing largely science based ﬁeld work
programmes such as our Plot to Plate initiative (see attached case studies). We are a member of the Access
to Farms Partnership which is piloting new farm standards for schools so that schools can be reassured that
the farm they choose to visit has passed certain Health and Safety standards and where the farmer has the
necessary training and accreditation.
October 2004
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A recent survey of schools working in partnership with the Trust revealed that over 90% recorded satisfaction rates with our
programmes as “good” or “excellent”.
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Memorandum submitted by The Duke of Edinburgh’s Award
1. The Duke of Edinburgh’s Award welcomes the opportunity to submit evidence to the Committee and
will be pleased to follow up this written submission orally, if invited to do so.
2. The Duke of Edinburgh’s Award was founded in 1956. Since then, over three million young people
have taken part in it.
3. The Award is a programme of activities for young people aged 14–25. It is available at three levels—
Bronze, Silver and Gold—and has four sections— Expeditions, Skill, Physical Recreation and Service. At
Gold level there is also a Residential Section. The programme is delivered by schools, youth services,
voluntary organisations, colleges’ E2E providers, universities, young oVender institutions and businesses
operating under licence from the Award. In 2003–04 almost 138,000 young people joined the Award
programme in the UK. Through the International Award Association, the programme is available in over
100 other countries.
4. The aim of the Award is to provide an enjoyable, challenging and rewarding programme of personal
development for young people. Its guiding principles are that the Award is:
— Non-competitive
— Available to all
— Voluntary
— Flexible
— Balanced
— Progressive
— Achievement-focused
— A marathon not a sprint
— Enjoyable
5. Young people undertake education outside the classroom in all sections of the Award programme, not
just the expeditions and residential sections. We therefore have enormous experience on which to draw in
making this submission to the Committee. We work in partnership with all the major voluntary
organisations (eg Scouts, Girlguiding UK, cadet forces); are represented on national bodies to do with
outdoor education, such as the Outdoor Education Advisers Panel, and our advice on safety and child
protection is sought by bodies such as CCPR. We are represented on the Wales Youth Agency and
Youthlink in Scotland and in England are in membership of the National Council of Voluntary Youth
Services (NCVYS).
6. The Award has recently been commissioned (jointly with the Scouts) by the Department for Education
and Skills to map existing provision for residential education and advise on expanding capacity to enable
all young people in Key Stages 2–4 to have access to residential experience. (This exercise will be submitted
to DfES in December 2004). The present Secretary of State for Education and Skills is a Gold Award holder.

The Place of Outdoor Learning Within the Curriculum
7. In this context, the curriculum should be seen as the full range of formal and non-formal learning
environments, not just of school and college students but all young people, many of whom—particularly
the disengaged and vulnerable—learn most eVectively through youth services and voluntary organisations.
This has been recognised most recently by the Tomlinson Working Group Report on 14–19 reform which
places “wider activities” within the core of the proposed diploma system as an entitlement for all. Wider
Activities are deﬁned in the report as “activities which take place outside the formal classroom or other
learning environment, including community work, sports and arts, part-time work or work experience, and
personal awards such as Duke of Edinburgh”. The value of outdoor education was also conﬁrmed in the
recent Ofsted report “Outdoor education; aspects of good practice” (September 2004). Outdoor education
supports the principles of Every Child Matters and the Children Bill and should feature prominently in the
forthcoming Youth Green Paper. It is a vital part of the Government agendas on sport, the arts and health.
Specialist schools, for example through their community development plans, and Extended Schools are
placing increasing emphasis on a range of non-formal learning activities. In our experience sport and the
arts are particularly eVective media for engaging young people in inner-city areas. We have just launched,
through an event at the Barbican, a major arts project in London, supported by the DfES, Connexions and
the London Challenge, in which specialist arts colleges play a prominent part.
8. It is the Award’s experience that parents, employers and higher education value the contribution of
wider activities to the “development of wider key skills such as working with others”. Some universities use
them as a supplementary admissions criterion.
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Costs and Funding of Outdoor Activities
9. Sport is comparatively well-funded, but there is no mechanism in central or local government for a
strategic approach to funding outdoor education in the round. Moreover, there remains a need for extra
funding, particularly in the voluntary and community sectors, which would make the notion of entitlement
a reality and open the full range of activities to a wider spectrum of the community.
10. Costs of outdoor education are higher with commercial providers than with leaders who are teachers,
youth workers or from the voluntary sector. They are also higher when based at staVed residential centres
than when using self-catering accommodation (including camping) or non-residential activities. This
situation needs addressing.
11. See below for comments on the funding of training for leaders of outdoor education.
Organisation and Integration within Existing School Structures
12. There is a pressing need, acknowledged by Tomlinson, to create more space in school and college life
for wider activities. This can be done by reducing the burden of assessment on teachers and by encouraging
attestation, of learning by adults other than teachers. There is a shining example of appropriate
infrastructure in the way the Youth Sport Trust supports specialist sports colleges and their partnerships.
A parallel infrastructure should be developed for all schools, with a broad approach to wider activities, not
just sport.
13. A minority of schools and local authorities encourage the provision of programmes such as the
Award by rewarding teachers with a management point, sessional payment or reduced teaching load, but
in too many cases delivery is dependent entirely on the goodwill of teachers and others volunteering beyond
the call of duty.
Qualification and Motivation of Teachers and the Effect on Teacher Workload
14. There are schools and youth projects without any member of staV qualiﬁed to lead any outdoor
activities. If all young people are to have a chance of an outdoor experience, there must be at least one
qualiﬁed person in every organisation that works with young people. This might require the employment
of enrichment activity specialists. An added barrier in urban areas is the high turnover of teaching staV and
persistent shortage of youth workers. This factor creates added disadvantage for young people from the
most deprived backgrounds.
15. In theory, the Learning and Skills Council has generous funding for outdoor leader training courses.
In practice this funding only reaches colleges, and then only if they choose to run the courses. Small specialist
providers, such as the Outdoor Education Centres, can only get a share of this funding by franchise
agreements, and they depend on the willingness of a college.
16. The DfES oVered a Standards Fund 317 in January 2003. This was intended to support training for
The Duke of Edinburgh’s Award leaders as well as for those dealing with challenging behaviour and those
organising educational visits. Regrettably there was no guidance on how SF317 should be allocated, so that
in some areas it was not divided among the three purposes outlined.
17. There is an urgent need for funding to support outdoor leader training. It would make sense to
establish an Outdoor Leader Funding Agency to take over responsibility for this work and discharge it with
minimal bureaucracy.
18. The Award has pioneered, with Cambridge University, the University of East Anglia, Oxford
Brookes University and Trinity College Carmarthen, modules on under graduate and postgraduate
education to give future teachers and youth workers knowledge and skills for outdoor education. We would
like to expand these courses and would welcome government support.
19. The Award is currently bidding to DfES, under the NVYO grant scheme, to strengthen its provision
of training, with particular reference to the training of outdoor education leaders.
The Fear of Accidents and the Possibility of Litigation
20. The key to reducing the fear of accidents is the provision of eVective training for both young people
and adults. The Award has an enviable record in this area, achieved by insisting that young people
undertaking expeditions are thoroughly prepared and equipped. The Award also promotes a training
framework for group leaders, supervisors and assessors.
21. The possibility of litigation is responsible for many teachers, youth workers and volunteers ceasing
or not even starting to lead outdoor activities. Fortunately, however, many thousands are committed to the
development of young people through outdoor activities, especially if they are supported by advice and
training. It has been encouraging recently to see that a judge in Newcastle County Court threw out a case
by a young woman who got sore feet on a $0 mile Gold Award expedition, and that all the associated media
coverage was supportive of continuing to undertake challenging activities.
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Conclusion
22. The Committee’s inquiry is timely. It provides an opportunity to comment on a number of related
education and cross-departmental initiatives and make recommendations for uniﬁed action and redirected
funding in the interests of young people and the well being of the United Kingdom.
October 2004

Memorandum submitted by the British Activity Holiday Association
The British Activity Holiday Association is the trade body for the leading commercial providers of
outdoor education, training and recreation in the UK. The activity programmes operated at member centres
contribute signiﬁcantly to both formal and informal learning outside the classroom. Some members provide
courses linked directly to the curriculum, whilst others act as facilitators to enable teachers to seek the
educational outcomes they desire; and still more welcome children on an individual basis during school
holidays, where they learn activity, social and personal skills during a recreational experience.

1. Costs and Funding of Outdoor Activities
BAHA members are not subsidised, so we seek to recoup costs from participants or their sponsors.
Courses and holidays that are inclusive of board and accommodation, instruction, supervision and
equipment are not cheap to provide, but we estimate that 50% of the potential market can aVord the full
market rates. At the other end of the spectrum, we estimate that 10% of children are from families on beneﬁt.
That leaves a further 40% that do need ﬁnancial support in order to be able to beneﬁt from the same
enriching experiences. The commercial sector can help in this situation, by oVering shoulder space vacancies
at marginal rates. This can be a cheaper option for parents and LEAs than funding an infrastructure within
the LEA.

2. The Place of Outdoor Learning within the Curriculum
There are so many beneﬁts for pupils to gain away from the classroom. In terms of citizenship, they can
learn how to support, lead and follow and develop those skills back at home and school. They are faced with
many new challenges, which help to develop self conﬁdence and self esteem. They are introduced to new
ideas for physical exercise, not the standard team games and ball sports normally on oVer at school. What’s
more, some of these new activities provide the potential for a future healthy lifestyle of exercise in the
outdoors. On the safety side, they can become more risk conversant and understand that risk can be
identiﬁed and managed safely. And last, but not least, they can have fun and enjoyment in a stress-free
environment embodying the true meaning of “re-creation”.

3. External Assessment of Provision
Where activities fall within the scope of the Adventure Activities Licensing Regulations, all BAHA
members must of course apply for a licence and submit their operation to inspection. Of course, licensing
is restricted in application, so BAHA also requires members to submit to additional or replacement
inspection by its team of independent, external inspectors. This is in addition to submission to any voluntary
inspection by such National Governing Bodies as the British Canoe Union, the Royal Yachting Association,
the British Surﬁng Association, the British Horse Society etc. Members have not historically been inspected
by Ofsted, but they are subject to personal inspection by the Outdoor Education Advisers from LEAs
throughout the country. From a health and safety perspective, centres are also subject to enforcement by
the local Environmental Health OYce.

4. Organisation and Integration within Existing School Structures
We are delighted to say that many schools have established their activity week as an integral part of the
school calendar. Teachers recognise the many beneﬁts that pupils and themselves gain from such
residentials. They are therefore prepared to make sacriﬁces to ensure that they continue to happen, despite
any barriers that LEAs and/or unions place in their path. Education is about preparation for life, not just
classroom learning. In this context, we encourage the Committee to support whatever adjustments are
required to allow them to ﬁt in with school structures.

Ev 176 Education and Skills Committee: Evidence

5. Qualification and Motivation of Teachers and the Effect on Teacher Workload
Taking groups of pupils on outdoor education visits is a voluntary exercise on behalf of school teachers.
Those that participate are already motivated and BAHA members do all they can to assist them. We can
help with the provision of risk assessments and all other forms of information. We can provide proformas
for distribution to parents; payment cards; and templates for various other requirements. We can book
transport from and back to school; arrange insurance cover and provide staV to help with the supervision
and motivation of pupils. In short, we can divest teachers of much of the administration and routine, leaving
them free to ensure that their pupils gain maximum educational beneﬁt from the experience. Teachers need
have no technical competence of their own, other than rudimentary ﬁrst aid for the journeys from and back
to school. We can make the whole experience pleasurable for teachers as well as pupils.
6. The Fear of Accidents and the Possibility of Litigation
The “blame culture” and over-reaction in the media have totally distorted the statistics relating to risk on
outdoor activity trips. We all need to work together to keep the few accidents that do occur in perspective.
Obviously the loss of a young life is extremely distressing for all concerned, but such fatalities are really
extremely rare and compare very favourably with accidents at home, in the street or even in the playground.
It’s an interesting fact that most accidents at activity centres take place during “down-time” between
activities, not on the activities themselves. If teachers follow the HASPEV guidance issued by the DfES in
2002, they really have nothing to fear, but it’s very diYcult to get that message through to them. There is
hope, though. Even the NASUWT recognises that teachers are best advised to take pupils to AALA, BAHA
or LEA centres, rather than taking them oV on trips by themselves.
Conclusion
The last word should be left with Marcus Bailie, Head of Adventure Activities Licensing Authority
Inspections: “Let young people get on with activities which statistically cause them very little harm, but
which are likely to prolong their lives and radically enhance their expected quality of life. To deny them these
things would be to deny them the inalienable big three—the right to life, liberty and the pursuit of
happiness.”
October 2004

Memorandum submitted by the Council for Environmental Education
About CEE
The Council for Environmental Education (CEE) is the national strategic organisation for environmental
education in England. Founded in 1968, CEE’s membership includes 73 national organisations and an everincreasing, diverse network of organisations with interests in education, the environment and sustainable
development. Our work seeks to add value to the sector and create a supportive policy climate. For example,
CEE acted as special adviser to the Environmental Audit Committee inquiry Learning the Sustainability
Lesson. CEE is grateful for this opportunity to contribute to the Committee’s inquiry.
Out of Classroom Environmental Learning
CEE is particularly concerned with educational experience of natural and built environments, and
educational experiences in education centres, visitor centres, and museums relating to the environment. This
will be referred to throughout this submission as “out of classroom environmental learning”, (OoCEL)
reﬂecting elements of the useful categorisation of the range of interests in education and the environment
developed by Scott and Gough (1).
An Historical Perspective
Since the expansion of mass schooling, a strand of educational thinking has stressed the importance of
learning outside the classroom. Patrick Geddes’ Outlook Tower in Edinburgh at the end of the 19th Century
set out a model for the ﬁeld and urban studies centres that developed in this country, particularly after 1945.
Specialist provision for young people to study the world beyond the classroom became widespread.
The Field Studies Council (FSC) noted in 1972 that between 1941 and 1969, the number of Local
Education Authority (LEA) ﬁeld centres grew from about ﬁve to about 110. It identiﬁed nearly 200 centres
run by schools, the Youth Hostels Association, FSC and other organisations.
However, at that time, as the authors of Out and About (2) observed, many schools still reﬂected a belief
that school life and life in the “outside world” should be separate:
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“Windows were high, often frosted, so that pupils should not be distracted by the outside view from
concentrating on the ‘essentials’ taught within classrooms . . . History, geography, science, English and
mathematics were subjects to be studied from printed books and blackboard summaries; they bore no
relationship to the town, the countryside, and the communities of the children’s outside life.”
The CEE report to the Countryside in 1970 conference referred to schools “exploding into the
environment”. Streetwork, the Exploding School (3) made a signiﬁcant contribution to thinking on OoCEL.
“It is a book about ideas: ideas of the environment as the educational resource, ideas of the enquiring school,
the school without walls . . .”
Throughout the 1970s the diversiﬁcation and development of opportunities and professional expertise
continued throughout a network of residential and day centres, and public institutions supporting OoCEL.
By 1980 it was common for LEAs to have at least one centre, in the case of Birmingham, a dozen. With
budget restrictions, LEA provision began to wither; the introduction of Local Management of Schools
(LMS) signiﬁcantly reduced the number of LEA centres and advisers focusing on OoCEL. This decline is
demonstrated by the reduction in membership of professional bodies, the Environmental Education
Advisers Association and National Association for Environmental Education. Education policies since the
start of LMS have continued to erode public provision of services supporting OoCEL and the ability of
teachers to make use of them. Other local authority departments, NGOs, private centres, museums and
other providers have strived to replace or supplement LEA work but coherent, professional and inclusive
provision of OoCEL is now patchy. Speakers and delegates at CEE’s 2001 conference, The Power of Place,
argued persuasively for the necessity of OoCEL to contextualise the curriculum, whilst reﬂecting on barriers
to its adoption and development: concentration on a limited core curriculum and quantitative evaluation,
low status in inspection, funding changes, a decline in teachers’ expertise and LEA support, safety concerns
and fear of litigation.
Recent attempts to support such learning fail to address many of the barriers to more challenging,
eVective and inclusive OoCEL. FSC, the British Ecological Society (4) and others have raised the prospect
that at least one aspect of OoCEL, biology ﬁeldwork, “risks extinction”, and evidence gathered by the Real
World Learning Campaign (5) suggests a decline in takeup of OoCEL in speciﬁc subject areas, at speciﬁc
phases, and amongst disadvantaged user groups.

The Value of Out of Classroom Environmental Learning
When highly valued by participants, integrated into the curriculum, well planned and professionally
supported, OoCEL has great educational value. In A Review of Research on Outdoor Learning (6),
researchers at The National Foundation for Educational Research and Kings College London conclude that
there is strong evidence that OoCEL has signiﬁcant cognitive and aVective impact, and, critically, provides
an opportunity for mutual reinforcement of knowledge, understanding and aVective experience. Academic
beneﬁts include strong support of curriculum requirements in geography, science, history, citizenship and
signiﬁcant contribution to education for sustainable development (ESD). The Government’s Sustainable
Development Action Plan for Education and Skills (7), launched in 2003, has as its primary aim that “all
learners will develop the skills, knowledge and value base to be active citizens in creating a more sustainable
society”. Existing opportunities, including those provided by CEE members, make a clear contribution
towards this goal. A more supportive policy climate would allow this contribution to be strengthened.
A recent Ofsted report (8), though concentrating on adventurous outdoor education, draws attention to
the role of direct experience of new environments or new experiences in familiar environments in
contextualising aspects of the curriculum.
Research also points to the importance of direct experience in valuing and developing understanding of
the environment. The Demos/Green Alliance report A Child’s Place (9) concludes that:
“Many children have a surprisingly good grasp of environmental issues but gain their most powerful
understanding through exploration of their own natural environment.”
Such understanding is empowering, and critical to achieving sustainable development.

Policy
Department for Education and Skills (DfES), government agency, LEA and school policy needs to
support OoCEL if it is to be eVective. There is little evidence that current policy suYciently supports
integration of challenging, eVective OoCEL into the curriculum. Within the National Curriculum
Geography Programme of Study, “appropriate” ﬁeldwork is required, but no guidance is provided on its
location or duration. Geography is itself marginalised in many schools; Ofsted has identiﬁed serious
weaknesses (and evidence of schools failing to meet curriculum requirements for ﬁeldwork) in primary
geography (10). There are no curriculum requirements for ﬁeldwork or educational visits in other subjects,
such as science, citizenship and history.
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This low proﬁle is also reﬂected in the Qualiﬁcations and Curriculum Authority (QCA) model Scheme of
Work: a concern when such a high proportion of schools are using the model as the basis of their curriculum
planning. OoCEL is not speciﬁcally assessed in most school inspections, and is not speciﬁed by most GCSE,
A Level or vocational examination speciﬁcations.
There is limited guidance available for schools and providers on quality in OoCEL is limited. Whilst good
materials are available, including those provided by some LEAs, CEE’s Measuring EVectiveness: evaluation
in Education for Sustainable Development (11), and Quality, Safety and Sustainability (12), published by the
National Association of Field Studies OYcers (NAFSO), further research is needed on the contribution of
OoCEL and aspects of quality provision.
Speciﬁc recognition within the Ofsted inspection framework of the value of OoCEL and further guidance
from QCA on integrating OoCEL into the curriculum would be beneﬁcial.
DfES has provided useful guidance aimed at minimising risk to pupils’ health and welfare, including
Health and Safety of Pupils on Educational Visits (13), Standards for LEAs in Overseeing Educational Visits
(14), Handbook for Group Leaders (15) and Group Safety at Water Margins (16).
This welcome focus on minimising risk is not, however, balanced by suYcient emphasis on the beneﬁts
of OoCEL, on supporting teachers in developing relevant expertise, and in protecting schools and teachers
from ﬁnancial risk when accidents, regrettably, occur. This lack of support is understandably reﬂected in
the approach of teaching unions. NASUWT currently advises its members not to lead educational visits; in
response to HMCI David Bell’s statement at the launch of Ofsted’s report on outdoor education that “if
teachers follow the recognised safety procedures and guidance they have nothing to fear from the law”,
NASUWT issued the following: “As NASUWT casework has demonstrated time and time again, following
the procedures and guidance is no protection against litigation”.
A more robust legal and practical framework is required, within which teachers can feel conﬁdent to
operate and support OoCEL. The framework should allow for action commensurate with risk, and reﬂect a
consensus between government, providers and the profession (including the teaching unions). Furthermore,
more research is needed on the eYcacy of LEA and school policies designed to support learning outside the
classroom.
Teacher education has a vital role in developing teachers’ expertise and conﬁdence in accessing,
integrating, and leading OoCEL. Anecdotal evidence suggests a decline in the status of ﬁeldwork and other
OoCEL in BEd and PGCE courses, and a decline in relevant experience expertise amongst teacher trainers.
More research is required to identify good practice and the extent of relevant learning in initial teacher
training and continuing professional development activities. A commitment from DfES and the Teacher
Training Agency to ensure suitable support within teacher education would be of great beneﬁt.
Funding
Before LMS, subsidised LEA provision enabled many pupils from low income areas to beneﬁt from
OoCEL experiences. Currently some groups are excluded from such opportunities. Research is needed to
assess this trend and to explore models of inclusive national and local support. Speciﬁc funding may be
required to allow inclusive access to opportunities, and Government needs to research the possibility of
introducing an entitlement to OoCEL.
Providers of OoCEL opportunities also require support. Funding for so many activities is not currently
available directly from DfES or DCMS, and funding changes including the end of education project funding
from the Landﬁll Tax Credit Scheme, changes to National Lottery funding programmes, and a shift away
from education in the latest round of Defra’s Environmental Action Fund, have left many providers facing
great uncertainty.
DfES has funded some providers through the Growing Schools scheme. The initiative, which “aims to
use the ‘outdoor classroom’ as a context for learning, both within and beyond the school grounds” has been
cited by ministers (17) (18) (19) in responses to Parliamentary questions on ﬁeldwork and out of classroom
learning. CEE welcomes the initiative. However, an independent evaluation of pilot projects carried out by
CEE and Bath University’s Centre for Research in Education and the Environment (20), raised generic
issues on OoCEL, and questioned whether the scheme recognises, or signiﬁcantly addresses, barriers to
challenging, eVective learning outside the classroom.
Summary of Recommendations
— DfES and agencies need to identify and address barriers to OoCEL.
— Government, LEA and schools policy needs to support OoCEL.
— A robust, fair, legal framework for OoCEL is required.
— Research and action is required on ITT and CPD for teachers.
— Central and local government needs to adequately fund inclusive provision.
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Memorandum submitted by SkillsActive
Background Information about SkillsActive
1. SkillsActive is an employer led organisation recognised and licensed by Government as the Sector
Skills Council for Active Leisure and Learning. We have been charged with leading the skills and
productivity drive within the Sport and Recreation, Health and Fitness, Playwork, The Outdoors and the
Caravan Industries.
2. We are working with and for the Sector to:
— Advise Government and inﬂuence decision makers.
— Promote the image of the Sector to the public.
— Ensure the quality of training and qualiﬁcations.
— Help people ﬁnd the jobs and training they need.
— Help the industry attract and retain the right staV.
— Attract funding to meet employers training needs.
3. SkillsActive is a registered charity and a membership organisation for employers and voluntary
organisations in our Sector. We receive funding for our core functions from the Sector Skills Development
Agency, as a result of being licensed by Government.
4. We work in close partnership with the Department for Education and Skills, the Department for
Culture, Media and Sport, the Devolved Administrations and the Home Country Sport Councils to deliver
our programme of activities. SkillsActive’s work is directed by the Board of Trustees, which meets every
two months.
5. SkillsActive works with employers to set National Standards for training and qualiﬁcations in the
Sport and Recreation, Health and Fitness, Playwork, The Outdoors and the Caravan Industries.
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6. SkillsActive also provides a secretariat, jointly with the CCPR, to the Adventure Activities Industry
Advisory Committee (AAIAC), which is an industry reference committee on safety issues and provides an
advisory role to the Adventure Activities Licensing Authority (AALA).

The Value of Out Of Classroom Learning
7. As the Sector Skills Council for the Active Leisure and Learning Sector, SkillsActive develops the
training and oVers the expertise to make out of classroom learning programmes work. It is our role to ensure
enough skilled professionals exist in the public, private and voluntary workforce by ensuring that the supply
of funding provision for training and qualiﬁcations reﬂects the demands made by business.
8. Play, Sport and Outdoor Activity are key components to the balanced development of young people.
SkillsActive fully support the recent Ofsted report on Outdoor Education and believes there is real
educational value in out of classroom learning which cannot be replicated or achieved in the classroom.
Informal, kinaesthetic and experiential learning develop essential skills for life, making an important
contribution to physical, personal and social development.
9. Similarly, such out of classroom learning can be a tool for engaging children and young people who
for whatever reason do not respond to education in a classroom setting. The Department for Education and
Skills initiative “Playing for Success” is one such scheme which demonstrates the value of the out of class
room experience. Playing for Success has established out of school hours study support centres at football
clubs and other sports grounds. The environment and medium of football, rugby and other sports is used
as a motivational tool to help raise literacy, numeracy and ICT standards amongst Key Stage 2 and 3 pupils
who are de-motivated and struggling with study.
10. Such initiatives work, but they should not only be employed in a remedial capacity. Out of classroom
learning should be used as a motivational tool throughout the curriculum to encourage greater engagement
from all pupils.
11. It must also be realised that, contingent on geographical and socio-economic factors, not all children
have equal access or opportunity to partake in outdoor learning in their lives. It is therefore essential that
the opportunity to participate in out of classroom learning is delivered through the school system, so that
all children, regardless of their background, can access the valuable learning experiences out of classroom
education can oVer.
12. SkillsActive believe that out of classroom education should be an integral part of the extended schools
concept but not just conﬁned to extra curricula activities. It should include curriculum time allocation for
residential experiences, and day and part day trips. Schemes such as the Duke of Edinburgh’s Award
Scheme, and the activities of the Scouts and Guides should be included within the concept of the
extended school.

Costs and Funding of Outdoor Activities
13. Cost is a major barrier to young people’s access to outdoor education. According to SkillsActive
members in the Outdoor Sector, the message from schools and colleges is that the outdoor residential
courses they oVer are ideal, but not easily aVorded. If all young people are to have equal access to
participation in outdoor learning measures must be taken by Government to ensure that all schools and all
pupils can aVord the valuable experience they can oVer.
14. SkillsActive therefore calls for funding provision to be given to enable all young people to have access
to an outdoor residential experience, in addition to other out of classroom learning experiences.
15. It should be noted that the Ofsted report only looked at LEA run outdoor centres. These centres are
in the minority in terms of numbers of participants, in addition they usually operate in a privileged ﬁnancial
environment with at least support for capital resources and often have heavily subsidised direct costs.
16. Other out of school activities such as sports clubs and after school clubs rely heavily on volunteers
and teachers working after hours to run them. It is important that enough subsidised or free courses for
volunteers exist so that there are enough properly trained volunteers available and willing to supervise such
out of school learning.

The Place of Outdoor Learning Within the Curriculum
17. SkillsActive believes there is real educational value in out of classroom learning which cannot be
replicated or achieved in the classroom. Informal, kinaesthetic and experiential learning develop essential
skills for life, making an important contribution to physical, personal and social development.
18. One of our members, the British Canoe Union (BCU), reports that children are frequently unable to
judge distance such as the width of a river, or assess the speed of a moving object. Whilst these issues are
swiftly addressed by instructors it emphasises the importance of education outside the classroom.
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19. Similarly, such out of classroom learning can be a tool for engaging children and young people who
for whatever reason do not respond to education in a classroom setting. The Department for Education and
Skills initiative “Playing for Success”, in partnership with professional sport, is one such scheme which
demonstrates the value of diVerent learning formats and the value of linking with sport. The scheme has
established out of school hours study support centres at football clubs and other sports’ grounds which use
the environment and medium of football, rugby and other sports as motivational tools, and focus on raising
literacy, numeracy and ICT standards amongst Key Stage 2 and 3 pupils who are struggling a little and often
demotivated. Such initiatives work, but they should not only be employed in a remedial capacity. Out of
classroom learning should be used as a motivational tool throughout the curriculum to encourage greater
engagement from all pupils.
20. It must also be realised that, contingent on geographical and socio-economic factors, not all children
have equal access or opportunity to partake in outdoor learning in their lives. That is why it is essential that
the opportunity to participate in out of classroom learning is delivered through the school system, to ensure
that all children, regardless of their background, can access the valuable learning experiences out of class
room education can oVer.
21. SkillsActive believe that out of classroom education should be an integral part of the extended schools
concept but not just conﬁned to extra curricula activities. It should include curriculum time allocation for
residential experiences, and day and part day trips. Schemes such as the Duke of Edinburgh, and the
activities of the Scouts and Guides should be included within the concept of the extended school.
22. Currently better performing schools are integrating outdoor personal development into the
curriculum, whilst lower performing schools are not. It is unfair that some pupils should have access to the
valuable experiences outdoor learning can oVer and SkillsActive recommend that best practice should be
replicated across all schools.
External Assessment of Provision
23. It is essential that any external assessment is sensitive to the particular ﬁeld of out of classroom
learning. SkillsActive have been working with Ofsted inspectors to develop a specialised training
programme for Play to help them understand the nature of Playwork so they are better able to carry out
fair assessments in this equally specialised ﬁeld.
24. The Adventure Activities Licensing Authority (AALA) already licences adventure activities in a
number of outdoor education establishments.
25. SkillsActive should be authorised to establish a training programme for Ofsted Inspectors to ensure
that the concept of specialist training which has so beneﬁted the Play sector is replicated within the Outdoor
Learning Sector provided by LEAs.
Organisation and Integration within Existing School Structures
26. SkillsActive acknowledges the importance of the role of School Sport Co-ordinators and Educational
Visits Co-ordinators. Both have a role to play in extending the opportunity for out of classroom learning.
These Co-ordinators should also be responsible for ensuring access to specialised training and qualiﬁcations
for teaching staV so that each school has the capacity to oVer a full range of out door learning opportunities.
They could also play a role in motivating staV in schools and ensuring they have the right support in the
form of insurance and additional training to assist with school trips.
Qualification and Motivation of Teachers and the Effect on Teacher Workload
27. SkillsActive do not perceive a lack of motivation as a major deterrent to teachers participating in out
of school learning, although teacher workload may have an eVect. The main barrier to teachers participating
in outdoor learning is a genuine fear of litigation. This fear is one which, as mentioned in the recent Ofsted
report, is largely unfounded, and yet it is one which is exacerbated by the messages given out in the media
and by certain teaching unions. Many of the concerns teachers hold about litigation can be overcome with
proper support and training.
28. Teachers should have access to whatever training they feel necessary to enable them to participate in
or oversee out of classroom learning. This could be anything from a teacher volunteering to help coach the
school rugby team having access to a refereeing course, to a geography teacher completing a mountain
leadership course so they feel conﬁdent in supervising physical geography ﬁeld trips. SkillsActive also
supports the CCPR’s call for a minimum of 30 hours dedicated to physical education within initial teacher
training for primary teachers.
29. The National Governing Bodies (NGBs) of sport should be encouraged to provide courses specially
aimed at teachers assisting skilled professionals in the outdoor learning sector on school trips. A good
example of where this is happening is with the British Canoe Union (BCU). The BCU has developed tailored
courses in “Bell Boats” for teachers helping on school trips. A PE teacher does not need to be a level four
canoe coach to assist with an outdoor learning week at a residential activity centre—skilled professionals
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will be on hand at the centre to provide this support. A conﬁdent and informed teacher is well placed to
imbue a healthy perspective towards risk in their class. Greater availability of such courses would enable
and motivate teachers to become involved in such activities. The added advantage is that teachers who are
able to participate in this way then have the insight to follow up the learning experience with the pupils in
the classroom.
30. The SkillsActive role is to work with the industry outside of school to ensure that enough skilled
professionals exist with appropriate qualiﬁcations in Playwork, Outdoor Activity and Coaching to facilitate
this. However, we would be happy to extend this role to work with the Sector to develop training speciﬁcally
for teachers to work alongside specialists.

The Fear of Accidents and the Possibility of Litigation
31. Risk is an essential element of many outdoor education experiences. Indeed, managing risk and
learning about how to behave outside of the school environment are essential life skills which young people
must be given the opportunity to learn for themselves. Although to completely eliminate risk would be to
dilute the experience of out of classroom learning, risk can be calculated and managed with the right
training. A conﬁdent and competent teacher with the proper training and qualiﬁcations should have no
reason to fear participating in out of school learning.
32. The level of anxiety associated with out of classroom education is not proportional to the risk.
Teachers need to be reassured that if they have been trained and have attained the necessary qualiﬁcations
the likelihood of an accident occurring is greatly reduced. The message needs to be given that the beneﬁts
of learning opportunities out of school far outweigh the possibility of an accident occurring. This message
will be much more palatable for teachers if they have the support of the school in obtaining the necessary
qualiﬁcations.
33. SkillsActive would oVer to work closely with Unions and NGBs to ensure the insurance cover oVered
by teaching unions and NGBs can include and cover teachers volunteering in out of class room learning.
AVordable and appropriate insurance must be linked to and reﬂect training and qualiﬁcations.

Conclusions and Recommendations
34. SkillsActive calls for ring fenced funding provision to be given to enable all young people to have
access to an out of classroom residential experience, in addition to other out of school learning experiences.
35. It is important that enough subsidised or free courses for teachers and volunteers exist so that there
are enough properly trained teachers and volunteers available and willing to supervise in out of classroom
learning activities.
36. SkillsActive supports the CCPR’s call for a minimum of 30 hours dedicated to physical education
within initial teacher training for primary teachers.
37. SkillsActive should be authorised to establish a training programme for Ofsted Inspectors to ensure
that the concept of specialist training which has so beneﬁted the Play sector is replicated within the Outdoor
Learning Sector provided by LEAs.
38. SkillsActive would be happy to extend its role to work with the Sector to develop training speciﬁcally
for teachers to work alongside specialists in out of classroom learning and encourages National Governing
Bodies to follow the example set by the British Canoe Union in this respect.
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Memorandum submitted by the Heritage Lottery Fund

1. Background to the Heritage Lottery Fund
1.1 The Heritage Lottery Fund (HLF) distributes money from the National Lottery to heritage projects
across the United Kingdom. It is administered by the Trustees of the National Heritage Memorial Fund, a
Non-Departmental Public Body sponsored by the Department for Culture, Media and Sport.
1.2 Our Strategic Plan 2002–07, Broadening the Horizons of Heritage, identiﬁes three broad aims:
— to conserve and enhance the UK’s diverse heritage;
— to encourage more people to be involved in and make decisions about their heritage; and
— to ensure that everyone can learn about, have access to, and enjoy their heritage.
We also aim to bring about a more equitable spread of our grants across the UK.
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1.3 Our funding supports all aspects of heritage from museums and archives to nature conservation to
oral history and traditions; from local community activities to multi-million pound capital projects (see
Appendix A for details for our grant programmes).
2. HLF’s Funding for Education
2.1 HLF welcomes the Education and Skills Committee’s inquiry into Education Outside the Classroom.
HLF provides a signiﬁcant amount of funding to support education projects across all heritage sectors in
the UK. Our submission to the select committee is thus from the perspective of a funder of a wide range of
projects run by heritage sector organisations, and others, which deliver education outside the classroom.
2.2 HLF deﬁnes education in broad terms to include formal and informal learning across the lifespan.
Our funding helps individuals develop their understanding of heritage in an active way appropriate to their
needs, interests and background.
2.3 In formal learning, HLF-funded projects usually link their work to a taught curriculum in schools,
colleges or universities and include activities such as:
— a school visit programme organised by a heritage site;
— support and development for teachers to work at a heritage site or with a heritage collection; and
— creating learning resources and activity programmes.
2.4 In informal learning, HLF-funded projects include organised activities and resources which help
people understand heritage sites or collections such as:
— open days;
— family activities;
— heritage skills workshops;
— interpretation panels and leaﬂets; and
— heritage trails.
2.5 Recent research into HLF funding for education has shown that between 1994 and 2003:
— over £400 million of HLF funding has been awarded to 1,166 education projects;
— we have funded over 220 education spaces; and
— over 530 education posts.
Within this overall picture, a huge range of educational activity and outreach programmes have been
funded which involve children and young people in schools and colleges learning outside the classroom, for
example, at museums, galleries, wildlife sites and parks.
3. HLF’s Research into Heritage Education Projects
3.1 In spring 2004, HLF commissioned the Scottish Centre for Research in Education to undertake
evaluation of the impact of our funding for curriculum linked learning for 5–19 year olds. A sample of 50
projects, taking place across the UK and involving all heritage sectors, is under evaluation. They range from
“Hands-On Heritage”, a Groundwork project involving young people in Cumbria, to a multi-cultural
education project at the Abbeydale Industrial Hamlet in SheYeld. This research is still underway and a ﬁnal
report is due in summer 2005. However, interim ﬁndings from the ﬁrst stages of the research have been used
to inform this submission.
4. Defining Education Outside the Classroom
4.1 From an HLF perspective, it is clear that education outside the classroom is not necessarily outdoor
learning. Learning which takes place in museums, archives, galleries, libraries, discovery centres and at
industrial heritage sites can be termed “education outside the classroom” but does not necessarily have an
outdoor element. To avoid confusion we suggest that the Committee carefully deﬁnes what it means by
Education Outside the Classroom. To truly represent the range of activity that happens outside of school,
HLF would like to see the widest deﬁnition adopted.
5. Costs and Funding of Outdoor Activities
5.1 HLF does not fund schools directly to carry out heritage learning activities. Nevertheless, the scale
of our funding to heritage sector organisations and others for work with the formal education sector is an
indication of the level of need which is not being met from elsewhere.
5.2 Education outside the classroom is often run by charitable or voluntary organisations that do not
have access to core funding for their educational work. Set up and delivery costs of education outside the
classroom often have to be found from short term project funding such as that provided by the HLF.
Absence of secure funding makes these educational services vulnerable.
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5.3 With HLF funding, sometimes heritage organisations are able to oVer educational services free of
charge (43% of the projects in our research sample made no charge). Where a charge is made this is usually
at a subsidised rate and does not reﬂect the true cost of provision. Charges vary considerably and appear
to range from £1 to £5 per pupil for a half day session. Yet such charges can be a barrier to participation
for some schools.
5.4 Heritage organisations and teachers report transport to sites as another key barrier to participation.
Of the projects consulted in our research, 68% reported that coaches and minibuses were the main form of
transport used by their participants to reach their sites. Where an HLF project has planned a programme
designed to widen access by reaching out to deprived or excluded communities, HLF will support transport
subsidies for schools and youth groups.
5.5 Working outside the classroom generates additional costs for providers beyond the obvious ones of
transport and service charges. On-site access to good quality learning spaces with adequate toilets and
covered spaces for lunch is essential. There is a need for high quality, relevant and up-to-date learning
materials and lesson plans to ensure that site based learning can be embedded into the curriculum. HLF
has funded a range of learning spaces from pond dipping platforms to ﬂexible indoor classrooms. Learning
projects funded by HLF tend to be activity based but often result in the production of additional learning
resources.
5.6 Anecdotal evidence from heritage education oYcers suggests that many teachers lack the skills,
equipment and conﬁdence to deliver high quality learning in the ﬁeld and appreciate the added value oVered
by a professional heritage service. We suggest that it is unrealistic to expect classroom teachers at primary
level to have the necessary degree of expertise in the full range of curriculum subjects which might be covered
in learning outside the classroom. Subject teachers at secondary level may not have the particular expertise
related to a speciﬁc site or collection to extract the maximum beneﬁt. There is a need, therefore, for coprofessionals who are experts in using sites and collections for educational purpose to work alongside
classroom teachers to deliver high quality learning sessions. Our research, and that of others (see, for
example, Museums, Libraries and Archives Council, What did you learn at the museum today?, 2004),
suggests that children place particular value on having access to such “experts” who share their specialist
knowledge and open their eyes to new ways of learning and, indeed, new recreation and career opportunities.

6. The Place of Outdoor Learning Within the Curriculum
6.1 Our research has found that HLF funded projects that provide learning outside the classroom are
helping to deliver most curriculum areas, with the exception of Modern Foreign Languages. The most
commonly cited subjects were Local History, History, Art and Design, Science, Geography and
Environmental Studies. Literacy, numeracy, PSHE and citizenship are also delivered at heritage sites.
6.2 Heritage projects provide rich resources for interdisciplinary and innovative learning experiences,
stimulating and exciting both teachers and students into new ways of thinking. Heritage sites and collections
provide a special experience which cannot be duplicated in the classroom. Children and young people are
inspired simply by being in a place and seeing things that are outside their day-to-day experience. Taking
just a few examples from the portfolio of recent HLF projects, such experiences include:
— the amazing scale, and hidden mathematics, of Norwich Cathedral;
— the fragility and beauty of the dingy skipper butterﬂy and its place in the ecosystem;
— the earth shuddering power of a beam engine in full swing and the story this has to tell about the
early Industrial Revolution; and
— the horror of a slave chain.
6.3 As our research has shown, work outside the classroom is inspiring oral and written language
development, understanding of mathematics and interest in science. It is also supporting citizenship
education. In participating in HLF funded projects, children and young people are being oVered the
opportunity to greater appreciate the value and importance of heritage to our future well-being and sense
of identity and understand our individual and collective responsibility to deﬁne, value and look after our
shared environmental, cultural and social heritage.
6.4 Teachers report the diVerence such visits can make in engaging those students who are less keen to
learn in classroom settings or who are studying alternative curricula. Attitudinal and behavioural
improvements in students can result from learning in new and exciting settings. Heritage contexts provide
students with practical opportunities for group work which have tangible outcomes, for example
researching and designing an exhibition at a museum or building and installing bat boxes at a nature reserve.
Such experiences can provide useful support for young people in the transition to work.
6.5 Some other examples of HLF-funded projects supporting education outside the classroom include:
—

The Countryside is our Classroom project (HLF award: £44,000) funded an oYcer to work with
the Bedfordshire Community Council to link farms and schools to help children learn about
healthy living, country life and how food is produced.
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— The Education and Community Action project run by Lincolnshire Wildlife Trust (HLF award:
£365,000) has funded three education oYcer posts. They are providing a wide range of learning
opportunities for all Key Stages at wildlife sites across Lincolnshire including pond dipping,
species identiﬁcation and food webs for younger students and residential weeks supporting biology
ﬁeld work at Gibraltar Point for older students.
— At Cressing Temple Barns in Essex, primary school children working on the shelters unit of the
geography curriculum explore how the barns were constructed and then make their own model
timber framed building from real materials, and learn some practical wattle and daubing
techniques (HLF award: £70,000) .
— The Cultural Co-operation Year Round Education Project (HLF award: £409,000) delivers
artistic residencies to schoolchildren in London to explore cultural traditions. The project includes
provision for subsidised transport to take children with special needs to museums.
6.6 Some projects have beneﬁted from the support of their Local Education Authority, for example in
facilitating teacher secondments to heritage organisations to develop curriculum materials, providing a
classroom space for an education oYcer from a wildlife charity to carry out her teaching, or providing access
to INSET programmes. Other projects have found LEAs to be uninterested and unresponsive.
6.7 HLF can fund projects that promote vocational education. There is some indication that heritage
sector organisations are becoming more proactive in oVering work experience placements for young people
at school and in college. Where this happens it is usually linked to the business or leisure studies curriculum.
However, there is scope to extend this type of provision to other curriculum areas linked to vocational
GCSEs and A Levels, even more so if the Tomlinson recommendations are agreed by the Government. We
would like to see more awareness within Education Business Partnerships of the heritage sector as a venue
for work experience and hence, an increase in the number of opportunities available to young people.
6.8 Heritage organisations often build on contacts with young people in formal educational settings by
oVering “progression” activities such as volunteering, participating in youth forums and young people’s
clubs. We believe that enabling young people to build a longer term relationship with heritage organisations
can have a profoundly beneﬁcial eVect on personal development and raise aspirations. This has been
demonstrated by a separate strand of research at HLF which is evaluating our Young Roots grants
programme. Young Roots aims to promote the involvement of young people (aged 13–25 years) with the
heritage of the UK. The scheme is subject to a four year longitudinal evaluation which will consider the
success of the scheme in meeting its aims and explore the impact of the scheme on participants, on
communities and on partner delivery organisations.

7. Qualification and Motivation of Teachers
7.1 Continuing Professional Development (CPD) for teachers to help them make eVective use of heritage
sites and resources to deliver out of class activities is provided by many of our grantees. CPD activities take
the form of INSET days, open evenings, advisory groups brought together to design curriculum materials,
secondments, formal training and student teacher placements. Grantees report that teachers often lack
conﬁdence and experience in working out of class and rely heavily on the expertise of heritage education
staV. Team delivery by teachers and these co-professionals helps to build conﬁdence and share good
practice.
7.2 Projects in our research have reported that they would like more input to CPD programmes to explain
what is on oVer and to develop innovative ways of working together. With CPD becoming the responsibility
of the Teacher Training Agency there is an opportunity to open up development opportunities to all
providers of curriculum-linked learning whether they are school based or based in heritage or other
organisations.
7.3 In the Mermaid’s Purse project (HLF award: £88,200), the HLF-funded education oYcer worked
with teachers and their pupils from a range of schools and with staV at St Martin’s College. The project
developed and piloted learning activities linked to environmental issues at Morecambe Bay, using an
innovative teaching approach based on principles of philosophical enquiry. The young people learned about
the complexity of the ecosystems within the Bay area and also extended their critical thinking skills. As part
of the project a learning pack was made available to teachers across the counties involved and to new teacher
trainees. Innovative, risky activities such as these build capacity within the teaching community and
promote a willingness to explore new methods of curriculum delivery, increasing motivation of teachers and
students.
7.4 Teachers need good support from school managers and earmarked budgets to encourage them to
undertake education outside the classroom and get the most out of these experiences. We suggest that more
could be done to encourage all schools to participate in these valuable enrichment activities.
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8. Fear of Accidents and the Possibility of Litigation
8.1 Our grantees report concerns that health and safety guidelines constrain visits to heritage sites. Whilst
children, their parents and teachers have the right to expect safe practices to be in place, there appears to
be a tendency to assume that all out of classroom learning carries the same degree of risk. In extreme cases
this has led to schools adopting a “no visits” policy. Many of our heritage sector grantees are supporting
their teacher colleagues by carrying out their own risk assessments and making these available for schools
to use, thus alleviating some of the work involved in meeting health and safety standards.
Dr Sharon Goddard
Education Advisor, Policy and Research Department

APPENDIX A:
THE HERITAGE LOTTERY FUND’S GRANT PROGRAMMES

Repair Grants for Places of Worship
This is a replacement for the Joint Places of Worship Scheme (which only applied in England) and aims
to manage the enormous demand for our funds in this area of heritage. The new scheme will focus on urgent
repairs and bring about a better balance between funding and conservation priorities across the UK.
Heritage Grants
This programme oVers grants of £50,000 or more to organisations which aim to look after and enhance
the UK’s heritage; to increase involvement in heritage activities; and to improve access to and enjoyment
of heritage. It caters for a wide range of projects, including the very largest and most complicated.
Project Planning Grants
These grants of between £5,000 and £50,000 are available to help in the early planning of projects which
are expected to lead to an application for a Heritage Grant.
Your Heritage
This programme oVers grants of between £5,000 and £50,000 for projects which either care for heritage
or increase people’s understanding and enjoyment of it. Projects should also make it easier for people to
gain access to heritage and beneﬁt the community and the wider public. The application form is much
simpler than that for Heritage Grants.
Young Roots
Young Roots promotes the involvement of young people, 13 to 25 years old, in their heritage. The
programme oVers grants of between £5,000 and £25,000. To be eligible for a grant, a project must increase
opportunities for young people to learn about and get involved in their heritage, and be delivered through
partnerships.
Awards for All
We run Awards for All along with other Lottery distributors at a local level. Through this scheme, we
give grants of between £500 and £5,000 to small community groups, including new groups. We can fund up
to 100% of the project costs.
Local Heritage Initiative
This initiative helps local groups to investigate, explain and care for their local landmarks, landscape,
traditions and culture. Through grants of between £3,000 and £25,000, the scheme helps local groups with
a range of small-scale projects.
The scheme is run on our behalf by the Countryside Agency in England and is being piloted in Scotland
by partnerships led by Scottish Natural Heritage, and in Wales by the Countryside Council for Wales.
October 2004
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Memorandum submitted by the Museums, Libraries and Archives Council
1. Introduction
1.1 The Museums, Libraries and Archives Council (MLA) is the national development agency working
for, and on behalf, of museums, libraries and archives and advising government on policy and priorities for
the sector. MLA’s roles are to provide strategic leadership, to act as a powerful advocate, to develop capacity
and to promote innovation and change. Museums, libraries and archives connect people to knowledge and
information, creativity and inspiration. MLA is leading the drive to unlock the wealth, for everyone. MLA
is a Non-Departmental Public Body sponsored by the Department for Culture, Media and Sport.
1.2 Museums, libraries and archives have an important role to play in enhancing learning opportunities
for school age children. Not only can they provide innovative and imaginative ways of delivering the
curriculum, but they can provide unique spaces for learning away from the classroom with input from
experienced and professional staV focused on delivering inspirational and creative learning opportunities,
working alongside teachers and classroom assistants. In addition to this, early years activity has been
demonstrated to have a positive impact on child development and learning once children reach school age.
1.3 The museums, libraries and archives sector is signiﬁcantly engaged in supporting the delivery of the
curriculum and providing inspirational learning opportunities to school students of all ages. Some examples
may include:
— Visiting an exhibition, or taking part in a speciﬁc activity at a museum, gallery or archive as part
of the school day.
— Using school and public libraries to help with homework, or as part of the school day.
— Participating in summer reading schemes in public libraries during the summer holidays.
“The positive change in attitude to learning, level of involvement and quality of work seen during this crosscurricula project has been amazing. It is clear to us that creativity in the curriculum is the key to
learning”28—Mandy Staines, Teacher, Bessemer Grange Primary School. Participant in a project
working with Dulwich Picture Gallery as part of phase 2 of the Museums and Galleries Education
Programme.
2. Background
2.1 Providing education outside of the classroom is a key activity for museums, archives and libraries.
This not only means providing learning opportunities both inside and outside the school day for students,
but it also means providing training and learning opportunities to teachers to enable them to make
maximum use of museums, archives and libraries as part of their teaching practice.
2.2 Recent government investment, particularly via Creative Partnerships, where partnerships have been
encouraged between schools and cultural and creative institutions and organisations to enhance the life of
the whole school, and via programmes such as Renaissance in the Regions and the DfES funded Museums
and Galleries Education Programme, has enhanced the capacity of our sector to deliver inspirational
learning opportunities outside the classroom. However, many barriers still exist which prevent schools from
engaging with museums, archives and libraries providing learning opportunities outside of the classroom.
2.3 As part of the Renaissance in the Regions vision for England’s regional museums, each regional
Museum Hub has developed an Education Programme Delivery Plan (EPDP) which establishes how it
proposes to deliver a Comprehensive Service to Schools. This forms the basis of a national oVer; providing
every school with an entitlement to museum learning, enriching learning for every school age child through
museum and gallery activity.
2.4 The EPDPs were developed after signiﬁcant consultation with teachers, pupils, LEAs and other
stakeholders to determine what schools want from museum and gallery education to enhance the
curriculum.
2.5 The EPDP research positions museum education within the context of key national policies which
are driving the development of the wider education sector. The DfES’ priorities focus on:
— Providing high-quality early education and childcare for more children.
— Continuing the progress already made in primary education.
— Transforming secondary education.
— Developing a ﬂexible and challenging 14–19 phase of education.
— Increasing and broadening participation in higher education.
— Developing the skills of the workforce—particularly the basic skills of some adults.29
28
29

Wonderful Things, ALM London 2004.
Future Learning, MLA 2004.
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2.6 Although the main focus for the EPDPs was school age learning between ﬁve and 16, the EPDP
analysed the contribution museum education makes to these wider agendas, identifying strengths,
weaknesses and priorities for development.
2.7 In particular the EPDP research demonstrated the potential of museum education in addressing
themes, which the unique character of museum education can make a particularly strong impact on:
— Maximising the impact of strong links with the primary sector . . . demonstrating the depth and
strength of established services at Key Stage 2.
— Realising the potential of working with early years and Key Stage 2.
— Using resources and skills to develop cross curriculum learning.
— Exploring identity and citizenship.
— Inspiring creativity.
— Developing new programmes to support out of school hours learning.
— Celebrating diversity and tackling exclusion.30

3. Barriers
3.1 Several issues and inhibiting factors have been identiﬁed by museums and libraries relating to the
development and take up of learning opportunities outside the classroom.
3.2 While the barriers outlined below were identiﬁed as part of the Future Learning31 report, synthesising
the issues identiﬁed in the Hub museums EPDPs, they have relevance across the museums, libraries and
archives sector as a whole. For example, there is a clear parallel between the need for school libraries to raise
their proﬁle within the wider school community to enable them to achieve their potential in enhancing
learning opportunities outside the classroom, and the need identiﬁed in the table below to develop greater
awareness of what museums oVer.
3.3 In order to raise the proﬁle of school libraries and school library services, MLA, in partnership with
the Arts Council of England, the Teacher Training Agency, the regional museum, library and archive
agencies and the Association of Senior Children’s and Education Librarians (ASCEL) is developing a
programme involving Initial Teacher Training providers and School Library Services in delivering training
to trainee teachers aimed at raising awareness of the role of school libraries and children’s literature in
promoting learning opportunities with school age pupils. This can be seen in the same context as developing
continuous professional development (CPD) opportunities as outlined in the table. Summarised, the
barriers identiﬁed are:
Barrier

Strategic Development Theme

Relevance

Develop services relevant to schools and young people that are
central to museums’ development.

Logistical

Simplifying procedures and information provision, service
provision in various and virtual spaces.

Skills in schools and museums

Develop skills through CPD and engagement with ITT for
museum and school staV.

Awareness of what museums oVer

Positioning of museum education as a mainstreaming education
activity through new partnerships and advocacy.

Environment and facilities

Redesign museum facilities and invest in new facilities.

Capacity

Invest in creation of additional museum education capacity.

4. Current Practice
4.1 MLA have developed a national framework entitled Inspiring Learning for All32 aimed at helping
museums, libraries and archives provide the best possible learning experiences for everyone.
4.2 The framework identiﬁes best practice in museums, libraries and archives. Focusing on the learner, it:
— Ensures eVective learning opportunities are provided.
— Describes the processes and approaches that support learning.
— Explains how organisations can demonstrate their impact on learning.
30
31
32

Future Learning, MLA 2004.
Future Learning, MLA 2004.
www.inspiringlearningforall.gov.uk, MLA 2004.
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4.3 Inspiring Learning for All will provide organisations with the tools to enable them to become eVective
learning organisations, with learning at their heart. It will also enable them to quantify the learning
outcomes on their users. An innovative method has been developed quantifying learning outcomes into ﬁve
key generic areas:
— Knowledge and understanding.
— Skills.
— Attitudes and values.
— Enjoyment, inspiration and creativity.
— Activity, behaviour and progression.
4.4 These generic learning outcomes have been used to evaluate and measure the impact learning activity
within museums, libraries and archives has upon the learner, and allow the sector and the wider learning
community to develop an understanding of the unique role of museums, libraries and archives in delivering
inspirational learning opportunities to all.
4.5 As part of Renaissance in the Regions, the Department for Education and Skills (DfES), and the
Department for Culture, Media and Sport (DCMS) have committed £12.2 million funding to Hub museums
to deliver a comprehensive service to schools. Year 1 education programme activity in phase 1 Hubs (North
East, South West, West Midlands) was evaluated by the Research Centre for Museums and Galleries on
behalf of MLA utilising the generic learning outcomes developed as part of Inspiring Learning for All.33 The
evaluation established:
— 95% of teachers thought museums were important to their teaching.
— 89% of teachers using the museums felt that the visit had increased their conﬁdence to use
museums again.
— 94% of teachers agreed that their visits were linked to the curriculum.
Of surveyed pupils aged between 6–11:
— 90% agreed they had learnt some new things.
— 87% agreed that a visit was useful for school work.
Of surveyed pupils aged between 11–28:
— 87% agreed that they had learnt some interesting things from their visit.
— 82% agreed that museums are good places to learn in a diVerent way to school.
— 58% agreed that a museum visit makes school-work more inspiring.
“Without the museum visit we would not be able to deliver the (History) syllabus and exam marks would
fall . . . Students tend to get better marks in coursework related to the museum visit than in exams”34
4.6 The evaluation also discovered high levels of use of Hub museums during the summer holidays, with
31,800 children and 32,006 adults taking part in summer activities in 36 museums during the summer of
2003.
4.7 Overall, since Renaissance funding, the evaluation identiﬁed a 28% increase in schools use of
museums in September and October 2003, compared with ﬁgures for usage in September and October 2002.
4.8 The evidence from the evaluation of the Phase 1 Hubs education programme was also conﬁrmed by
evidence from the evaluation of Phase 2 of the DfES funded Museums and Galleries Education Programme
conducted by the Centre for Education and Industry at the University of Warwick.35
4.9 Phase 2 of this programme ran between 2002 and 2004 and received £1 million funding from the
DfES. The aim of the programme being to develop eVective partnerships between schools and museums and
galleries, using the collections and spaces of museums and galleries to enhance the curriculum and provide
inspirational learning opportunities for pupils. Over 130 projects and over 30,000 pupils were involved in
the programme.
4.10 As part of the evaluation:
— 93% of surveyed Key Stage 2, 3 and 4 pupils stated they enjoyed or very much enjoyed their
activity.
— 90% were very pleased or satisﬁed with their work.
— 82% learnt a lot or learnt something.
— 82% were engaged or quite engaged in the activity.
— 87% had worked very well or reasonably well.
— 58% felt more conﬁdent as a result of their project.
33
34
35

What did you learn at the museum today? MLA 2003.
What did you learn in the museum today? MLA 2003.
MGEP Executive Summary, DfES 2004.
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4.11 Libraries have a vital role to play in supporting education outside the classroom. School libraries
help pupils develop much needed information literacy and selection skills to enable critical thinking. Many
schools oVering extended coverage via breakfast and after school clubs also provide extended access to
library facilities.
4.12 Within the context of extended schools, libraries provide an important facility to enable learning to
continue outside of the classroom, providing the opportunity for students to pursue their own learning
interests in a self directed and personalised manner, enhancing teaching in the classroom. Less able students,
and those unengaged in classroom learning can also ﬁnd that school and public libraries provide
opportunities to continue learning in an alternative and supportive learning environment which is diVerent
to the classroom.
4.13 69% of all public library authorities run homework clubs or activities to support continued learning
outside the classroom, and 97% of public library authorities oVer a regular programme where classes can
visit public libraries during the school day. The purpose of these visits is not only to develop the information
literacy skills of pupils, but to develop awareness of the role of books and a love of reading both to enhance
school work and for pleasure. Additional activities in school holidays are also oVered by 95% of library
authorities, with 88% taking part in the summer reading challenge during the summer holiday period, also
running additional complimentary events and activities.36
4.14 600,000 children between the ages of four and 11 took part in the 2003 summer reading challenge
in 88% of UK library authorities. The evaluation, Inspiring Children, undertaken by the Reading Agency37,
and utilising the generic learning outcomes developed as part of Inspiring Learning for All, discovered:
— 78% of surveyed children felt they were “better readers” after the challenge. Four in 10 felt they
were “a lot better”.
— 59% of surveyed children said they found out something new from a book they didn’t know before.
— 96% of surveyed children enjoyed reading the books and 98% liked choosing the books for
themselves.
4.15 The intervention made by public libraries via programmes such as the summer reading challenge
highlights the signiﬁcant role they can play in providing learning opportunities outside of the classroom
which have a positive impact on learning within the classroom.
4.16 Public libraries are also engaged in early years work. With a focus around Bookstart, and many
library authorities delivery popular early years activities such as storytelling and rhymetime. A signiﬁcant
proportion of library authorities have dedicated early years staV working with children and their parents.
4.17 Eppe research38 has found that “Parents reading to children was associated with high scores in all
outcomes, and teaching songs/nursery rhymes to their children showed a signiﬁcant impact on language at
school entry. The biggest predictor at age three of reading ability at age 10 is vocabulary—especially
knowledge of rarer incidence words”.
4.18 As part of Framework for the Future, the DCMS 10 year vision for public libraries an “early years
oVer” is being developed for families across the country. The basis of the “oVer” being that libraries become
more family friendly and welcoming to enable the potential of an early intervention to be realised
throughout their school life.

5. Conclusion
It is essential that a cultural entitlement embodies activities out of the classroom both within and outside
school hours. MLA and its sectors are working together to extend this entitlement to all children and
learners.
October 2004

Memorandum submitted by Zurich Financial Services
Zurich Financial Services is an insurance-based ﬁnancial services provider with an international network
that focuses its activities on its key markets of North America, the United Kingdom and Continental
Europe. Founded in 1872, Zurich is headquartered in Zurich, Switzerland. It has oYces in more than 50
countries and employs approximately 64,000 people (of which around 16,000 are based in the UK).
36
37
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Library Services to Schools and Children in the UK 2002–03, Creaser and Maynard, LISU, Loughborough University.
Inspiring Children, the Impact of the Summer Reading Challenge: Key Findings, The Reading Agency 2004.
The EVective Provision of Pre-School Education (Eppe) Project: ﬁndings from the pre-school period 1997–2000, Institute of
Education.
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The Inquiry is wide-ranging and touches on a number of areas upon which it would neither be relevant
or appropriate for us to comment. However, we will attempt to give some clariﬁcation as to the role of
insurance in education outside the classroom, particularly in relation to the possibility of accidents and the
fear of litigation.
In the UK, Zurich Municipal is the leading provider of risk and insurance solutions to Britain’s public
services, including Local Authorities, Local Education Authorities and schools. Local authorities, LEAs
and schools protect themselves from the risk of litigation following accidents through Public Liability (PL)
policies. The services provided by local authorities are many and varied. PL claims emanating from
educational activities form only a very small part of the claims initiated against local authorities (around
3%). The largest proportion by far are those from “slips and trips” on public highways (around 43%). This
is illustrated by the two charts below.

2000-2003 Claim numbers (aggregate)

43%
Highways

54%
Other

3%
Education

2000-2003 Claims costs

45%
Highways

51%
Other

4%
Education

Furthermore, the majority of this 3% of “education” claims relate to those accidents by pupils and visitors
which take place on the school premises, rather than claims for activities outside school activities. As the
proportion of education claims is small there is not a necessity to individually price for “education outside
the classroom”. Furthermore we would not require details of out-of-school education as we appreciate such
activities are an essential part of education.
In providing risk solutions and advice to our customers, we encourage schools and LEAs to adhere to
Department for Education and Skills guidance on out-of-school activities, outlined in the “Health and
Safety of Pupils on Educational Visits” publication. For areas outside the Local Authority’s direct control,
such as work placements, we would expect the host organisation to take responsibility. However, the
authority must be mindful of placing a pupil in an environment where that pupil would potentially be at
risk. If the local authority had failed to undertake a proper risk assessment in advance, they could be liable
but, again, as we consider this to be an integral part of normal activities and therefore we do not consider
it necessary to seek details of such arrangements nor individually price.
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For Zurich Municipal, then, we consider that fear over a lack of available insurance cover or a perceived
rise in premiums is unfounded. We reiterate our belief that “education outside the classroom” is an essential
part of education that, while it should be safe and mindful of potential risks, should be encouraged.
October 2004

Memorandum submitted by the Institute of Ecology and Environmental Management
Introduction
The Institute of Ecology and Environmental Management (IEEM) welcomes the opportunity to
comment on the Education Outside the Classroom inquiry.
IEEM is the professional Institute supporting professionals in the ﬁelds of ecology and environmental
management. The Institute was established in 1991 and currently has around 1,600 members drawn from
local authorities, government agencies, industry, environmental consultancy, teaching/research, and
voluntary environmental organisations.
The objects of the Institute are:
— to advance the science, practice and understanding of ecology and environmental management for
the public beneﬁt in the United Kingdom and internationally;
— to further the conservation and enhancement of biodiversity and maintenance of ecological
processes and life support systems essential to a fully functional biosphere;
— to further environmentally sustainable management and development;
— to promote and encourage education, training, study and research in the science and practice of
ecology, environmental management and sustainable development;
— to establish, uphold and advance the standards of education, qualiﬁcation, competence and
conduct of those who practise ecology and environmental management as a profession and for the
beneﬁt of the public.
IEEM is a member of the European Federation of Associations of Environmental Professionals, the
Society for the Environment and the IUCN.
IEEM Inquiry Response
Education Outside the Classroom
The IEEM has been concerned for some time about the lack of skills in graduates coming onto the
employment market. The IEEM has identiﬁed biological recording, survey and monitoring as an area that
has been neglected in mainstream education and training and consequently the growing demand for these
skills is not being met.
Part of the reason for this “skills gap” has been the reduction of ﬁeldwork undertaken at schools, in
particular, due to there no longer being a requirement for ﬁeldwork in the National Curriculum at
A Level. Fieldwork may be done at primary schools, but is then dropped for other subjects. Children’s
interest is kindled at young age, and needs to be maintained—the best way to do this is with DIRECT
CONTACT WITH THE NATURAL WORLD.
The IEEM feels that this lack of identiﬁcation skills is a serious one, which is only likely to get worse unless
the amount of ﬁeldwork in schools is increased.
The IEEM apologises for the very short written response to the inquiry but we were only informed about
it a very short time ago. The IEEM’s Training, Education and Career Development committee (TECDC)
would be very happy to discuss this matter further.
October 2004

Memorandum submitted by the Countryside Stewardship Scheme: Educational Access
Defra’s Countryside Stewardship Scheme (CSS) makes grants to farmers and other land managers for
using environmentally friendly farming methods to enhance and conserve English landscapes, their wildlife
and history. There is also a scheme option to improve opportunities for countryside enjoyment, including
educational access visits. Under this option land managers allow use of their land for learning purposes, and
visits to farms can be linked to National Curriculum subjects, such as:
— using the landscape to stimulate creative writing and artistic expression;
— mapping, land use and conservation studies;
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— close contact with the farming industry and the chance to learn about activities such as lambing,
harvesting, and livestock management and how the food we eat comes from the crops grown or
animals reared;
— the relationship between the farming industry and the countryside, and how Countryside
Stewardship aids conservation, the landscape and the protection of historical features.
Each educational access site has a Teacher’s Information Pack, which shows how a visit can be used to
help studies in various subjects and where it would ﬁt within the school curriculum. The pack has been
devised in association with Farming and Countryside Education (FACE). A Farm Facts Leaﬂet, with more
general details about what the site has to oVer, is provided for other visitor groups. Defra works closely with
DfES, through membership of the Access to Farms partnership (ATF), which is an umbrella organisation
for providers of farm educational visits.
There are currently around 1,000 CSS educational access sites in England and payments to agreement
holders are expected to reach £1 million this ﬁnancial year. Payment arrangements were reviewed recently
and are now based on each farm visit, up to a maximum of 25 per year. This should encourage more visits
than the previous system, which paid a ﬂat rate per annum, irrespective of numbers of visits. The total paid
in 2003–04 was £800,000. In addition, details of over 450 CSS educational access sites will shortly be
displayed on the DfES “Growing Schools” website widely used by teachers organising visits.
Agreement holders are being encouraged to participate in a new accreditation scheme, the Countryside
Educational Visits Accreditation Scheme (CEVAS), provided by ATF. Accreditation is designed to
encourage better uptake of visits by schools and colleges. CEVAS provides training and accreditation
package for individuals dealing with school farm visits, and includes a health and safety inspection.
Following a successful pilot, the scheme has secured funding from Defra’s Vocational Training Scheme
(VTS) until 2006.
Agreement holders are provided with HSE guidance on farm visits by the public and are required to have
appropriate public liability insurance. They are also encouraged to carry out appropriate risk assessments,
depending on visitor groups. And agreement holders are encouraged to arrange security vetting by the
Criminal Records Bureau, where this might be appropriate, for instance to meet the needs of local schools.
CSS educational access details can be found on the Defra country walks website at http://
countrywalks.defra.gov.uk
Although the Countryside Stewardship Scheme closed to new applicants in 2004, Educational Access will
continue in the new Environmental Stewardship (Higher Level) Scheme, which is due to replace Countryside
Stewardship in 2005.
November 2004

Memorandum submitted by The Royal Society
1. Introduction
1.1 The Royal Society is an independent academy promoting the natural and applied sciences. Founded
in 1660, the Society has three roles; as the UK academy of science, as a learned society and as a funding
agency. Working across the whole range of science, technology and engineering, one of the Society’s main
aims is to support science communication and education. Its education programme considers formal
education in science and mathematics from primary level through to higher education. As with all Royal
Society programmes, the education programme upholds the values of excellence in science, leadership,
independence, equality of opportunity, inclusiveness, and scrupulous attention to evidence.
1.2 In December 2003, a Royal Society working group1 was established under the chairmanship of Sir
Patrick Bateson FRS to examine the broader place of ﬁeldwork in science education and concerns that it
was being diminished. Following the ﬁrst meeting of this group in January 2004 the statement (see section
2) was prepared. The comments and conclusions that follow are based on discussions emerging from this
meeting and are focused speciﬁcally on issues relating to science ﬁeldwork. The Society continues to engage
with organisations and individuals taking these issues forward, and awaits the Committee’s report with
interest.
2. Royal Society Statement on the Place of Fieldwork in Science Education
2.1 The Royal Society considers that the skills and knowledge developed through ﬁeldwork can be
integral to the purposes of science education: to train experts able to serve science and society through
research; to educate all young people in the fundamental processes of scientiﬁc investigation; and to prepare
citizens of the future for responsible management of their environment. The Society is therefore concerned
that the available research data (from small scale studies2, 3) suggest that ﬁeldwork is being diminished
throughout the education system by a number of pressures on schools, colleges and universities. To assess
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accurately the decline, it is crucial that large-scale data relating to the extent and type of ﬁeldwork provision
on oVer is obtained. To take appropriate action, it is important that the beneﬁts of ﬁeldwork are thoroughly
researched, reliably documented and widely communicated.
2.2 The Society recognises that out-of-classroom activities place demands on teachers, students and
institutions but thinks that, with proper support and management, such demands can be accommodated
within the existing education system. The Society also considers that, whilst health and safety risks are
involved in ﬁeldwork, such risks vary greatly between activities and can be managed by professional
teaching staV given appropriate training and support in risk assessment and ﬁeldwork provision. In Higher
Education, the Society is concerned that as undergraduates are increasingly expected to pay for their degree
education, the cost of ﬁeldwork, for the individual and the institution, may increasingly impact on the
availability and uptake of such opportunities.
2.3 The Royal Society welcomes work done by organisations like the Field Studies Council and British
Ecological Society in raising awareness of a decline in biology ﬁeldwork, particularly residential experiences
for post-16 students. It is interesting to note their comparisons with geography in which ﬁeldwork appears
to have been more eVectively sustained in recent times. This suggests that many of the barriers related to
science are not insurmountable. The Society also welcomes curriculum developments that strongly
encourage ﬁeldwork as part of science courses, particularly in the biological sciences. Its potential beneﬁts
suggest that the place of ﬁeldwork within science education needs to be thoroughly reviewed to ensure that,
where appropriate, the opportunities ﬁeldwork oVers young people become entitlements.
3. Key Issues for the Committee’s Consideration
3.1 Deﬁnition and purpose
As the Committee notes, “Education Outside the Classroom” is a very broad term encompassing a range
of activities, some of which more obviously support the objectives of formal classroom teaching and learning
than others. While we restrict our comments in this submission to science ﬁeldwork, even this narrow
deﬁnition masks a diversity of possible activities, from an hour in the school grounds exploring the physics of
shadows to a week’s residential course surveying heathland ecology. Indeed for some schools the deﬁnition
extends to trips to leisure parks to explore scientiﬁc concepts.4 The deﬁnitions and purposes of these
activities need to be made clear not only by those involved in shaping and implementing education policy,
but also at the practitioner level in schools and colleges. Such clariﬁcation should give as much attention
to beneﬁts as is currently given to risks, to enable young people, their parents and their teachers to make
the best possible decisions.
3.2 Coherence and co-ordination
The Society notes other eVorts being made to raise the proﬁle of ﬁeldwork in science5 and the signiﬁcant,
positive support given to ﬁeldwork by some key policy-inﬂuencers6,7,8,9 despite some unions advising their
members otherwise.10 It should therefore be both possible, and timely, to apply a greater degree of coherence
and co-ordination to these eVorts. This would require leadership, a statement of purpose and intention, a
plan of action and success criteria. Whether this be a “manifesto” led by Government or a campaign led by
NGOs may be an interesting discussion for the Committee, but without doubt any such action needs to be
based on evidence and be conducted as openly and honestly as possible.
3.3 Evidence
In 1998, Roger Lock of the University of Birmingham concluded that despite the opportunities oVered,
“Evidence about the provision and success of ﬁeldwork as a teaching and learning opportunity is scant”.11
Six years later, Steve Tilling of the Field Studies Council again noted “there is a remarkable dearth of
national data which would enable eVective assessment of the levels and quality of ﬁeldwork” and states that
there is “no published evidence in secondary biology to support improved academic performance or other
personal development measures”.12 In 2004, a thorough “Review of Research on Outdoor Learning”13
concluded that while substantial evidence exists as to the opportunities oVered through high-quality
ﬁeldwork, “Poor ﬁeldwork is likely to lead to poor learning” and, perhaps as a result, “there is still a need
for more work on the outcomes of ﬁeldwork in science education”. The Committee would do well to
establish exactly where and how these gaps in knowledge are being ﬁlled.
3.3.1 As part of the inspection and monitoring process, regulatory authorities such as the Qualiﬁcations
and Curriculum Authority (QCA) and OYce for Standards in Education (Ofsted) collect a large amount of
information on what goes on in schools. But the continuing diYculty in identifying reliable, large-scale data
on ﬁeldwork, alongside evidence from limited studies such as those undertaken by the Field Studies Council,
suggest that tracking trends in the quality and quantity of ﬁeldwork provision should be given a higher
priority by the relevant agencies. If this is thought to add a burden to schools then some other sampling
method should be considered, but the Society would like to see a swift resolution to the ongoing questions
regarding the validity of evidence and accurate benchmarking of ﬁeldwork provision.
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3.3.2 In addition to such information, a greater understanding of the role ﬁeldwork plays in strengthening
science learning at all stages, and any hard evidence of de-skilling or reduced supply of skilled, professional
ﬁeldworkers in scientiﬁc research and development, would enhance our ability to assess how much needs to
be done. However, suggesting that more research is needed before signiﬁcant changes are made to national
policy should not be taken to imply that no action is needed at all. The Committee will be aware of the
vicious circle in place whereby lack of ﬁeldwork experience in school and higher education produces new
teachers who themselves lack conﬁdence and/or competence to oVer the next generation these experiences.
In science, some subjects such as systematics and taxonomy cannot be taught without ﬁeldwork, and in 2002,
the House of Lords Science and Technology Committee urged that “education must emphasise the
importance of taxonomy”.14

3.4 Opportunities and threats
3.4.1 Ideally no science teacher who feels a ﬁeldwork experience is vital to their pupils’ education should
feel that barriers to achieving their aims are insurmountable. Experience with the 250 schools who have
received a Royal Society Partnership Grant to work with a scientist or engineer has shown that money can
overcome a signiﬁcant barrier to undertaking exciting, inspiring science in the ﬁeld. Indeed we are grateful
to the DfES for their current funding of this scheme.
3.4.2 Undoubtedly the Committee will receive a great deal of information about the opportunities for,
and threats to, education outside the classroom. The Society suggests that the most important consideration
when assembling the priorities for action, and associated recommendations, will be equality of opportunity
for all young people throughout the UK education system. Whilst many believe the only way of ensuring
this is through aVecting statutory regulation and ring-fenced funding, the Society notes that such reactions
are not favoured by the current Government. If the only way forward is through the identiﬁcation and
promotion of “best practice”, then the Government must show that all teachers have equal opportunity and
adequate support to proﬁt from that best practice.

4. Conclusions
It is hoped that the outcome of this inquiry will help to:
4.1 establish the extent to which Government and its agencies give priority to ﬁeldwork, and where and
how this priority is communicated to teachers and the wider education community;
4.2 ensure messages regarding Health and Safety risks, and procedures for assessing and managing them,
are clear and consistent across Local Education Authorities and Learning and Skills Councils;
4.3 understand and develop the role of teaching unions in being both responsible to, and responsible for,
the actions of their members with regard to ﬁeldwork;
4.4 encourage multi-agency partnerships in:
4.4.1 agreeing appropriate entitlements for all young people to high-quality ﬁeldwork as part of
their statutory science education;
4.4.2 improving monitoring of ﬁeldwork provision and brokering an agreed set of deﬁnitions and
criteria to establish good baseline data;
4.4.3 research into the eVects of ﬁeldwork on science learning;
4.4.4 investment in the sustained development and delivery of resources and training to support
Primary and Secondary teachers, as well as FE lecturers (particularly involving Science
Learning Centres and other CPD providers, subject associations and professional bodies);
4.4.5 obtaining more reliable knowledge regarding the eVects of changes to university science
courses on secondary science teachers’ ability to undertake ﬁeldwork, particularly the
implications that changes to funding and fees may have on availability of ﬁeldwork in
undergraduate courses;
4.4.6 development work regarding changes to GCSE and A level speciﬁcations oVered by
awarding bodies to ensure the place of ﬁeldwork in science qualiﬁcations is unambiguous;
4.4.7 delivery of the DfES’ Growing Schools and London Challenge initiatives;
4.4.8 exploring the opportunities inherent in proposals for 14–19 reform.
It is vital to raise the proﬁle of ﬁeldwork throughout the education community and tackle the need for
an evidence-based approach to its implementation. We look forward to taking an appropriate role in any
outcomes from this inquiry and assist progress on securing the place of ﬁeldwork in science education.
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