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PREFACE

This booklet on Outdoor Education – Authentic Learning in the Context of
Landscapes Volume 2 is the second published as a result of an international project by
educational institutions in five European countries – Austria, Czech Republic,
Germany, Sweden and United Kingdom.  The project work took place from October
1999 to September 2002 and was part-funded by the European Union through
Comenius Action 2.1.

One of the objectives of the project was to take a European perspective on outdoor edu-
cation and in doing so to encourage greater understanding of national and European
perspectives amongst teachers and students.  As part of the project we have developed
an in-service course for teachers and school staff in Europe, through which participants
should gain an understanding of these perspectives. This booklet is intended to act as a
source of information for anyone organising or attending future in-service courses, or
indeed any other aspect of outdoor education provision.

The book is organised in three parts.  Part 1 contains articles on the theory of outdoor
education and advice on the evaluation of programmes.  Part 2 is an evaluation of our
Comenius outdoor education project, written by members of the project group.  Also
included are details of the in-service programmes planned and run by project partners.
Part 3 contains the Appendices.

We are grateful to the European Union for financial support.  All those involved in this
project have enjoyed the process and the outcomes of this collaboration - we have learnt
a great deal.  We hope that our work will have been of value to course participants and
that the material recorded in this (and the earlier booklet on a similar theme) will be a
valuable resource.



PART 1

THEORY AND PRINCIPLES OF 
OUTDOOR EDUCATION
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Introduction
What is outdoor education?
Prepared by all Project Partners1

Outdoor education is a cultural construct which it is thought about and applied in different ways
within and between countries.  For example, the European Institute for Outdoor Adventure
Education and Experiential Learning identifies outdoor education as comprising "outdoor acti-
vities", "environmental education" and "personal and social development".

The relationship between the three dimensions can be seen in the following model:

Higgins and Loynes (1997)

Further understandings can be developed through thinking about concepts such as:

• learning out of doors
• outdoor learning
• education out of doors
• education in nature
• authentic learning in landscapes
• the outdoors: a learning environment.

1 Dusan Bartunek, Britte Brügge, Sue Fenoughty, Dave Fowler, Margrit Hensler, Peter Higgins,
Heike Laschinski, Iris Löhrmann,  Marianne Neißl , Jan Neuman, Robbie Nicol, Clemens Seyfried,
Anders Szczepanski
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These ways of thinking about outdoor education begin to reflect great diversity. Some
of these differences are explained when looking at the setting in which outdoor educa-
tion takes place. For example, teachers in an inner city school may want to make use
of their school grounds, or nearby park or woodland, to pursue learning outcomes.
Equally, teachers may have access to rural areas and pursue learning outcomes in wil-
der nature. If a teacher is trained in adventurous activities then she may want to pursue
learning outcomes through these means in either urban or rural settings.

Behind the diversity of approaches lie different theoretical understandings and practi-
cal applications of outdoor education.  They will include ideas about the cultural and
natural heritage, ideas about 'a sense of place', and how to use the opportunities avai-
lable to each teacher's particular situation. 

What is common to these ideas is that the teacher and pupils pursue learning outcomes
beyond the classroom.  This is not to suggest that outdoor education is a better form of
learning than class-based learning.  It is to suggest that some learning is better suited
out-of-doors and that there are good educational reasons for identifying and capitali-
sing on these opportunities. In this way class-based learning can be integrated with out-
door learning. 

This is very much in the tradition of integrated holistic education as it was suggested
by Comenius himself.  It was the type of approach whose historical roots lie in the work
of, for example, Johann Pestalozzi, John Dewey, Paolo Freiere and Patrick Geddes.
From these philosophical underpinnings outdoor education seeks to explore the practi-
ce of outdoor education in relation to people, place and activity in keeping with the
model above. 

A place and means

The concept of outdoor education acknowledges the importance of selecting an appro-
priate place for education as well as a technique or means of learning.  In this setting
students learn directly about the relationship of knowledge to the physical reality of
that place.  This is achieved through environmental, social, and cultural dimensions
whereby that which is known has a past, present and future.  Through these means stu-
dents learn about the key importance of relationships and respect for the learning and
teaching process.

The relationship between the teacher and learner is characterised by an open minded
exchange of views between the two.  This is a constructivist pedagogy whereby the
learners construct their own view of the world based on personal experience.  A second
dimension, reconstruction, recognises that the learner may wish to modify their perso-
nal experiences with reference to existing theoretical constructs.  Lastly, throughout the
process of reflection, it is sometimes necessary to deconstruct personal and social con-
structs in order to gain new understandings.  This process begins with personal experi-
ence and leads to deep questioning.
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Outdoor Learning in Theory and Practice
Peter Higgins and Robbie Nicol
School of Education
University of Edinburgh

Abstract

This chapter offers some guidance on educational theory and background relevant to
learning in general and outdoor education in particular.  It provides some research evi-
dence and relevant theory, particularly focusing on the themes of learning through
experience, and personal and social development. The key points are:

• There is a strong educational justification for an experiential approach to learning.

• It is important to cater for intellectual learning which has a number of facets (multi-
ple intelligences) and physical, emotional, aesthetic and spiritual development.

• Adventure experiences should encourage a ‘mastery’ approach rather than a ‘per-
formance’ approach;

• Outdoor adventure provides one important way in which personal and social lear-
ning outcomes may be achieved but caution should be exercised over the claims.

• A number of studies provide evidence of modest positive outcomes from pro-
grammes which involve experiential learning and new or adventurous activities.
Most indicate the key role of choice of appropriate activities and goals, high quali-
ty facilitation and programme duration.

• Research evidence suggests that the optimum minimum time for residentials is four
days though longer is generally better.

• In the design of programmes it is always important to consider aims, assumptions,
methods, content, evaluation and claims.

• Reflective professional practice is central to this process.  To this end we should
repeatedly ask ourselves the questions:

- ‘why am I doing this activity with these individuals at this time?’

- ‘what does theory and experience tell me about the choice of activity and
what young people are learning?’

- ‘how do I know if I have been successful in achieving my stated aims?’
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Introduction

This chapter is intended to provide some guidance on educational theory and back-
ground information.  Whilst there has been a great deal of effort put into educational
research over the years, very little of this relates to the role of ‘adventure’ in learning.
By this we do not mean specifically ‘outdoor adventure’ or ‘outdoor education’, though
this is a discipline which particularly lends itself to such an approach.  In this chapter
we have drawn together the results of our own research and that of our colleagues and
other authors from all over the world.  

It cannot be a definitive text but we hope it provides a basis for reflection.  If we were
to summarise the issue in a couple of sentences it would be that the reflective profess-
sional practitioner will repeatedly ask him or herself the questions:

• ‘why am I doing this activity with these individuals at this time?’
• ‘what does theory and experience tell me about the choice of activity and what

young people are learning?’
• ‘how do I know if I have been successful in achieving my stated aims?’

The period the young people are involved in an outdoor programme is often brief and
so the key aspiration of providers should be to deliver the most effective programme
possible within this period of time.  With this booklet we hope to offer at least some
ways of thinking which may assist in this process.

Experiential Learning

Experiential learning is generally concerned with learning that depends on first-hand
experiences which connect the learner with real people and real issues.  It is often asso-
ciated with informal education although this is not exclusively so.  Furthermore, it is
generally considered to be a lifelong process integrating education, work and leisure.

Experiential learning is based on the premise that the learner learns best by doing and
one of the teaching methods often employed is based on problem solving approaches.
In this way experience becomes the catalyst for learning in other key government poli-
cy objectives such as citizenship and personal and social education.  This means that
experiential learning has direct relevance to the in helping the transition from secon-
dary school to adult life and enhancing a range of ‘personal and social skills’ among
young people.

It can be helpful to refer to models when thinking of these issues and two of the most
frequently used are outlined on next page.
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Kolb’s cycle can be used to explain experiential ways of learning.   The model does not
really do justice to the complexity of the brain and its ability to process complicated
information.  It also implies that experience and reflection occur independent of each
other, which is challengeable.  It does however, provide a framework for thinking about
the linkages between different components of learning processes.  Consequently, it
offers a tool to think about how we work with young people.

Take the initial experience component of the model. The suggestion here is that it is not
sufficient for young people to take part in outdoor activities and for the teacher to assu-
me that the experience will automatically translate into a learning outcome.  The model
implies that the experience does not speak for itself and that learning will not automa-
tically occur as a result of participating in activities.  Consequently young people are
likely to need help with interpreting the experience.  This is the role of the instruc-
tor/teacher and can be effectively achieved through reviewing the outdoor activity in
relation to the educational outcome in mind.  The young person is also likely to need
help in generalising the experience which involves making sense of the experience in
relation to the learner’s own social world (which is often not related to that where the
experience has taken place).  Having internalised this experience the model suggests
that the learning cycle is not complete until the new learning has been applied.  This
means that the learner can apply their new thinking in a way that allows more infor-
med decision making than had they not had the new experience.

Using this model helps to distinguish between the quality of experience because not all
experiences are genuinely educative.  Take for example the case of a person stealing
cars for the purpose of joyriding.  

Kolb Cycle of Experiential Learning

Experiencing
something

Interpreting the
experience

Generalizing the
experience

Applying the
experience
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It is quite possible that the joyrider experiences enhanced levels of self-esteem through
this activity.  What is missing from this process is for the learner to be able to disting-
uish between something educative and something mis-educative (Dewey, 1963).  There
is a clear role for the instructor/teacher here where the purpose is to provide a structu-
re to help young people learn from their experiences in a way that learning is not left
to chance.  In this manner we can distinguish between experiential training which is
suited to the idea of skill acquisition inherent in activities, and experiential learning
where activities are used in an instrumental manner to promote personal and social
qualities.  In summary, we cannot provide a range of activities for young people and
expect qualities related to personal and social education to infuse young people simply
through the experience of participation.

This model can be used to show that people vary in their preferred style of learning
(Honey and Mumford, 1992).  It implies that people generally show tendencies towards
one particular learning style, that of either the activist, reflector, theorist or pragmatist.
It is based on Kolb’s learning cycle and so the ‘activist’ is associated with ‘experien-
cing something’, the ‘reflector’ with ‘interpreting the experience’ and so on.
Consequently the teacher needs to be aware that desired outcomes may depend on diff-
ferent methods for different people.  This is where the models can be useful. 

They help the teacher/instructor to become involved in each young persons’ learning
cycle allowing them to be alerted at an early stage as to whether their teaching is being
effective.  This is an extremely important point because it is important to distinguish
between teaching strategies (that which the teacher wants the young person to learn)
and learning outcomes (that which the young person actually learns).  Furthermore it

Learning Styles (Honey and Mumford)

Interpreting the
experience
(reflector)

Experiencing
something
(activist)

Applying the
experience
(pragmatist)

Generalizing the
experience
(theorist)
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is obvious that each of us (and each student) is capable of learning in a variety of diff-
ferent ways and that to maximise the learning we take from each situation we should
try to engage with the experience in all four of these ways (as an activist, reflector, the-
orist and pragmatist).

Both of these ‘models’ are based on a circular concept.  Whilst this is useful it does not
really suggest a progressive dimension to learning.  So a number of individuals and
agencies have re-interpreted the Kolb Model as a spiral, with the emphasis changing
from ‘experiencing something’ to experimentation in new situations and therefore
‘experiencing something new or different’; though clearly this should relate to the par-
ticular ‘skill’ being learnt at that time.
It should also be remembered that experiential learning can have a debilitating effect.
Just as we can distinguish between educative and mis-educative experience it is also
possible to say that some experiences inhibit personal growth.  One need only reflect
on the idea of mis-adventure (Mortlock, 1984) to recognise that when an instructor/tea-
cher fails to select appropriate activities, and the level at which they are to be pursued,
then the activity can lower feelings of self-esteem as opposed to raising it.  This too is
a vital aspect of good practice as an activity which is suitable for some members of the
group may turn out to be a negative experience for others.  What it boils down to is the
need to constantly ask oneself ‘why am I doing this activity with these individuals at
this time?’

Multiple Intelligences

Closely related recent work by Howard Gardner (1993) has led to the suggestion that
the simplistic notion of a single ‘intelligence’ is outdated.  He argues that for each of
these there are at least seven facets to intelligence, and that we have developed all of
these to a lesser or greater extent.  He lists:

• musical intelligence;
• bodily-kinaesthetic intelligence;
• logical-mathematical intelligence;
• linguistic intelligence;
• spatial intelligence;
• interpersonal intelligence;
• intrapersonal intelligence.

He and others are critical of the traditional education system because it favours logical-
mathematical intelligence, arguing that this limits the potential for those who are bett-
ter suited to learning in other ways.  Others have gone further, suggesting that this leads
to dissatisfied learners who are troublesome at school and have poor education pro-
spects.
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Such an approach to learning has clear benefits as it provides a way of thinking about
the intellectual development of the whole person.  This theme is explored further below
where we suggest that we extend our thoughts on such development to include intell-
lectual, physical, emotional, aesthetic and spiritual dimensions.

Such an approach to learning has clear benefits as it provides a way of thinking about
the intellectual development of the whole person.  This theme is explored further below
where we suggest that we extend our thoughts on such development to include intell-
lectual, physical, emotional, aesthetic and spiritual dimensions.

What is ‘Good Practice’ in Helping Others to Learn?

According to the Scottish Consultative Council on the Curriculum (1996): ‘Learning is
messy.  We rarely learn anything by proceeding along a single path to pre-determined
outcomes’.  It seems that we understand the world by relating pieces of information to
others and fitting it all together.  As multi-sensory animals we understand the world
through sight, sound, taste, smell and touch.  We also relate to events in ways which are
intellectual, physical, emotional, aesthetic and spiritual.  Whilst it may be possible to
experience an event through a single sense and know it in a single way (eg reading text
and considering it intellectually), this is not the norm.  The more complex the experi-
ence, the more ways there are of experiencing it and knowing it.  

In light of this it seems that the more ways an event is known, the better the chance that
it will be understood.  So it makes sense for those involved in ‘helping others to learn’
to provide experiences that allow the learner to use all his or her senses in experiencing
and ‘internalising’ these experiences.

Effort versus Performance
There is evidence to suggest that there are educational benefits in setting students
challenges which require significant effort on the part of the learner rather than them
simply being able to do something or not.  Many teachers make a point of rewarding
the efforts made by students who try hard to achieve.  This can be problematic in the
case of some young people in contemporary school education where achievement is
primarily measured through exam success.  Adopting this theme Rubens (1997) con-
ducted qualitative research on links between outdoor education, adventure and lear-
ning, and set his findings in context through a comprehensive review of the educatio-
nal and psychological literature.  He argued that the current literature on motivation in
learning suggests the value of a ‘mastery’ approach to learning and contrasts ‘narrow’
and ‘broad’ views of adventure.  ‘Narrow adventure’ experiences are in essence activi-
ties which are short in duration and focus on high thrills, but require little effort on the
part of the student who takes minimal responsibility for his or her actions.  In outdoor
adventure activities zipwires, ropes courses and abseiling may be cited as examples.
He contrasts this with ‘broad adventure’ which provides the converse, but most notably
requires the student to take responsibility for their actions and sustain effort.  Such acti-
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vities are characterised by, for example, journeys by canoe or on foot.  Rubens (1999)
makes a strong case that ‘broad adventure’ encourages a mastery approach to educa-
tion which leads to a willingness in students to take responsibility for their actions in
later life.  ‘Narrow adventure’ appears to have no such benefits.

However, a great deal of anecdotal evidence together with our own survey results
(Nicol, 2001) suggests that the trend in outdoor education is towards the provision of
short duration, high excitement experiences of the type noted above.  Furthermore,
such activities rarely involve real risk, but often emphasise apparent risk.  It seems dis-
ingenuous to develop a range of such activities which appear to be risky, and argue that
they have some unspecified educational benefits, when they are at least giving partici-
pants a false impression of hazard and risk.  This is crucial in determining if any new
found self-awareness can contribute to the growth of society.  What the hierarchy helps
to show is that by making explicit the assumptions which underpin our aims there is
some reason to remain circumspect.  In other words it is important to bear in mind what
claims can legitimately be made of a short (eg five-day) programme.

Facilitating Learning through Direct Experience

As noted earlier a good learning experience may involve a wide variety of learning
opportunities.  At times one form of development may find more emphasis than at
others, but there is often the potential for intellectual, physical, emotional, aesthetic and
spiritual development to take place.  The mix will vary from individual to individual
and from time to time.

Narrow View of
Adventure

Broad View of
Adventure

Short timescale of 
experience

Long timescale of
nature

Many challenges
varied in nature

Some or much effort
involved

Responsibilities
devolved to students

High thrill
challenges

Little or no effort
involved

No responsibilities
developed to students

Dimensions Associated with Narrow and Broad
Conceptions of Adventure



The teacher or instructor can take a number of roles in this process.  Several of these
are represented diagrammatically here.  The student is represented as a prism and the
experience as a beam of light.  The role of the teacher or instructor can be considered
as quality of the filter which comes between the event and the student.

Education through direct experience: The Role of the Teacher

i) No role for the teacher / instructor.  The student experiences the event without
any intermediary.  Some form of development will take place dependent upon the stu-
dent’s interest in learning.  It is up to the student to interpret the situation or not to bot-
her.

ii) The teacher/instructor as ‘frosted glass’.  The light from the beam becomes
diffused by the influence of the teacher who selects and separates out the information
he wishes to pass on to the student.  There is no direct experience and there is a likeli-
hood that the true nature of the experience will be so reduced by the teacher adopting
this role that its value is substantially reduced for the student.  

iii) The teacher / instructor as ‘filter’.  If the initial event is complex it is possible
that the teacher / instructor may be acting in a positive fashion by selecting the parti-
cular direct experience the student needs and then focusing this for the attention of the
student.  

10
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iv) Teacher / instructor and student share a common experience.  In this case both
teacher/instructor and student are represented as prisms.  The experience each gains
from the event is separate but there is room for comparison and subsequent greater
understanding of both the event and one another.

Teacher / instructor and student will have had different previous experiences.  It is like-
ly that the teacher / instructor will have a greater range of experiences to draw upon and
these are set alongside the new ones.  The result is a sharing of experience and subse-
quent development.  This will probably be greater for the student as she / he will initi-
ally be less experienced.  However, as the student gains more shared and independent
experience there will be less need for the teacher / instructor to be involved or to inter-
pret the experience.  It is worth noting that the teacher / instructor also learns from this
process.

Outdoor Adventure Education and Experiential Learning

Outdoor Adventure Education has a particularly close relationship with Experiential
Learning. ‘Outdoor Adventure Education’ is seen as drawing on three main areas of
outdoor activities, environmental education and social and personal development.  A
good outdoor educator may well be focusing attention or one or other of these at any
given time but will still be sensitive to opportunities to guide experience within the
complementary areas.  However, all experience must take place within a framework of
safety.  Appropriate decision making and the discrete maintenance of a safe environ-
ment within which outdoor experiences take place are a hallmark of professionalism.

Event

Teacher

iv)
Intellectual
Physical
Emotional
Aesthetic
Spiritual
Spiritual
Aesthual
Emotional
Physical
Intellectual

Student
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It is worth exploring the rationale behind their use as a particular case of experiential
learning.  Whilst there are many ways in which such activities are used there is broad
agreement that the process comprises most or all of the following elements.

• The educational intention is to stimulate personal and social development. Those who
work in this field have learning aspirations for their students beyond physical recre-
ation to the academic, aesthetic, spiritual, social and environmental.

• The themes of Outdoor, Adventure and Education are all important to some degree in
the process, which should not simply be recreational, nor should it take place without
at least some experience of the outdoors.  Adventure in this context implies that there
is a ‘journeying out’ (a move onto new ground) to embrace the experience.

• The process engaged in is that of learning ‘experientially’. To maximise the effect, the
experience should be direct rather than mediated, with the facilitator acting as a guide
rather than in the usual formal capacity of a teacher.

• The result of this approach being applied in the powerful context of the outdoors is
that many report the experience to be effective as a means of personal and social
development, and in increasing awareness of community and environment.

• Whilst some aspects of the experience may involve the use of settings in which there
are apparent or real hazards, the physical and emotional safety of the client is pro-
tected through appropriate professional standards.

• The natural environment is usually ‘the workplace’ and professional standards must
be applied to ensure its protection from overuse. Outdoor Education programmes
should also encourage participants to develop respect for the environment.

• As a result of this experiential process, participants should take increased responsibi-
lity for their own learning, and consequently develop increased confidence in their
own judgement and ability to direct their lives.

Residential Education as a Facet of Experiential Learning

Bringing together young people under one roof for several days provides an environ-
ment where people can explore ideas relating to individual and group identity.  This
includes that which they bring with them and the identity they are forming in this new
setting.  It is this newness that provides an ideal setting for the exploration of attitudes
and behaviour which make up group identity.  It provides a window for young people
to view their everyday life from a different vantage-point.  In this manner the residen-
tial provides the creative instructor/teacher with an abundance of opportunities to help
young people think about themselves in relation to their past, present and future.  It is
from this understanding of circumstances that young people come to know that they are
not simply shaped by the past and present but they can actively learn from these expe-
riences and shape their own futures.



13

Length of Programme

Research shows that the quality of the experience is directly proportional to the length
of involvement.  For example is Sail Training (McCulloch, 2002) a period of about four
days is widely recognized as being critical.  Less than that does not allow relationships
between staff and trainees to be established and a shared understanding of the situation
to develop.  More time than the four days is good but the changes in the social envi-
ronment and relationships beyond four days are more subtle and probably less signifi-
cant.  It’s like a very steep gradient to begin with which flattens out to a very shallow
rise after four days.  This effect is fairly consistent but can be modified by, particular-
ly, prior involvement by participants in other activities with a similar ethos or charac-
ter.

Other research shows that programmes of even greater length were effective (Hattie, et
al, 1997).   In general the findings indicate that the longer the programme the better.
However, it would also appear that beyond the initial four days the defining factor in
the effectiveness of programmes is not so much the length of programme but the quali-
ty of the relationship between the learner and teacher.

Concluding Comments

A number of studies noted earlier provide evidence of positive outcomes from pro-
grammes which involve experiential learning and new or adventurous activities.   Most
indicate the key role of choice of appropriate activities and goals, high quality facilita-
tion, programme duration etc.  Such studies also report modest gains in personal and
social skills.

In this text we have presented a number of models which we hope will help clarify
some relevant aspects of theory and practice in experiential learning.  They are of cour-
se just are just models and reality is much more complex.  They are offered as ‘thin-
king machines’ - ways of looking at learning which we find helpful ourselves.

Finally we should stress that it is not our intention to suggest that practitioners are
‘doing it wrong’ or even ‘doing it right’!  However, our work in this field has convin-
ced us of the benefits of reviewing practice in the light of emerging evidence and the-
ory.  This should not be seen as an inconvenience, but a range of important new 
possibilities for our work.
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A ‘Construed’ Link between Outdoor Education
and Constructivist Pedagogy
Clemens Seyfried
Pädagogische Akademie d. D. Linz

When considering new concepts for the classroom in an ever-changing world two in
particular stand out: ‘outdoor education’ and ‘constructivist pedagogy’.  Both concepts
represent a move away from traditional ideas of education and are oriented towards
what used to be referred to as the ‘learner’ or ‘recipient’.  This paper attempts to
demonstrate a link between the two concepts by means of concrete approaches. The
link between the two concepts is often mentioned by advocates of outdoor education
when they state that an important fact in learning is that which the learner already
knows in one form or another.  Additionally, they state that ‘according to the construc-
tivist view, the individual himself construes and adds to this knowledge by frequent
visits to the real world’ (Dahlgren and Szczepanski, 1998: 20)

A constructivist approach to pedagogy represents a departure from the idea that know-
ledge in the form of objective truths, may be transported from one person to another.
This concept, that by precise observation of the world around us, objective truths may
be independently observed, has greatly influenced the basic concepts which underly
our schools and educational institutions.  ‘The important metaphysical assumption of
objectivism is that the world is real, it is structured, and that structure can be modelled
for the learner.  The meaning that is produced by these thought processes is external to
the understander, and it is determined by the structure of the real world.’ (Jonassen,
1991: 28).

Constructivist pedagogy is based on the principle of exchange of views, differing con-
structions and the recognition of these.  Through this process a new form of teaching
is developed.  This means that the question of finding the best possible means of trans-
porting knowledge, and the best possible techniques of transferring ostensibly objecti-
ve knowledge into the learners' heads, is no longer of primary importance.  This pro-
blem of ‘knowledge transfer’ has been a recurring one over the years.  No sooner had
one particular method of knowledge transfer become fashionable, than another arrived
on the scene.  However, many of these approaches were based on the same underlying
principles, namely that small ‘parcels’ of information should be transferred from tea-
cher to student.  These ‘parcels’ of information were interpreted as perceptions of a
‘real world’ and, as such, were completely independent of the learner.  The transporta-
tion of such knowledge was to be as imaginative, varied and interesting  as possible,
with the additional aim that the student should disturb the lesson as little as possible.

Seen from a constructivist point of view, there are (as we have seen above) no objecti-
ve realities.  This means that even when the world seems to be presenting us with an
objective reality (for example a tree, a child, somebody running ...) this is nevertheless 
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seen differently by each observer.  In school reductions and abstractions of these sub-
jective truths are presented as binding and undiffering realities. 

The pupil is thus faced with several problems simultaneously:
• He is expected to abandon his own created reality in favour of the reality of a diffe-

rent (often anonymous) person.
• That which is presented as reality often bears no relation to the cognitive or emotio-

nal world of the pupil.
• Moreover, the postulated binding reality is presented in many learning situations as

either an abstraction or a reduction.
• Should a pupil have differeing views, it is difficult for them to present these in a such

a way as to avoid negatively influencing the teacher.

It is, I think clear that any school will have problems with this form of teaching.  In dis-
cussion with pupils, students, parents and teachers, and also from my readings of the
relevant literature, I have become aware of a dominant tendency, namely that those
involved are not happy with the situation.  Schools find themselves within a ‘field of
tension’, where mistrust is a common feature of interpersonal contacts.  The French
philosopher Lyotard refers to this as a ‘neo-romantic version of interpersonal contact:
the suffering of ‘what-I-am’ seen from the point of view of ‘what-I-should-be‘.  Since
pupils do not often think about being ‘as they ought to be’, and the teacher has the obli-
gation to make them so (i.e. motivate them), it is inevitable that mutual mistrust should
arise.’ (Köpke, 1995: 41).  If the school reacts to this situation merely by increasing its
methodological efforts, then it runs the risk of losing its spontaneity.

A new concept of constructivist, pedagogical thought, seen from three different per-
spectives (Reich 1996: 118) may be taken as a basis for constructivist teaching:

• Construction We invent our own reality. In communicating, we exchnage
our different ways of seeing things. Each way of seeing things is a construction. Our
main aim is not, however, to convince others of the validity of our way of seeing
things. What matters is each person's own reality, which they themselves construct.

• Reconstruction We discover our own reality. ‘Reconstruction’ means con-
structing our reality with reference to already formed constructions. Our already for-
med constructions are ‘re-discovered’.

• Deconstruction We destroy our reality. ‘Deconstruction’ means questioning
our constructions and forming new constructions.

There appears to be an ever-widening gap between the interests and knowledge percei-
ved as interesting by the pupil on the one hand, and the ‘knowledge’ offered by the
school on the other. The logical consequence, namely to ask the pupils about their
needs and wishes, their constructions, is only possible in schools to a limited extent.
One obvious conclusion, is to find places where pupils can experience things directly
and make concrete associations.  A direct and well thought out analysis of nature and
our environment enables us to make individual constructions and deconstructions 
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about things which are created as subjective reality. The individual may ascribe their
own interpretative or descriptive values to these constructions and experience them as
relevant in connection with their own reality.

Seen from this perspective, outdoor education is neither a new method nor a new con-
cept, but rather, according to my interpretation, to my construction, an answer to the
changing paradigms in education.

An old European tale seems to describe the relevance of, and links between Outdoor
Education and Constructivist Pedagogy very clearly. Two aspects stand out in the foll-
lowing story:
a) The necessity of going out into the open air, and secondly,
b) the point that what is meaningful in our world is to be found within ourselves.

An old man in Cracow dreams that there is a treasure find under the river in Prague.
He travels to Prague and stands at the river staring into it from a bridge, day after day.
A policeman observes him and finds his behaviour strange and asks him what he is
doing. The old man explains his dream to the policeman. The policeman laughs and
tells the old man that his story is nonsense because we cannot follow our dreams and
continues to tell him that he himself just dreamt about an old man who found golden
treasure hidden behind his stove. The old man then replied thanking the policeman,
returned to Cracow, looked behind his stove, and found the hidden treasure. In my inter-
pretation, the lesson of this folk tale (and that in many ways represents my own attitu-
de and approach in research) is that we need the construction of realities from and by
others, for example by our Central European neighbours, in order to find our own good
fortune and through a process of mutual inquiry, the process of exchange, understan-
ding, and cooperation.
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Environmental Education: An overview of the
area from a Swedish/Nordic perspective
Anders Szczepanski
Linköpings University

Outdoor environmental education is a thematic and interdisciplinary field of education
in the natural and cultural landscape.  Through thematic studies and activities in the
landscape, outdoor environmental education tries to animate the often abstract concepts
of the subject disciplines, and thereby create a local, ecological, historic, physical  and
social sense of place among children, students and teachers  (Dahlgren and
Szczepanski,1997).

Practical knowledge is mastered through authentic activities in authentic contexts.   An
extended pedagogical activity in the outdoor s results in a more vivacious educational
perspective.    In concrete environmental work departing from direct experiences that
will give the children, students and teaching staff unique knowledge.

A place and means: The concept of outdoor environmental education acknowledges the
importance of selecting an appropriate place for education as well as a technique or
means of learning.   In this setting students learn directly about the relationship of
knowledge to the physical reality of the place.   This is achieved through biochemical,
social, and cultural dimensions whereby that which is known has a past, present and
future.

Through these means students learn about the key importance of relationships and
respect for the learning and teaching process.   This process begins with personal expe-
rience "the soul in the soil" perspective and leads to deep questioning in the context of
landscape.   This is of great importance and acts as a norm supporting structure and
base of environmental knowledge, and learning about water, air , soil and recycling
with children and young people. 

Contemporary ideas of sustainable development in different human fields of activity
presuppose a deep and elaborate awareness of the conditions for man’s interaction with
the environment.   Therefore we want to show ways to increase activities that visualise
and clarify our relationship with the landscape.

Recent studies point to evidence that more dynamic learning environments and daily
physical activity promote health and prevent diseases such as diabetes, obesity, bone-
weakness, and stress syndrome (caused by high levels of stress hormones, because of
the impact of the learning environment).
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This text is a reflection on learning in action, about my experiences from the ‘extended
classroom’ in the context of teacher training university courses. It considers how prac-
tical environmental learning, in the out-of-doors is an important motivation factor and
starting point in cyclic thinking, leading to taking responsibility for health and sustai-
nability.

The didactic situation, the where, what, how and why portrays learning as a part of the
landscaping process.   An outdoor environmental education course tries to shift the per-
spective against pedagogical diversity, sustainable learning through the landscaping
process.  Thus, landscape is defined as the individual’s perceived surroundings which
include what the subject sees, smells, hears, feels, tastes and senses in the meeting with
her/his environment.  

Humans are in the world by means of their, acting learning bodies. The mobile, sensing
and creative relationship between humans and landscapes is called ‘landscaping’.
Often an underestimated and hidden part of the learning process in teacher training
courses about environmental education. We need to see the new generation as mess-
sengers and not victims in, about and for the environment.  

We need the whole body
Eyes can see, ears they hear
but hands know bests how it is to touch.
Your skin knows best when somebody is close.
You need your whole body to learn.

The brain can think and maybe understand,
but your legs know best how it is to walk.
Your back will know how it feels to carry.
You need your whole body to learn.

If we are to learn the basics about our planet Earth,
then it is not  enough with words.
We must be able to get in close.;
you need the whole body to learn.

(Unknown author)

The ultimate goal of outdoor environmental education and ecological learning, other
than to generate knowledge, is to develop students’ awareness  and concern about the
whole ecosystem and its associated problems.   Direct nature experiments are widely
acknowledged to enhance environmental awareness and to foster sympathetic attitudes.
It is an essential goal of such educational approaches to produce an environmentally
knowledgeable citizenry that is competent and willing to take action.
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A very important aspect of outdoor environmental education should be the develop-
ment of attitudes, responsibilities, and appreciation towards nature and the environ-
ment, which may be best achieved by means of affective rather than cognitive methods.
The environment is something linked to us, it is not a reality separate from ourselves,
and therefore it has to be understood as a social construct.  Consequently, considera-
tion of environmental concern always ends in consideration of human behaviour.

Environmental resources (air, soil, water) are common property in the ‘global village’,
and the consequences of their use are social problem.  Therefore, individual learning
must take place within this context and must not occur in a social, political, or histori-
cal vacuum.

Present studies indicate that outdoor environmental education programmes of five
weeks or ten days duration can influence a student’s behavior toward a more positive
environmental attitude, provide the intervention is of sufficient duration.   Training in
environmental citizenship is complex and a long-term one. The current ecological cri-
sis is a crisis of maladaptive behavior.   People’s daily lives are separated from nature
in ‘normal’ reality, and they need to be linked to it again (Rickinson, 2001)

The main sources of young people’s environmental information are television and
school.  Other origins of information are the printed media, family and friends and non-
governmental organisations (NGO:s).   There is a strong evidence across a number of
studies that television is the major source of young people’s environmental information.
Television and school are the most important sources.  There are also several studies
that report treatment effects relating to environmental education initiatives in the form
of outdoor courses.   This study provides clear evidence that participation in an outdoor
ecology programme, did effect positive change in students’, environmental knowledge,
attitudes and behaviour.   Compared with a control group that received classroom edu-
cation.   Increased sensitivity for the environment and more caring attitudes, ‘the for-
mative processes’.  An awareness of the nature, underlying patterns and origins of such
pre-existing ideas should be helpful in designing more effective teaching strategies.

The kind of educational programmes that have been investigated include residential
field courses undertaken by school groups at outdoor education centres (Henderson,
1986).

A common problem in environmental education out-of-doors is that children cannot
relate the scientific content of their lessons to the social world they inhabit.   Secondly,
the hands-on experience they provide is often to consider the symptoms of problems,
(such as measurement of air pollution or pH) rather than the environmental problem
itself, which is in society, not in the environment.
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There is evidence that learning outcomes in terms of changes in the students’ environ-
mental knowledge and/or attitudes and also behaviour can be generated by certain pro-
grammes through learning processes such as direct experience on outdoor courses and
thematic interdisciplinary work in classroom lessons.  This suggest that a wider curri-
cular context for environmental education is important to students.and more studies
that explore young people’s preferences relating to outdoor learning activities are
required.  Through case studies in Denmark, England, Portugal and France we have evi-
dence that young people can influence the environmental behaviours of their parents,
through ·action competence’, but this does not happen automatically.   In all education
it is therefore important to look for the effects, and their durability over time (Bagner,
1998).

Some studies about outdoor education promote a more solid grasp of the concepts than
a similar environmental curriculum taught in a traditional classroom setting.   We have
a lot of connections between the affective and cognitive domains in the process of lear-
ning.  Outdoor education, environmental education and nature education, all interrela-
ted terms, are particularly beneficial to elementary students and early adolescents
because the activities promote problem solving, risk taking, leadership training, self-
confidence and teamwork along with the necessary cognitive skills.   These characte-
ristics are attributes in which adolescents are still at the stage of developing.  

Educators all over Europe must utilize the natural resources in the urban and rural areas
and make the outdoors available and integral part of their curriculum.   I see this as the
European dimension for sustainable holistic learning.   The young mind is full of curio-
sity and unanswered questions.   Youth as well as adults need to interact responsibly
with their environment; conserving natural resources, preventing pollution, etc.
Learning is the result of experience and any system which promotes a hands-on and
experiential approach to learning is bound to promote and foster a more joyful and
positive attitude towards learning.  However, in order to fully grasp the concepts and
understanding the varied and different ecosystems, cycles, processes and environments
surroundings us, one must become involved in the experience.  Education of the stu-
dent or child should follow the old axiom:  "I hear and I forget; I see and I remember;
I do and I understand". 

There is a global threat against health if we do not change our relations to nature.  In
outdoor environmental education the learner is not a victim, but a messenger for sustai-
nable decisions on environmental health, personal and social development for living
and sustainable learning in the global world.   The theoretical framework is research
about the relationships between man and the physical environment with focus on the
place of learning, concentration and learning in the out-of-doors, environmental awa-
reness, health and development of motor skills.   Research indicates that the most cre-
ative environments for learning, developing motor skills, concentration and learning,
are unstructured green and variable environments. In such studies there was also a 
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decline in children’s infections (Grahn et al 2000; Dahlgren and Szczepanski, 1997).
There is a clear correlation between activities and places.  Places create activities.   This
is one motivation for increased use of the environment out-of-doors for pedagogical
purposes.  The belief that learning occurs only in a specified time and place (the lear-
ning environment of the classroom) is as incorrect as believing outdoor education to be
the only road to knowledge.  In all subjects and themes in school, we can identify many
and clear relationships with the landscape, literature, arts and music.

To increase motivation outdoor environmental education is supplementing the class-
room situations with the ‘extended classroom’.   In this respect, the playground, schoo-
lyard, nature and culture, and society becomes as important a learning environment as
classrooms and other rooms where learning take place.  From the perspective of the
didactic (the where, what, how and why of learning) research practice, outdoor envi-
ronmental education sets questions about the concepts of education or learning in an
attempt to capture the nature of the view of the world .  The approach of outdoor envi-
ronmental education becomes knowledge as an activity, ‘to grasp something to grasp’
at the location, often the landscape defined by nature and culture, where phenomena
occur in their natural contexts.  A very important sphere of interest for outdoor envi-
ronmental education is therefore connected with environmental awareness and health
issues as a part of education.

Contemporary ideas of sustainable development in different human fields of activity
presuppose a deep and elaborate awareness of the conditions of Man’s interaction with
the environment. Sustainable learning must increase hands on and minds on pedagogic
activities that visualize and clarify our relations with the landscape.  The sensory edu-
cation’s road to knowledge demands a bodily meeting.  The body and mind have to
meet the Earth (‘the soul in the soil perspective’) to contribute towards a sustainable
community and develop a more environmentally conscious attitude towards land use.  

There is also in the mirror of outdoor environmental education a new understanding of
the need not only to teach theoretical knowledge about the environment, but also to
allow pupils to translate this knowledge into practical action in the school setting.   The
knowledge they acquire had to be translated into personal experience.  

Environmental problems and their effect on health are often defined from the viewpoint
of natural sciences, as ‘breaches of ecological rules’, but these should perhaps rather
be referred to as interference with nature’.  Environmental problems are social con-
ventions and presuppose a social context.   It is primarily the task of the behavioural
and social science to investigate if outdoor environmental education can be a path to
sustainable development and environmental citizenships.  

The health pedagogic perspective is perhaps one of the most important methodological
tools for working with outdoor environmental education. The sensory education’s road  



23

to knowledge demands a bodily meeting.  We have as humans the ‘stone age man’s’
needs for movement in today’s sedentary society.  Outdoor environmental education
counterbalances the ‘turbo families’ development of new ‘boneless generations’.
People in modern-day society have become less and less physically active, which has
had severe effects on the growing child and youth.   The effects are connected  to in-
creased blood pressure, obesity, stress and suffering from arteriosclerosis.

Recent studies point to evidence of more movable learning environments and daily
physical activity promoting health and preventing disease as diabetes type II, obesity,
bone-weakness (osteoporosis) and stress syndrome, caused by high levels of stress
hormones (cortisol).   My Centre for Outdoor Environmental Education, in collabora-
tion with a number of government agencies and organisations, was engaged in the
national project ‘Sweden on the move’, commissioned by the Swedish Government  to
increase physical activity in the year 2001.   This project continues in ‘Move for Health
2002’ where school is supporting environment for physical activity and children of pre-
school are stimulated to daily physical and play out-of-doors.

A national curriculum for teacher training education in outdoor environmental educa-
tion towards health, diet, physical activity and learning was produced.   The programm-
me has a health promotion and disease-prevention perspective.   Effort will concern
increase of knowledge and knowledge dissemination, education and method develop-
ment. A rapid transition in lifestyles leading to reduced physical activity and changing
diets is present in all societies, rich and poor, developed and developing.   A major
cause of cardiovascular diseases and obesity is lack of physical activity.   The World
Health Organisation (WHO) estimates that lack of activity leads to more than 2 milli-
on deaths per year.   In diverse countries as Finland, China and the US, studies have
shown that even modest lifestyle changes are sufficient to prevent the development of
almost 60% of type II diabetes cases.   We believe like WHO that this is the time for
global debate about environmental health and learning environments in our urban and
rural areas all over Europe.   I see the connection between environment, health and out-
door education as a European dimension.
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The Landscape of the School Ground
Sue Fenoughty
National Association for Environmental Education UK

Introduction

A child’s first sight of school is the gate, which leads through the grounds to the school
building. What is that child’s first impression of the landscape around the school?    The
school grounds, for many urban children starting formal education, could be the first
outdoor landscape where they have the space to develop their physical and social 
skills both through formal and informal play with their peers,  and where they can 
experience the natural environment at first hand  - their first stepping stone to under-
standing the wider environment beyond.  The school grounds experience could make
or mar a child’s attitude towards the outdoors in later life.     

The Barren Landscape of the School Grounds

In the UK, the school grounds are often the school’s biggest but most neglected 
‘classroom’.   Traditionally the tarmac playground has been seen as a space where 
primary children are sent during lunch and lesson breaks which can add up to 28% of
the school day.   If the school is fortunate enough to have a field, this comprises short
grass to enable sports to take place in the summer term, and team games, such as foot-
ball and hockey, in the winter.  Most of the year, the grass is ‘out of bounds’ during
recreation breaks as it is ‘too wet’, and some schools have sold off their playing fields
altogether to pay for repairs and improvements to the school buildings.   Large num-
bers of children are constrained to ‘play’ on  a small tarmac yard, and this lack of space
frequently results in accidents and behaviour problems.   Some schools have cut the
mid-afternoon play break because of these problems, and children spend the second
half of the school day indoors. 

This barren landscape is unlikely to stimulate a child’s desire to spend much time in it,
and given the choice between going out or staying in during recreational breaks, many
choose to stay indoors.

Perhaps one good factor about a barren landscape is that it provides an empty canvas
upon which a school can develop its own ‘vision plan’ for change. 

The Need for Changing the School Landscape

Just over a decade ago, Lord Elton’s Report on Behaviour & Discipline in Schools
(DES, 1989) was circulated around schools in the UK;  it concluded that the quality of
the environment affects the quality of pupil behaviour.   This struck a chord with head
teachers, who admitted their schools were having increasing problems with behaviour
during the midday break in the playground – could it be that there was nothing for 
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children to do outside, in the ‘concrete jungle’?    The following year (1990) the
‘Learning Through Landscapes’ charitable trust was set up which drew the nation’s
attention to the dire state of Britain’s school grounds  and the need for change.   Its re-
search contributed to the government’s publication of ‘The Outdoor Classroom’ in
1990  and  ‘School Grounds, A Guide to Good Practice’ in 1997.   LTL has since 
supported several  publications showing schools how they can teach over 50% of the
national curriculum in the school grounds.   Their report in 2000, ‘Grounds for
Concern’, is the result of research on the state of school grounds around secondary
schools;  it reveals that the majority of sites are ‘bleak, featureless places’.
Researchers found that many pupils saw the facilities outdoors as ‘unacceptable’ and
preferred to remain indoors during recreation periods.  Several secondary schools are
now selling off their playing fields to pay for indoor sports halls.

The Curriculum in the Outdoor Classroom

Outdoor environmental education develops knowledge, attitudes and skills across the
whole curriculum – it is knowledge about the environment (‘Head’), developing skills
through going out in the environment (‘Hands’) which in turn creates the caring 
attitudes needed for the environment (‘Heart’). The approach to education was origi-
nally proposed by the Scot’s polymath Sir Patric Geddes se also pages 38-48. Many
aspects of the curriculum especially in science, geography, physical education and art
can only be taught effectively through outdoor experience, and the school grounds are
the obvious place to start.   Teachers need the confidence to use this ‘outdoor class-
room’ but unfortunately the environmental education module in teacher-training cour-
ses has disappeared from most UK colleges.    ‘In-service’ courses, therefore are
extremely valuable to give teachers the confidence and expertise to develop learning
opportunities in the school grounds, ranging from growing and caring for plants to
designing and making a solar powered fountain.    

Sustainable Development

The school grounds –particularly around inner city schools - should provide some
direct contact with the natural world outdoors to enable children to develop an under-
standing of people’s dependence on the balance of nature.   This in turn will help us all,
beginning with the school community, to adopt a more sustainable lifestyle.
‘Education for Sustainable Development’ was introduced into the English National
Curriculum in September 2000, although it is not statutory.  It aims to enable ‘pupils
to develop the knowledge, skills, understanding and values to participate in decisions
about the way we do things individually and collectively, both locally and globally, that
will improve the quality of life now without damaging the planet for the future.’ The
European ‘Eco-School’ movement encourages schools to develop action policies for
environmental education for sustainable development and the successful schools can be
spotted all over Europe by their ‘Green Flag’. The school and its grounds should be
recognised as a potential ‘role model’ of sustainable living within the local 
community. 
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Design of the School Landscape

In England, most of the population lives in an urban society, where open spaces are at
a premium.  Quite often, the only outdoor open space in a built up area is the school
site;   it is important therefore, that full use is made of the grounds to benefit the users.
The design of the school and its setting should go hand in hand, but what has fre-
quently happened in the past is that architects design the school buildings first and by
the time the grounds are considered, there is little money left in the budget for land-
scape architects to work with teachers and pupils to create a stimulating outdoor 
landscape. 

Grounds and buildings should complement each other to provide a stimulating en-
vironment that influences the generations of pupils who receive their education there.
The inspiration and enjoyment of the school landscape should give children the 
incentive and confidence to step out and investigate landscapes beyond the school
gates, and equip them with the knowledge, attitudes and skills to meet wider environ-
mental challenges.

Appropriate Clothing

A design factor, linking the indoors with outdoors, is to find  ways of making it much
easier to ‘flow’ directly from the classroom to the grounds outside.   This could mean
creating an area just inside the door to the grounds where children keep a change of
clothing handy.  Wearing the right sort of clothes can be a contributory factor to 
whether or not a child enjoys being outdoors.   In Britain,  many children come to
school by car and they do not have a change of shoes -  waterproof  boots have almost
become extinct.  Some children wear summer-type clothing all the year round, and con-
sequently shiver miserably in the playground during winter months.   Complaints about
mud on the carpet and on the children’s clothes are both factors that can make teachers
reluctant to take children outdoors.   This means that for many of them, the prospect of
being outdoors is not viewed with enthusiasm and at the first sign of rain, a school deci-
des it’s ‘Wet Playtime’ –and everyone stays indoors.   Having the appropriate clothes to
work and play outside in the school grounds gives the child the opportunity to 
experience, study and enjoy the outdoor landscape in all weathers and is essential pre-
paration for more adventurous activities.    

Physical Development

Another contributory factor to teachers’ reluctance to use the school grounds as part of
the curriculum is the extra time it takes to organise a class to go outside. In England
there is pressure on teachers to meet the government’s educational targets  and recen-
tevidence suggests that English children are the most ‘tested’ in the world. With the
introduction of the ‘Foundation Stage’ for 3-5 year olds in September 2000,  learning
through play has been recognised as a suitable way to achieve the six ‘early learning
goals’.  This gives opportunities for more emphasis on the value of play outdoors and
the provision of a landscape in which it can happen.   Over 100 years ago, Friedrich
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Froebel, the founder of the kindergarten system, wrote that ‘children are like growing
plants in a garden, to be cultivated according to the laws of their own being, of God
and of Nature.’

In the meantime there is growing concern about signs of stress among primary child-
ren, and the low fitness levels of British children – one of the lowest in Europe.  ‘British
children spend more time per day watching TV and playing computer games than their
European counterparts’ (London School of Economics Survey of 1000 youngsters,
1999).   Many youngsters lead what could be described as an artificial ‘box-like’
existence:  going from a box (the home) in a box (the car) to a box (the school), where
they are often attached to a box (the computer), then back in the box (the car) to the
box (the home) where they spend 2 or 3 hours attached to another box (the television,
video or computer).    ‘Schools should redesign their playgrounds to encourage more
physical activities and play’ recommended the British Heart Foundation in its report
last year, ‘Couch Kids - the Growing Epidemic’. The Report states that one in three
primary schools has cut the amount of time devoted to physical education, with some
children only receiving 12 hours of PE in a year.   Given these concerns, growing child-
ren need physical activities outdoors for the sake of their physical health and well
being, as well as for interaction with the natural environment. The school grounds can
provide a starting point for this to happen.
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Abstract

This chapter discusses the terms commonly used in personal and social education.  It
considers issues of evaluation and provides a framework for thinking about these terms
and the claims made for personal development in outdoor educational programmes.
The key points are:
• Outdoor adventure provides one important way in which personal and social learning

outcomes may be achieved but caution should be exercised over the claims.
• Terms used to discuss personal and social education are often poorly defined.  Here

we define and use the terms self-esteem, self-awareness and inter-personal relation-
ships.  We argue that in the design of programmes it is always important to consider
aims, assumptions, methods, content, evaluation and claims.

• Reflective professional practice is central to this process.  To this end we should repe-
atedly ask ourselves the questions:

• ‘why am I doing this activity with these individuals at this time?’
• ‘what does theory and experience tell me about the choice of activity and what young

people are learning?’
• ‘how do I know if I have been successful in achieving my stated aims?

Introduction

Outdoor adventure education in its various forms has so far received relatively little
research attention.  This has led to claims which are disproportional to the evidence in
support.  This does not mean that such claims are ‘wrong’, rather that they lack the 
discipline imposed when there is an evidence based approach.  Such evidence does not
always require empirical study, often the application of rigour in arguments and claims
will suffice in establishing a rationale for a programme.  Claims are often expressed in
terms of personal and social education, a field which is particularly difficult to re-
search.  This chapter discusses the terms commonly used in personal and social educa-
tion and considers issues of evaluation.  It provides a framework for thinking about
these terms and the claims made for personal development in outdoor educational 
programmes.



Personal and Social Development Objectives

Given the variables already discussed it is clear that experiential learning needs clear
educational objectives.  Whilst this statement seems self-evident it is complicated by
the diverse range of terms used when talking about ‘Personal Development’ or
‘Personal and Social Education’.  It will be helpful therefore to look at what a pro-
gramme is trying to achieve and then establish common language.  Three key object-
ives in this respect is the development of:

•  Self-esteem
•  self-awareness 
•  inter-personal relationships

We can critically analyse these objectives by looking at them in relation to aims,
assumptions, methods, content, evaluation and claims.  This idea has been incorpora-
ted into the following grid (Nicol, 2001):

Self-esteem

Self-esteem: The Aims
This term has been defined as ‘the value which a person puts upon himself or herself’
(Scottish Office Education Department (SOED) 1993).  One of the aims of many pro-
grammes is to raise self-esteem.

Self-esteem: The Assumptions
There are many assumptions which underpin this stated aim but here are three to get
started with.

1 Gains in self-esteem arise out of participation in adventure activities
2 Self-esteem is raised when people feel good about themselves
3 Such feelings are closely linked to personal achievements and success
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Self-esteem: The Content
It is important to make explicit the assumptions which underpin practice so that the
appropriate content can be chosen to achieve the stated aims.  The dominant theme
throughout the three stated assumptions is the feelings that young people should expe-
rience are those characterised by self-worth.  The choice of activity must therefore be
one where young people will experience success. Whilst there are many ways in which
such activities are used there is broad agreement that the process comprises most or all
of the following elements.

Self-esteem: The Methods
However, this relationship between activity and feelings of success depends upon both
definition and evaluation since what is an achievement or success for one young per-
son may not be for another.  Moreover, what is deemed an achievement or success will
vary from one instructor / teacher to another and situation to situation.  The issue here
is who controls the experience?  Where  there is a  dominant  role  for the instructor / 
teacher, the instructor / teacher is excluded from the experience of the young person.
In this way the instructor / teacher becomes the purveyor of experiences and acts as a
gatekeeper deciding on what constitutes quality experiences.  By using models such as
Kolb’s the instuctor / teacher can plan to promote new experiences based on previous
experience in order to achieve the stated aim.

Self-esteem: The Evaluation
Self-esteem has attracted the most research attention in outdoor education programm-
mes where the findings suggest that these are notable and with lasting effects.
However, it is fair to say that a lot of this research has not taken note of the differences
that this table highlights. Consequently, the terms self-esteem, self-concept, teambuild-
ing, co-operation, personal and social education (to name a few) can be treated as if
their meaning is homogeneous.  This is the same as comparing apples with oranges and
saying they are fruit.  Of course an apple tastes nothing like an orange.

Self-esteem: The Claims
The claims relate to self-esteem therefore are not as clear as they might be.  It remains
the case that much of what is claimed of outdoor activities is on the basis of anecdotal
evidence.  

Self-awareness

Self-awareness: The Aims
There is a strong connection between self-esteem and self-awareness since they both
relate to the personal.  In order to distinguish between the two think about the example
above where it is possible to argue that someone may enjoy breaking into and stealing
cars with a consequential raising of self-esteem. The important question therefore is not
whether self-esteem is being raised but the values context in which actions attributed



32

to self-esteem are considered.  Where the hedonistic aspect of self-esteem is allowed to
dominate without taking note of this context the situation arises where young people
are not confronted with selfish desires, nor are they required to consider the consequ-
ences of their actions.

In other words, if aims relating to self-esteem are to extend beyond superficiality and
everyday desires there are times when young people cannot simply do as they wish.
Young people may, by instinct or preference, want to pursue their own desires but there
will be opportunities where instructors / teachers can use these desires as a baseline to
explore the young people’s inner world in relation to their perceptions of the outer.  The
way that instructors / teachers operationalise the concept of self-esteem might therefore
get in the way of developing self-awareness in young people.  If, for example, self-
esteem is the sole indicator, the theft of cars could be seen as contributing to this aim.
However self-awareness looks at the values in which actions are considered.  It there-
fore becomes a higher order aim concerned with how ‘actions are influenced by valu-
es, attitudes and past experiences’ (SOED, 1993).  Furthermore, through a process of
reflection young people may engage in self-assessment to become aware of their own
values.  In this way young people become equipped to take decisions and make choi-
ces in applying this knowledge in future situations.  Self-esteem is, therefore, to do with
feelings embodied in the statement that ‘young people have high self-esteem when they
feel good about themselves and their achievements’.  On the other hand self-awareness
has a values and action context (SOED, 1993).

Self-awareness: The Assumptions
The view that self-awareness has a values context means little unless there is common
understanding as to the meaning of values.  This will be a point of discussion through-
out the conference.  Some of the assumptions underpinning this aim are:

• Self-awareness arises out of participation in outdoor education programmes.
• This aim requires the clarification of values through a process of action and reflection.
• Being self-aware acknowledges the extent to which the individual has the power to act.
• This understanding of self allows the individual to contribute to the growth of society.

Self-Awareness: The Content
Because the development of self-awareness depends to a very large extent on the cla-
rification of values it follows that success depends on the facilitating skills of the
instructor/teacher.  The choice of activity needs to allow for discussion based content
at appropriate times throughout the programme.

Consequently, we can suggest that some activities may be better than others in develo-
ping self-awareness. Activities such as kayaking, climbing, abseiling and high ropes
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are all either excitement led or require a degree of concentration on technical elements.
Such activities require greater intervention on the part of the instructors/teachers in
order to cultivate appropriate moments for discussion on issues other than the activity
itself.  This differs in both structure and content from issues, which research shows,
arise more naturally and are often pupil led during hillwalking.  This is not to say that
activities such as kayaking, climbing, abseiling and high ropes should not be used as
the issues of content and structure can be overcome with a little creativity on the part
of the instructor/teacher.  Alternatively, the question needs to be asked, if self-aware-
ness is the aim then in what way does the activity serve this aim?  Furthermore, if cer-
tain activities are not seen as consistent with the aims they are supposed to achieve then
do they have a place in the programme?

Self-awareness: The Methods
In terms of methods there are two possibilities; either, the experience of being on this
an outdoor programme will lead young people, on their own initiative, to consider these
worldly issues.  Alternatively, for the experience to make sense, it has to be mediated
by the instructor/teacher.  From what has been said it is clear that the instructor/teacher
has a pivotal role in this aim.  This has most famously been stated by John Dewey who
said ‘the effect of an experience is not borne on its face.  It sets a problem to the edu-
cator (Dewey, 1963).  Failure to acknowledge this means the loss of learning opportu-
nities.  In this sense the instructor/teacher is the method whose responsibility it is to
mediate between the experience and wider social values.  Otherwise programmes can
be dismissed as one-off endeavours.

Self-awareness: The Evaluation
From the definitions expressed here it is now clear that self-esteem is in itself a poor
aim for a programme.  Its focus on the self is in danger of providing excitement led
activities which over-inflate the sense of self.  Therefore young people succeeding in
an activity is not a reliable indicator of anything other than competence in that activi-
ty.  On the other hand self-awareness promotes the sense of self but in relation to other
people and the values of society.  Any evaluation that takes place needs to allow for
these differences.  Evaluation in this sense can range from the instructor reviewing a
day’s activity to the evaluation of the programme itself.

Self-awareness: The Claims
Looking at the four assumptions listed above it is clear that there are different levels of
assumption.  These have been purposely ordered from one to four to show an increa-
sing level of claim.  In this way it is possible to show the enormous diversity and mag-
nitude of aims consistent with self-awareness. However, if the four assumptions above
are to be considered as legitimate aims many programmes then it seems reasonable to
talk about the limits of the claims that can be made.

The number of the assumptions suggest a scaled hierarchy.  At the lower end research
has shown how young people at an outdoor centre have demonstrated a sense of em-
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powerment simply from tying their own shoe-laces as opposed to having them tied by
their parents at home (Nicol, 2001).  This is in keeping with the idea that self-aware-
ness is linked to the extent to which the individual has the power to act.

At the other end of the scale assumption four states:  ‘this understanding of self allows
the individual to contribute to the growth of society’.  Assumptions one and two are, in
a sense, self-contained which means that the instructor can deal with them within the
scheduled five-day programme.  The problem with assumptions three and four is that
they become increasingly distant from the immediate context in which they are consi-
dered.  They depend on variables outwith the understanding and control of instructors.
The challenge therefore is to establish structures to find out if any of these young 
people are empowered to act beyond the context of the five-day programme.

Interpersonal Relationships

Interpersonal Relationships: The Aims
Whereas self-esteem is to do with people feeling good about themselves and self awa-
reness has a values and action context, interpersonal relationships involves young peo-
ple thinking about ‘the different roles they have and the skills, attitudes and values
which are necessary to enable persons and groups to interact effectively’ (SOED,
1993).  In this manner interpersonal relationships is an extension of both self-esteem
and self-awareness.

The understanding of the individuals’ role in groups and improvement of interpersonal
skills is another of the aims of many programmes.

Interpersonal Relationships: Assumptions
There is a view within outdoor education that activities like ropes-courses promote
interpersonal relationships.  The idea being that young people can assist each other over
obstacles.  There is then some tangible outcome when the task is achieved and the
group can then be attributed with certain levels of interpersonal skills.

Interpersonal Relationships: The Content
However, the relationship between the aim (interpersonal skills) and the activity (ropes
course) is not always clear.  For example, helping each other over obstacles could be an
indicator towards developing interpersonal skills.  This logic would suggest that by
engaging in acts of mutual help young people would establish new and meaningful
relationships with each other. However, depending on one’s starting point the opposite
might be true.  That is to say, building relationships between a group of people may well
enable that group to help each other over obstacles.

At this point we can distinguish between two forms of interpersonal relationship.The
first is where good  personal relationships are an end in themselves. In this sense the 
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ropes course would appear to be an appropriate activity to develop such skills.  This is
to say that the aim does not extend beyond the activity in hand.

However, this must be seen as only part of what interpersonal relationships are about.
If the task is to look at interpersonal skills within a values and action context then this
needs to be made explicit at the start.  This is because the purpose of the activity is to
give insights into the young person’s world beyond that of the immediate context.
Consequently, completing a ropes course on its own will not lead to such learning out-
comes.

Interpersonal Relationships: Methods
It is the instructor / teacher (not the activity) who is instrumental in achieving the 
desired aim relating to interpersonal relationships.  This means that the instructor / tea-
cher has a role beyond that of the technical aspects of keeping young people safe and
giving them a good time.  This is an important distinction to be borne in mind becau-
se a range of contradictory views exist as to what it is that the activities are designed
to achieve.  As with self-esteem and self-awareness the activity needs to be carefully
chosen to meet the aim.  Similarly, the quality of the relationship that the instructor /
teacher has with young people is central to mediating between the aim and the learning
outcome.

Interpersonal Relationships: Evaluation 
Evaluation of interpersonal skills presents certain logistic problems to providers.  When
young people attend this a programme the instructor/teacher often knows little of their
background and does not have the opportunity to see them after the programme.
Consequently, providers are limited to what they see on the programme. It is clear 
therefore that there are significant benefits in providers developing this aspect of the a
programme (eg through longer term relationships and the use of ‘personal advisors’ for
the young people). 

Interpersonal Relationships: Claims
Research has shown that certain providers of outdoor programmes have given little
thought to the relationship between aims, assumptions, content, methods, evaluation
and claims.  This has resulted, in some cases, in a combined problem of unchallenged
assumptions and overstating the ability to achieve aims.  For example, terms such as
‘teamwork’, ‘trust building’, ‘bonding’ and ‘building relationships’ have come to be
valued because they are believed to legitimate the work already done.  The assumption
is that young people can return to their community with the appropriate experiences to
fulfil a variety of interpersonal roles.  This is very different from consciously setting
out to achieve something and establishing means of evaluation in order to make claims
of programmes.  Using the above table as a thinking tool it is possible to avoid these
mistakes.
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Concluding Comments

In proposing this framework it is not our intention to place obstacles in the way of those
who run outdoor educational programmes.  Rather we hope that by discussion of the
aims, assumptions, content, methods, evaluation, and claims programme 
designers will have a logical framework and sequence for thinking about their work.
Perhaps because of the limited research evidence, current practice has tended to make
the claims without the early stages in this process.  In the light of increasing funding
difficulties and curricular constraints on time out of the classroom, we believe it is vital
for the future success of programmes that any claims are laid on solid foundations.
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PART 2

THE COMENIUS PROJECT 
AIMS, PROGRAMMES AND EVALUATION
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Outdoor Education – authentic learning the con-
text of landscapes: project philosophy, aims and
group processes
This report was prepared by all project partners1

Aims

The purpose of this project was stated in the funding application to the European Union
as follows.

This project will find, compare and develop different perspectives on learning through
landscapes in the participating countries and use this knowledge in developing a cont-
inuing course in outdoor education within the European teacher training programmes.
By highlighting and sharing the historical/pedagogical roots of outdoor education as
well as the research and empirical evidence of the health perspectives for motor skills,
concentration and personal growth we aim to raise interest for the pedagogy of outdoor
education.  This project will increase pedagogic activities that visualise and clarify our
relations with the European landscape.

We aim to show that outdoor education becomes knowledge as an activity, to ‘grasp
something to grasp’ at the location (the landscape) and this is a pedagogical tool for
improved learning results.  This will give special advantages to children with special
needs.  We will show how modern information technology and outdoor education can
unite in creating tomorrow’s school, a meeting between an analogue and digital reality
in meaning full learning (although our project did not fully achieve this aims it remains
an area for future development). 

By understanding the hands-on-concept we will show how the aesthetic impact in the
context of the urban landscape will affect learning. 

The project time is two years (the project was granted an extra year’s funding and is
explained below).  We agreed that by the end of year 1 we would, by working trans-
nationally, co-operate to develop, and compare:
• a documentation of the field of outdoor education where each participating partner

has contributed papers.  This documentation will give a good overview of the field of
knowledge as to the nature, science, historical, cultural, aesthetic, social and pedago-
gical perspectives. 

• a good overview of the recent research results in outdoor education

1 Dusan Bartunek, Britte Brügge, Sue Fenoughty, Dave Fowler, Margrit Hensler, Peter Higgins,
Heike Laschinski, Iris Löhrmann,  Marianne Neißl , Jan Neuman, Robbie Nicol, Clemens Seyfried,
Anders Szczepanski
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• a good overview of outdoor education methods
• have the outline for an in-service course of outdoor education for European school

staff based on the pedagogy of experiential learning where nature and culture in the
urban and rural landscape is the learning context.

Year 2 would create an in-service continuing course in outdoor education for school
staff, which will be arranged as a pilot course within the teacher-training programme.

The direct target group is educational staff in all the participating European schools.  In
year 2 the target group will be all school staff and teacher training institutions in
European countries.

Year 3 The focus of this year would be the urban landscape.  By employing outdoor
based methodological and pedagogical concepts we seek to provide opportunities for
the growing number of city-based young people to maintain contact with, and develop
an understanding of, the wider issues affecting their relationship with local and wider
environments.

The project partners convened for the first time in the Sweden, the country which succ-
cessfully submitted the project proposal to the EU.  For the first two days participants
were given the opportunity to talk about themselves, where they worked, their own
country and their ideas about outdoor education.  This allowed for a cross -cultural dis-
cussion of ideas and came to focus on how these perspectives could be developed into
proposed courses.  

As a result of these discussions one key theme developed which distinguished between
some of the group on the one hand who wanted to define the concept of outdoor edu-
cation and those who felt that any homogeneous definition defied the cross -cultural
perspective we were trying to develop.  This issue was never resolved at a theoretical
level and this should not be seen as a failure of the group.  This is because one thing
that we had to be careful about was not to define outdoor education amongst ourselves
in a way that excluded the participants coming on our courses.  We expected that tea-
chers would come from a variety of social backgrounds and teaching contexts and it
was important that the course was appropriate to every participant’s home setting.

It was also important to recognise that the ideas relating to outdoor education remain
contested and some would argue culturally specific.  Consequently singular definitions
may in fact be harmful to the programmes being developed.  In any case the group
moved on from theoretical debate to put these ideas into practice.  In this way the group
could define what they meant by outdoor education in terms of the courses they run.
This may be seen as the difference between deductive reasoning (starting with the the-
ory) and inductive reasoning (starting with the practice).
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Method Used to Establish the Context and Themes of the Project

This is a short description of the particular way in which this group established itself,
conducted its business and set itself tasks.  In particular it relates to the meeting at
Rimforsa where it became apparent to the group members that the process we were
engaged in (through developing a European teacher training in-service course) was the
very process we expected of the in-service course.

In the early stages one of the most interesting aspects of the course development was
the discussions which resolved around defining outdoor education.  The following
model is promoted by the European Institute for Outdoor Adventure Education2.  This
has as its basis the understanding that outdoor education comprises outdoor activities,
environmental education and personal and social education.  These intersect with one
another and the relevant activities (selected as being appropriate for the particular
group at the particular time) all take place within a framework of safety.    

This model helped to focus the group’s thoughts and as a result, four themes emerged
which would help us define our project.  The group then split into four to work on a
task each and the group’s deliberations are recorded below.  

1. Philosophy of Education (to become the Introduction in the course booklet)
2. Student Outcomes i.e. what would we like the students to achieve?
3. Teacher Qualities i.e. what qualities do we expect of the teacher?

2 This model was developed by Peter Higgins and Chris Loynes and may be found In P. Higgins, C.
Loynes & N. Crowther (eds). A Guide for Outdoor Educators in Scotland, 6-8. SNH: Perth.
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The fourth group worked on Course Content (i.e. what are the aims behind the subject
matter chosen for the Course Target Group  (practising teachers working with young
people between the ages of 6 and 16 years)?  This involved consideration of the pro-
posed and actual programmes conducted during the project and consequently is a sub-
stantial section.  For clarity this is separated from the other three sections.

1. Philosophy of Education

A ‘Place’ and a ‘Means’
The concept of education ‘out of doors’ acknowledges the importance of selecting an
appropriate place for education as well as a technique or means of education.  In this
‘place’ students learn directly about the relationship of knowledge to the physical reali-
ty of that place. This is achieved through biochemical, social and cultural dimensions
whereby that which is known has a past, present and future.  Through these means stu-
dents learn about the key importance of relationships and respect for the learning and
teaching process.

The relationship between the teacher and learner is characterised by an open minded
exchange of views between the two.  This is a constructive pedagogy whereby the lear-
ners construct their own view of the world based on personal experience.  A second
dimension, reconstruction, recognises that the learner may wish to modify their perso-
nal experiences with reference to existing theoretical constructs.  Lastly, through the
process of reflection, it is sometimes necessary to deconstruct personal and theoretical
constructs in order to gain new understandings.  This process begins with personal
experience and leads to deep questioning.

The Teacher
To achieve this level of questioning teachers will be required to think about student
centred approaches to learning.  The learners individual interests should be encouraged,
and expanded, to meet established, as well as serendipitous, aims of the programme.
When the teacher has identified this interest it is then possible, through dialogue, to
establish the level of understanding that the pupil already has and help build upon it in
a ‘constructivist’ manner.

In this way the teacher and pupil are engaged in a learning relationship characterised
by moving from specific aspects of knowledge to the building of conceptual under-
standing.  This process is known as inductive reasoning.  As well as facilitating induc-
tive reasoning the teacher should be aware that there are other ways of knowing the
world.  Encouraging learning through the five senses allows students to learn about an
object in a way that rational thinking does not.  In addition to sensory knowledge an
aesthetic understanding provides a fuller picture of the world and compliments the cog-
nitive.  Knowledge is incomplete without such understandings.
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The teacher should be aware that the constructivist pedagogy is an alternative to tradi-
tional teaching approaches.  As such these ideas may not be well received in their own
schools.  For this reason teachers should be aware of the process inherent in managing
change in the workplace.  Consequently, the philosophy underpinning this approach
must be viewed in relation to the dominant values in both the workplace and wider soci-
ety.  It is therefore a philosophical ideal to be balanced by any constraints imposed by
wider social values.

The Learner
This form of understanding may be understood as the difference between knowing that
and knowing how.  For example, a learner having sighted a bird, will have knowledge
of that bird, they may even know its name.  This is an example of knowing that.
However, knowing that does not explain they the bird chooses a particular habitat, nor
an understanding of its place in the food chain.  To know such things requires further
investigation on the part of the learner either through further observations, asking
someone or reading.  These understandings are more easily facilitated when the learner
is inspired by imagination and curiosity.   Where this is absent in the learner it is the
teachers responsibility to encourage these qualities perhaps by more playful means.

Another example of the difference between ‘knowing that’ and ‘knowing why’ may be
drawn from the area of outdoor education known as personal and social development.
The learner may be told that it is wrong to swear.  If they conform they do so because
they have been told and so the determining influence is external.  Learners will not
necessarily know whey they are being asked not to swear (other than the teacher has
told them).  Nor will they know why the teacher holds that value.  For the learner to
understand why requires an understanding of the social context in which swearing is
frowned upon.  ‘Knowing how’ therefore requires an understanding of relationships
(sometimes social, sometimes ecological) whilst ‘knowing that’ involves the collection
of facts.

Assessment
Traditional teaching processes normally employ methods of assessment linked to the
curriculum.  Where the teacher is engaged in activities leading directly to curricular
outcomes then curricular methods of assessment should be employed.  However, these
assessment methods have focussed on the learners ability to reproduce factual know-
ledge.  These methods of assessment are inappropriate when considering forms of
knowledge gained through affective means.  In such instances the teacher must ask
themselves what it is they are trying to measure and why.  It is also worth considering
whether affective experiences need be measured at all.  Since the learner is construc-
ting their own reality it may be inaccessible to the teacher.  Constructivist pedagogy
recognises the existence of ‘unformulated knowledge’ implying that, in some instances,
assessment may not be possible nor desirable.  Imaginative methods of assessment
should be considered such as rewards for effort as opposed to excellence. Also, meth-
ods of expression such as drawing, painting, poetry and other creative means can
demonstrate, but do not measure, both knowledge and reflection in action.
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A Model
Philosophy informs the practice of education out-of-doors and sets the parameters.  It
is clear from the description above that people, place and activity outside the classroom
are important.  The model adopted to show the fundamental importance of the rela-
tionships between these is that of three interlocking circles comprising ‘activity out-
doors’, ‘environmental literacy’ and ‘personal social education’.  The model also defi-
nes this educational endeavour as taking place within a framework of safe and profess-
sional practice.

Evaluation of the contemporary views of the outdoor educational learning process
reveals agreement that an experiential student centred approach encourages curiosity
and reflection which the teacher my use to create enthusiasm for the subject matter.
This gives room for the students to learn according to the style which best suits them,
to construct their own knowledge, and for the teacher to deploy appropriate strategies
to help them to do so.  Sensory and aesthetic perception represent an essential means
of understanding different aspects of the world.  This understanding is further extended
through experiences within that world.  This process is normally holistic, with a focus
on the relationship between people, place and knowledge.  Through this model the lear-
ner should also become aware of the rewards for effort in learning and the indepen-
dence and wide applicability resulting in taking responsibility for their own learning.
In short, they become independent, self-motivated, holistic learners.   At this point we
identified the target group as practising teachers working with young people between
the ages of 6 and 16 (in keeping with the original application) and that the length of the
course would be no more than seven days.

2. Student Outcomes   6-16 years

This group set out to identify the key outcomes that we would expect our courses to
achieve.  These reflected both cognitive and emotional outcomes which were summa-
rised within the catchphrase of heart (meaning emotional learning), hand (meaning
practical learning or learning by doing) and head (meaning cognitive learning) .  

We started to develop a diagram to illustrate the student’s progressive path of experi-
ences from outdoor education, starting with the pupil and the school: 

(1) The pupil – and what experience of  outdoor education s/he already has as a 6 year
old

(2) The school grounds – how they can be used to develop outdoor education in a fami-
liar setting

(3) The local area – opportunities to extend outdoor learning 
(4) The wider environment – with opportunities for more challenging outdoor learning

activities in contrasting environments
(5) The global environment – with opportunities for students to use the knowledge, atti-

tudes and skills gained from (1) to (4).
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This diagram should be compared with the next in order to see the way in which the
group came to develop, and refine their thinking.  

Classroom indoors
(6-16 year old students)

School grounds

Further afield
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A list of expected student outcomes was drawn up to show how this progressive path
should benefit the pupil.

Heart
• values, attitudes and personal qualities fostered by education outdoors
• adopting a sustainable lifestyle
• aesthetic appreciated of the natural and made environment
• care and concern for the environment and other living things
• confidence: sense of well-being and feeling safe outdoors
• creativity – development of ideas inspired by the outdoor environment
• curiosity and wonder about the outdoor world
• development of informed attitudes and values towards care and conservation of the

environment
• develop an interest in environmental play/recreational and leisure time activities; 
• increased sensory awareness
• independence of thought on environmental issues
• physical and spiritual enjoyment of being in the outdoor environment
• respect for the beliefs and opinions if others concerning the environment
• sense of personal responsibility towards local environment
• spiritual development and ability to express feelings
• tolerance and open-mindedness
• willingness to co-operate with others

Hand
• skills for Life, developed in outdoor setting
• communication: expressing views and ideas about the environment
• democratic decision making
• information and communication technology: collecting, recording , analysing,

interpreting and communicating information
• enquiry and investigative skills developed from first hand observations
• numeracy: data handling; interpreting statistics
• personal and social: individual and group responsibility for activities outdoors
• physical: motor skills demanded by working in different outdoor settings; specific

physical skills for challenging land and water based activities (e.g. climbing, cano-
eing, wind-surfing etc)

• problem solving: identifying causes and consequences of environmental problems;
developing balanced judgements

• study:  researching, organising and planning an environmental project
• safety and survival skills
• technical: using a variety of tools (for gardening, outdoor crafts, etc) and equip-

ment
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Head
• increasing knowledge (through regular, direct experience outdoors) about:
• communities: how they have influenced and been influenced by their environment
• cultural aspects of the environment
• earth’s resources (use and misuse) leading to Sustainable Living
• environmental issues, leading to effective action to protect the environment (citi-

zenship and stewardship)
• healthy and safe living
• inter-connectedness between humans and the earth
• outdoor environment (built, managed and natural)
• plants and animals in the local natural environment (leading to knowledge about

European and global habitats)
• the elements (land, air, fire, water)
• understanding consequences of using the natural environment for outdoor activities

Developing students’ knowledge, attitudes and skill about, in and for the outdoor envi-
ronment.  With increasing experience, starting from the classroom door, students assu-
me increasing responsibility for themselves and their actions in the world about them.

3. Teacher Qualities

This group worked on the concept of teacher qualities.  Their brief was to consider
those qualities that may predispose a teacher to want to work in this area and how those
qualities may be nurtured within our course.  These qualities range from the technical
competencies necessary to take students outdoors to the particular qualities required to
work experientially with students.

Competencies and Skills, Understanding Methods and Theories
The following is based on an understanding that all course participants will be famili-
ar with a range of educational theories regarding learning processes, their management
and application; this is therefore intended as an "aide memoire".  This has been writt-
ten to assume that the outdoor learning experiences may take place in both the "school
yard" environment or more remote areas involving adventurous activities.

Fundamental to the success of any process of achieving meaningful experiences and
learning outcomes, is the ability of the facilitator to competently and safely manage
both themselves and their students in the learning process and environment in which
that learning takes place.
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At a point where theory or dialogue turn to plans, and actions become the tangible,
practical experiential activity, a number of factors are important to the success of the
learning experience.  Such factors become even more critical in the outdoor learning
environment where other influences such as weather, student safety etc if not conside-
red or planned could wreck the whole experience.

Whatever the nature of the experience and the level or depth of the involvement of the
participants, the facilitator has to have the ability to balance their confidence, compe-
tence and skills, external factors, with an objective assessment of themselves and ask:

What can I achieve in the time available?

Planning and timing
• am I comfortable with the location?
• do I know my group well enough (behaviour, medical issues)?
• am I clear about my objectives?
• what external factors might influence the situation (weather, transportation)?
• do I have parental consents?
• have I written it down?

How can I ensure all participants get the most out of this experience?

Structure, content and safety
• am I working to the correct level (have I left my ego at home?)
• will the experience deliver the appropriate / stated learning outcomes.  Am I clear in

my own mind what they are?
• am I working towards the same goals and outcomes as my colleagues (if not why 

not)?
• have I taken all appropriate steps to reduce the risks of injury / accidents?
• am I properly experienced and equipped to work in the chosen environment especi-

ally (e.g. duty of care, first aid)?
• do I fully understand what is expected of me by my employers?
• who can I turn to for help or advice?
• do I fully understand what is expected of me by my employers?
• who can I turn to for help or advice?
• why do I perceive this as the best way of achieving the objectives?

Knowledge and understanding
• I am comfortable with the overall principle of what is to be done / achieved / delive-

red
• I have sufficient / appropriate knowledge
• I know where to find out if I do not know
• my methodology inspires both self and students
• my actions / teaching fulfil the stated objectives
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Am I effective in what I am doing, is there a better or safer way?

Review, reflection and dialogue (pupils, self and others)
• do I know enough about the subject matter?
• am I managing the external influences in the most effective way?
• am I doing enough to maintain my personal preparedness, knowledge and skills at

an appropriate level?
• are all the students inspired by my actions?
• who else can help me and with what?
• am I prepared to listen and learn and respond to positive suggestions of how to

improve my own approach?In considering the appropriate areas outlined above, the
facilitator whether at administrative level or delivery level should be able to identi-
fy several key qualities required of an individual to successfully deliver an educa-
tional programme out of doors.

The progress of this meeting can be summarised thus.  It was decided that the four
boxes was a useful way for us (and the teachers who come on our courses) to concep-
tualise the programme.  It was therefore decided to, keep the four box structure but to
rearrange it a little.  Consequently we went from a structure of:

The main reason for the change was that we had now decided that we would produce a
course booklet to be handed out to every person who came on our courses.  It was felt
that the text within this structure would flow more easily in this order.

Philosophy      Student Outcomes     Teacher Qualities     Course content

to:

Introduction    Student Outcomes     Teacher Qualities     Course Content



49

Course 1
In-service training course in Sweden (May 2001)

The course took place in the rural landscape of Rimforsa, county of Östergötland.  This
is an area with a lot of lakes, meadows, pastures and forest with observable cultural
impacts from the Stoneage period to contemporary urbanisation. 

Objectives of the Course
• to work with outdoor environment as a classroom and teaching media
• to work with outdoor pedagogy in a cross-cultural perspective
• to work with experiential based learning and sensuous training
• to develop personal and social skills through co-operative exercise
• to develop the pedagogical possibilities of the school yard in the perspective of each

European school curriculum
• to gain knowledge about the theoretical basis of outdoor pedagogic, research and lite-

rature
• to draw up an activity plan where outdoor education is put into practise
• through aesthetically expressions bring storytelling to life
• to create understanding and increase knowledge of participants different pedagogical

educational traditions

Day 1
On day one we focused on introductions and familiarisation looking at group rela-
tionships and processes. By focusing on people, place and activity, we explored the
means to deliver potential outcomes achievable through outdoor education.

An introductory lecture provided an overview of pragmatism and practice. Knowledge
of activities and education was connected to the outdoor context.  The theoretical basis
of these pedagogical perspectives drew on the work of, for example, J.A Comenius, E.
Key, J.Dewey, J. Jordan, H. Gardner, M.Monterssori and M.Csikszentmihalyi. 

The activities included:
• short introduction
• presentations – about myself and my country
• co-operative game – ice-breaker 
• introduction lecture
• introducing the action plan
• participative workshops – about outdoor education

Day 2
Thematical studies of water in the landscape and traces of nature as well as culture took
place. By taking part in outdoor sports and activities participants gained skills in cano-
eing and outdoor cooking.
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We chose one of the four elements to show how you could easily devise a thematic
study for one day and by the end of the day reflect on the range of subjects possible.
By making a journey on water we illustrated and explored how science, art and cultu-
re processes is connected to the curriculum. Activities close to water were followed by
an indoor session for reflection.

Day 3
Each participant presented his or her own experiences and school. The design and use
of school yards and local environments were shown. We visited nearby schools to
explore appropriate techniques for outdoor environmental education such as, recycling
units, composters, school gardens and schoolyards. Illustration of how schoolyards had
been adopted to suit educational activites in different subjects such as mathematics,
language, history was shown.

Day 4
By travelling on foot we experienced one of the most common ways of exploring the
landscape. On this day we enjoyed the physical sense of walking, climbing and consi-
dered the range of possibilities encountered on our journey. Discussion of safe practi-
ce and access (e g for those with disabilities) formed a theme. The day was aimed to
explore the physical possibilities of the outdoor room for movement and play. From the
training of senses and with awareness of learning styles based on the somatic body
sense, we explored one possible way to develop and strengthen the motivation for lear-
ning.

• Hiking day including learning in and through landscapes! (This day includes cooking
outdoors, learning about the larder of nature, outdoor safety & health care.)

• In the afternoon you may choose from alternatives:
• Visit to the caves of Trollegater
• The nature around “Hallstad meadows” 

Day 5
The knowledge of the hand – how to use different forms of expression was tried.  For
example there were opportunities to work with wool and make art creations out of what
nature had to offer. The cultural historical roots of the landscape was animated by
drama and story telling. Literature was studied; prose, poetry and the oral tradition rele-
vant to outdoor education was discussed.

Encountering nature has been the central inspiration and subject for artists and writers
all over the world. We explored the aesthetics of out-of-doors and address the integra-
tion of "hand-heart-head". The participants were inspired by forms, sound and colours
of nature and given the opportunity to show their own work in the form of an exhibi-
tion.
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Day 6
One of the challenges of this course from an organisers point of view was to develop
an action plan so that when teachers arrived back to their own schools they could
begin implementing some of the ideas they had been working with.  As participants
we felt that the teachers may experience some barriers to implementation so we deve-
loped the idea of ‘managing change in the workplace’.  The activity used to relate
ideas on the course to participants’ own schools was very innovative.

Managing Change
A cardboard tree was used as a template to explore this issue.  The roots represented
peoples’ backgrounds, the fruit peoples’ thoughts and ideas for the future and the
trunk represented the problems people may encounter back home.  Participants were
given three small pieces of card to write their own thoughts and place one on each of
the tree parts. Below are a few examples of what people wrote down:

Ideas and Thoughts – ‘Fruit’:  
- ‘use ODE in the playground, local environment, big, wide world’
- ‘the soul has to meet the soil for the ‘hand, heart and head’ way of learning
- ‘I will change my school grounds’
- ‘ODE teaches about the local environment’
- ‘it is necessary to keep students in contact with nature’
- ‘school grounds can have quiet areas for the senses & relaxation; social areas;

sports areas and a garden’
- ‘it is not difficult to attract teachers to go outdoors if you promote it well’
- ‘I will make some raised gardens’
- ‘come closer to nature using the senses, songs, games and play’
- ‘ODE is the best and only way of teaching soil sciences and plant growing’
- ‘when you are in contact with nature, you feel responsibility for yourself,

your fellow human beings and all creatures’

Some problems – the ‘trunk:
- ‘my own laziness’
- ‘rain, insects and high temperatures during outdoor lessons’
- ‘constraints of existing curriculum’
- ‘transport’
- ‘convincing colleagues that ODE is worth doing’
- ‘no time, no money’
- ‘vandalism’

Then, in groups, participants wrote down on their own sheets in more detail what
they had put on the tree.  We gave them a ‘Timetable’ (or Critical Path Analysis
sheet) on which they were asked to plot their proposed progress over the next 6
months.  This was also a requirement for the Final Report to be sumbmitted to the
European Union.    
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A picture of this tree being used can be seen at our website.  Also as part of their
action plan participants were asked to report back to us after 6 months.  For both of
these visit our homepage www.ode.kinda.se

The Swedish course clarified and visualised different educational traditions based on
the participants’ own experiences. The reviewing process is a central aspect of out-
door education and is used both to reinforce learning and to get the scene for the
future. At the end of the course there where practical examples of this, which assisted
the participants, and the course organisers, in making their own plans to benefit their
communities through their future work.

• Evaluation and review
• How do we go on with this back home?
• Discussions, together with the participants from the same country.
• Working on action plans
• Cultural ending with live folk music and a traditional Swedish crayfish party.

At the end of the course participants were asked to fill in a course evaluation.  The
results have been collated and are available on the project website.
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Course Curriculum – In-service Training Course

Outdoor Education-Authentic learning in the context 
of landscapes

Rimforsa, Sweden May 19 – May 25 2001

The following programme employs and refers back to all aspects of philosophy and
theory outlined earlier in this booklet and the previous volume “Outdoor Education –
authentic  learning  in  the context of  landscapes”. This integration of  theory  and
practice is an essential element of outdoor education. 

Time-table Curriculum  Notes

Friday May 18
• Arrivals

Saturday May 19
• Introduction
• Presentations – about myself and my

country
• Co-operative game – ice-breaker 
• Introductory lecture
• Introducing the week’s action plan
• Participative workshops

Sunday May 20
Water 
• Water as a method of transport (e.g.

canoe)
• Different activities using water
• Water in our life
• Developing communication skills

The introductory lecture will provide an
overview of theory and practice.  

Focussing on people and places we will
explore the means to deliver potential
outcomes achievable through outdoor
education

We have chosen one of the four ele-
ments to show how you could easily
devise a thematic study during the day
and by the end of the day reflect on the
range of subjects we've engaged in.

We will illustrate aspects of science, arts
and culture and how this process can
satisfy subjects or themes within the
curriculum
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The school grounds offer valuable
opportunities for teaching outdoors in
all aspects of the formal and informal
curriculum.

Travel on foot is the most common way
of exploring the landscape. 

On this day we will consider a range of
curriculum possibilities.

Discussion of safe practice and access
(e g for those with disabilities).

Encountering nature has been a central
inspiration and subject for artists and
writers all over the world. Today we
explore the aesthetics of out-of-doors
and address the integration of ”hand-
heart-head”.

This part of the course will reflect
practical examples of managing chan-
ge, which will assist the participants
(and the course organisers) in making
their own plans to benefit their comm-
munities through their future work.

Monday May 21
School Grounds
• We will visit 2 nearby schools 
• Working on plans concerning your own

school grounds
• Presentation of curriculum ideas for

using grounds from N.Europe
• Physical activities

Tuesday May 22
How to use the local landscape:
• This day includes cooking outdoors,

using the larder of nature 
• Outdoor health and safety 
• Exploring nature around Hallstad

meadows
• Physical problem-solving activities
• Nature and culture of the forest,

Tignemåla
• Problem-solving and team building

activities, Tignemåla

Wednesday May 23
Aesthetic awareness:
• making art creations out of what natu-

re has to offer)    
• Story making and story telling
• Exhibition of resources

Thursday May 24
Managing change in the work place
(workshops): 
• What are we going to take back home

from the course?
• Discussions (maybe together with the

participants from your own country.)
• Working on our action plans
• Cultural ending
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Friday May 25
• Final evaluation
• Optional visit to Linköping

Saturday May 26
• Departures

The reviewing process is a central
aspect of outdoor education and is used
both to reinforce learning and to set the
scene for the future.

NOTES
Transport to and from course venues will usually be by mini-bus.
Participants should bring sufficient warm clothing and appropriate footwear for the outdoor sessions (see atta-
ched kit list)
Personal flotation devices (PFD’s) will be provided where appropriate for water activities
The following audiovisual equipment should be available for shared use by course participants during presenta-
tions / workshops: -
35mm slide projector & screen, flipchart & pens, Overhead projector,

Health & Safety
Anyone taking part in Outdoor Activities must be of a reasonable level of physical fitness for the level of activity
and must disclose any personal health condition or allergy which does not allow or could be worsened by strenu-
ous exercise or exposure to cold or wet environments.

INSURANCE
Appropriately trained and qualified staff leads all courses. However, as with all activities the element of risk
cannot be completely eliminated.
Participants must familiarise themselves with the extent and limitations of Insurance Policies 
Participants are not insured against personal loss or injury. Should additional personal insurance be required,
arrange this in consultation with appropriate agents.

Course 2
In-service training course in Scotland (September 2001)

This course had to be cancelled due to lack of numbers.

The course was to be based in Drymen, some 50 km north east of Glasgow within the
proposed boundary of one of Scotland’s national parks and close to Loch Lomond.  The
location is an ideal base from which to undertake the adventurous activity programm-
me, journey to the pre arranged site visits for the school grounds activities. 

The area gives easy access to numerous natural environments of contrasting flora,
fauna, geographical, geological and historical interest.

The programme of activities was deigned to allow individuals to experience aspects of
theory and practice outlined in the course handbook as well as creating opportunities
for personal development.
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Course 3 
In service training course in Germany (June 2002)

The course took place in the urban landscape of Berlin.  Whereas both courses 1
(Sweden) and 2 (Scotland) were designed for the rural landscape the intention here was
to demonstrate that programmes of outdoor education can be run equally well in urban
as well as rural settings.  One of the key aspects of this course was that it a greenhou-
se was used as a base in which seminars, lectures and workshops took place.  The
greenhouse was part of a garden centre called Gartenarbeitsschule which had its own
extended garden where outdoor seminars took place.  The Gartenarbeitsschule also ser-
ved as a base from which to visit and use other sites in the city to pursue educational
outcomes. 

Objectives of the course 
The primary purpose of the seminar was to provide an opportunity for teachers throug-
hout Europe to share and exchange experiences with each other. Through a mixture of
workshops, outdoor activities discussions will focus on outdoor education drawing on
theoretical aspects and practical experiences. 

For this activity the participants were split into groups and asked to consider what out-
door education meant to them.

Day 1
Co-operative games were used as an active way for participants to get to know each
other.  Participants were then given a guided tour around the Gartenarbeitsschule (gar-
den work school).  After this, course participants talked about themselves and their
country.  In the afternoon participants worked in small groups to explore the question
‘what is outdoor education’?  Participants then had the opportunity to feedback in a
plenary session.  This will be followed by a lecture on the German school garden con-
cept.  In the evening participants cooked their own food on an open fire.  The final acti-
vity was a review of the day.  It is interesting to note that all of the activities took place
out of doors a point that was noted with great enthusiasm by participants.  It demon-
strated that the sort of activities normally associated with being indoors (lectures, semi-
nars and workshops) can easily take place out of doors.

Day 2
The theme of the day was titled ‘searching spoors in the city jungle’.  Participants visi-
ted sites in Berlin where green spaces could be used for studies relating to geography,
biology and chemistry. The participants divided into groups of 6 or 7 and were asked
to reflect on the activities they had done that day and answer the following questions.
They were also tasked to present their findings to the remainder of the group.
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1 Has anybody any experience working with these ideas at home?
2 Say what these ideas are.
3 Say how successful you think they were.
4 Say why you think they were successful.
5 If you have not used these ideas before would you like to in future?

The evening programme was designed to participants thinking about keeping a record
of their activities for the week so that a presentation, called the European Congress,
could be held at the end of the week.  In the evening a music session took place where
course participants’ played their own instruments.  

Day 3
This day was spent visiting one of Berlin’s forest schools.  Here participants accompa-
nied a school visit and learnt how forest school educators worked with young children.
The children were encouraged to take part in role play (impersonating the forest ani-
mals) and reflect on their experiences.  In the afternoon participants had the opportu-
nity to do the activities themselves and get a feel for what the children were experien-
cing.  The forest school staff provided lunch which was a boar roasted in an outdoor
clay oven.  The day finished with a review.  The review was set up as a debate.
Participants were divided into two debate houses with one house defending the motion
that outdoor education was an essential part of every child’s education and the other
house opposing the motion.  This provided a useful way of talking about difficult issu-
es such as liability, time constraints, lack of curricular support etc. The debate was also
found to be a useful pedagogical technique that teachers would use with their own
pupils.

Day 4
The morning activity was a workshop based on the theme managing change.  To help
teachers focus on implementing the ideas of the course in their own schools they were
set the following task.  Each group was asked to make a presentation the large group. 

‘From your own experience review a change which was achieved at your work. The
following questions will help you get started’:

1. What was the change?
2. Why was the change necessary?
3. Who benefited from the change?
4. What evidence do you have to say that the change worked?
5. Did the change affect you personally in terms of:

• time
• effort
• development of new skills
• interference with existing priorities.
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This was followed by a visit to an urban farm to see how farm animals have been used
to encourage young people in a socially disadvantaged area of Berlin to develop a sense
of purpose in their lives.  The urban farm also has innovative developments such as
solar technology used to heat the water in a solar café. 

Day 5
This day was given over to the concept of ‘managing change’ looking at ideas that tea-
chers would like to implement in their own school and developing an action plan to
achieve this.  This was a very important session because it allowed participants the
opportunity to discuss both opportunities and barriers for developing outdoor educa-
tion in their own schools. 

There were two presentations from speakers who advised the participants about oppor-
tunities for postgraduate study that is available to European teachers in the field of out-
door education.

There was also a final review conducted and the results of the course evaluation are
available at www.ode.kinda.se

Whilst the evaluation may be seen in its entirety at the website here are what some par-
ticipants had to say about their own working situation and the course they had just com-
pleted.  

“We had in common that we were not very happy in our working situation knowing that
children were missing great opportunities by being inside all of the time. In the case of
Tiina there was something missing from the overall view of what she stood for. Seppo
thought that his present system was not good for his pupils nor himself. He thought
there was no wholistic approach such as the ideas relating to heart, hand and head. Jean
felt he could achieve much more of his learning goals by going outside with his pupils.
For all it was also a fundamental personal change. We changed the way we thought
about pupils and learning and changed our teaching methodologies. We had to study
again. But most of all we learned that changes can be made by yourself and you cann-
not wait for others to make them. As for the pupils we see that they can be better adap-
ted to society and that they can have a better understanding of the environment by
having outdoor education. It can be said that they are better aware of the world they live
in. This kind of working has an enormous effect on pupils and teachers. The feedback
we get on meeting the pupils after many years is very positive and provides motivation
to carry on.

The overall feeling of coming on this Comenius course is to know that the ideas we are
working with have authority. It is comforting to know that others think this way and that
a professional body of people exist throughout Europe’.
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What is Productive Learning?
One of the themes of the programme was ‘Productive Learning’.  This is learning on
the basis of experiences gained in practice placements chosen by young people them-
selves.  Students become actively involved in real-life social situations.  They use skill-
ls and knowledge acquired through education to determine, understand and improve
their activities.  Productive learning as specifically geared to the person, the activity
and the culture.  It replaces or complements traditional school education or conventio-
nal youth training and, in particular offers development on an individual basis.
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How teachers in Europe Think About Outdoor
Education
Clemens Seyfried/ Marianne Neißl  

1. Abstract

During a study within the framework of the Comenius Project “outdoor education –
authentic learning in the context of landscapes”, 179 teachers were questioned about
the project.  The aim was to evaluate the opinions and attitudes of teachers who will
tend to have a practical perspective on outdoor education. The results could be used for
the development of in-service training and further activities on the topic of outdoor
education. 

1. Question Formulation

Following aspects have been investigated: 

• Do these activities support the cognitive and social learning process of participating
pupils?

• Are there reservations towards Outdoor Education (organisational difficulties, risk of
accidents)?

• Is special knowledge necessary for Outdoor Education?
• Do teachers consider activities of Outdoor Education attractive for their individual

development?
• Is Outdoor Education being considered a beneficial measure for pupils with special

needs?

The central task was the descriptive analysis of the data obtained.  Concerning the pro-
blem of significant differences, following criteria were used as independent variables:

• Experiences with pupils with special needs
• Experiences with Outdoor Education
• Age groups of the pupils being educated
• Partner countries

In total 179 questionnaires from Austria, Czech Republic, Germany, Sweden and
United Kingdom had been available for the evaluation.  Concerning the analysis of 
significant differences, one has to take into consideration that the size of the sample
surveys varies to a great extent.  Hence, significant differences have to be seen in rela-
tive terms.  Nevertheless as a starting point for further work on the topic these diffe-
rences seem to be useful.
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2. Questionnaire

OUTDOOR EDUCATION

The Socrates Comenius 2.1 project "OUTDOOR EDUCATION - AUTHENTIC
LEARNING IN THE CONTEXT OF LANDSCAPES" is concerned with learning
activities outside the school building. The main aim of Outdoor Education is to incor-
porate the school surroundings, nature and the urban environment into everyday school
life. Activities within the framework of Outdoor Education range from working in the
school garden to "climbing weeks", from nature excursions to walks around a particu-
lar area of town. The questionnaire below is also part of our project. We are interested
in finding out what you think of Outdoor Education. 

Thank you for taking the time to fill in the questionnaire.

I teach children with special needs o Yes o No
I already have experience of outdoor education o Yes o No

I teach children aged o   6   to  10/11
I teach children aged o   12 to  15/16
I teach children aged o   17 and above

We are interested in your personal opinion on the following statements. Please circle a
number according to the extent to which you agree or disagree with the statements. 

Use the following scale:
5 = totally agree
4 = partly agree
3 = neutral
2 = partly disagree
1 = totally disagree

(Questionnaire continues on next page)
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01 Outdoor Education leads to a lowering in the level of

pupil achievement. 5 4 3 2 1 

02 School organisation is a hindrance to Outdoor Education. 5 4 3 2 1 

03 With Outdoor Education activities there is a high risk of

accidents. 5 4 3 2 1 

04 Outdoor Education offers pupils new learning experiences. 5 4 3 2 1 

05 Outdoor Education supports cognitive learning. 5 4 3 2 1 

06 Outdoor Education supports social and emotional learning. 5 4 3 2 1 

07 Outdoor Education is suitable for all pupils. 5 4 3 2 1 

08 Outdoor Education is a suitable support measure especially

for children with special needs. 5 4 3 2 1 

09 I would like to find out more about Outdoor Education. 5 4 3 2 1 

10 Special training is necessary for teachers who want to

incorporate Outdoor Education into their teaching. 5 4 3 2 1 

11 It is very likely that Outdoor Education will improve the

class atmosphere. 5 4 3 2 1 

12 Outdoor Education promotes the personal development

of teachers. 5 4 3 2 1

3. Results

3.1. Overall results 

The graphic on the next page presents the mean values of the 179 evaluated
questionnaires.
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Noticeable is the massive tendency of agreement (values above 3) for the items. The only
exceptions are those items, which formulate a negative attitude towards Outdoor Education.
The questioned teachers do not agree with the items “Outdoor Education leads to a lowe-
ring in the level of pupil achievement” and “With Outdoor Education activities there is a
high risk of accidents”. Concerning the question of organisational difficulties in the reali-
sation of Outdoor Education, “School organisation is a hindrance to Outdoor Education”
the questioned persons took up a neutral position. The aspects of new learning experiences
and support of the social and emotional learning through Outdoor Education were consi-
dered especially positive. The results for the items “Outdoor Education is a suitable supp-
port measure especially for children with special needs” and “It is very likely that Outdoor
Education will improve the class atmosphere” express positive agreement in every respect.

Mean (n=179)

1,73

3,04

2,46

4,71

4,54

4,66

4,21

3,97

4,27

3,77

4,47

4,09

0 1 2 3 4 5

Outdoor Education leads to a lowering in the level of pupil
achievement.

School organisation is a hindrance to Outdoor Education.

With Outdoor Education activities there is a high risk of
accidents.

Outdoor Education offers pupils new learning experiences.

Outdoor Education supports cognitive learning.

Outdoor Education supports social and emotional learning.

Outdoor Education is suitable for all pupils.

Outdoor Education is a suitable support measure especially
for children with special needs.

I would like to find out more about Outdoor Education.

Special training is necessary for teachers who want to
incorporate Outdoor Education into their teaching. 

It is very likely that Outdoor Education will improve the class
atmosphere.

Outdoor Education promotes the personal development of
teachers. 
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How teachers in Europe think about outdoor education
Relative (%) agreement and disagreement with the questionnaire state-
ments (n=179)

Percent
agree (values 4 - 5) / disagree (value 1 - 2)

(n=179)

11,7

43,6

20,1

97,2

92,2

95

81

69,8

79,3

68,2

90,5

75,4

79,9

31,8

1,7

1,7

2,3

11,7

9,5

3,9

16,2

2,3

4,5

54,7
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Outdoor Education leads to a lowering in the level of pupil
achievement.

School organisation is a hindrance to Outdoor Education.

With Outdoor Education activities there is a high risk of
accidents.

Outdoor Education offers pupils new learning
experiences.

Outdoor Education supports cognitive learning.

Outdoor Education supports social and emotional learning.

Outdoor Education is suitable for all pupils.

Outdoor Education is a suitable support measure
especially for children with special needs.

I would like to find out more about Outdoor Education.

Special training is necessary for teachers who want to
incorporate Outdoor Education into their teaching. 

It is very likely that Outdoor Education will improve the
class atmosphere.

Outdoor Education promotes the personal development of
teachers. 

agree disagree
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These results demonstrate the positive attitude of the teachers towards Outdoor
Education and indicate the demand for further information and training opportunities.
Of the interviewees 79,9 % do not believe that Outdoor Education leads to a lowering
in the level of pupil achievement. Concerning the question of organizational difficulti-
es the answers are distributed as 31,8% who do not consider school organisation as a
hindrance, whereas 43,6% do believe this, whilst 24,6% take up a neutral position
towards this question. A modest percentage (20,1%) perceive there to be a high risk
with Outdoor activities. In the ranking of agreement the item “Outdoor Education
offers pupils new learning experiences” occupies the first rank with 97,2%, followed
by “Outdoor Education supports social and emotional learning” with 95% and
“Outdoor Education supports cognitive learning” with 92,2%. Furthermore 90,5% of
the persons asked consider that Outdoor Education influences the class atmosphere in
a positive way. The items concerning the target group do also meet with agreement.
81% share the opinion that Outdoor Education is an activity for all pupils, 69,8%
regard Outdoor Education especially suitable for children with special needs. With
regard to the personal qualifications of teachers 79,3% indicate that they want more
information about the topic, 68,2% think that a special training is necessary in order to
be able to carry out Outdoor Education and 75,4% agree with the proposition “Outdoor
education promotes the personal development of teachers”. 

3.2. Differences with the groups asked 

3.2.1. Work with children with special needs

In terms of analysis of the responses of those who work with children with special
needs and those who do not, no significant differences were observed to a number of
the statements.  Within both groups the fields “New learning experiences for pupils”,
“Cognitive learning”, “Promotion of social and emotional learning”, "improve the class
atmosphere" and the request for further information about outdoor education obtain
high agreement.

At a t-test (independent samples) with the item “School organisation is a hindrance to
Outdoor Education" significant differences can be observed. Teachers with experience
in the field of working with children with special needs do not see a big hindrance in
the school organisation. A possible explanation might be that these groups of teachers
have had experience with organisation. 
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3.2.2 Experience with Outdoor Education

The starting point is the question whether teachers with experience in the field of
Outdoor Education do distinguish themselves significantly to teachers without experi-
ence in this field (t-test independent samples). With regard to the items “Outdoor
Education offers pupils new learning experiences” and “Outdoor Education supports
social and emotional learning” both groups agree in a positive way; however persons
with experience significantly to a higher extend. With the item “Outdoor Education is
suitable for all pupils” those persons who have had experiences with Outdoor
Education show a significantly higher level of agreement than those persons without
experience. The item “I would like to find out more about Outdoor Education” is being 

I teach children with special needs
(mean / n=164)

1,64

2,74

2,32

4,7

4,55

4,63

4,15

4,11

4,23

3,76

4,43

4,13

1,73

3,4

2,6

4,7

4,53

4,68

4,23

3,6

4,43

3,97

4,53

4,13

1 2 3 4 5

Outdoor Education leads to a lowering in the level of pupil
achievement.

School organisation is a hindrance to Outdoor Education.

With Outdoor Education activities there is a high risk of
accidents.

Outdoor Education offers pupils new learning
experiences.

Outdoor Education supports cognitive learning.

Outdoor Education supports social and emotional
learning.

Outdoor Education is suitable for all pupils.

Outdoor Education is a suitable support measure
especially for children with special needs.

I would like to find out more about Outdoor Education.

Special training is necessary for teachers who want to
incorporate Outdoor Education into their teaching. 

It is very likely that Outdoor Education will improve the
class atmosphere.

Outdoor Education promotes the personal development of
teachers. 

Yes No

f=0,036
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regarded as significantly more important by teachers with no experience in the field of
Outdoor education. The necessity for a special training for Outdoor Education,
(“Special training is necessary for teachers who want to incorporate Outdoor Education
into their teaching”), is regarded as significantly more necessary than within the com-
parative group. The effect that competences acquired in daily work are not regarded as
newly learned, can be interpreted as a possible reason. 

I already have experience of outdoor education
(mean / n=154)

1,6

2,98

2,38

4,8

4,67

4,78

4,39

4

4,19

3,69

4,6

4,24

1,98

3,23

2,66

4,55

4,23

4,34

3,7

3,68

4,52

4,25

4,18

3,89
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Outdoor Education leads to a lowering in the level of pupil
achievement.

School organisation is a hindrance to Outdoor Education.

With Outdoor Education activities there is a high risk of
accidents.

Outdoor Education offers pupils new learning
experiences.

Outdoor Education supports cognitive learning.

Outdoor Education supports social and emotional
learning.

Outdoor Education is suitable for all pupils.

Outdoor Education is a suitable support measure
especially for children with special needs.

I would like to find out more about Outdoor Education.

Special training is necessary for teachers who want to
incorporate Outdoor Education into their teaching. 

It is very likely that Outdoor Education will improve the
class atmosphere.

Outdoor Education promotes the personal development
of teachers. 

Yes No

f=0,000

f=0,001

f=0,002

f=0,001

f=0,014
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(mean / n=164)

1,72

2,87

2,46

4,72

4,52

4,68

4,27

3,88

4,42

3,78

4,43

3,96

1,62

3,33

2,48

4,67

4,48

4,57

4,02

4,08

3,98

3,84

4,49

4,16
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Outdoor Education leads to a lowering in the level of pupil
achievement.

School organisation is a hindrance to Outdoor Education.

With Outdoor Education activities there is a high risk of
accidents.

Outdoor Education offers pupils new learning
experiences.

Outdoor Education supports cognitive learning.

Outdoor Education supports social and emotional
learning.

Outdoor Education is suitable for all pupils.

Outdoor Education is a suitable support measure
especially for children with special needs.

I would like to find out more about Outdoor Education.

Special training is necessary for teachers who want to
incorporate Outdoor Education into their teaching. 

It is very likely that Outdoor Education will improve the
class atmosphere.

Outdoor Education promotes the personal development
of teachers. 

I teach children aged 6 to 10/11 I teach children aged 12 and above

3.2.3. Age groups of the pupils being educated

In the evaluation the three categories of the questionnaire have been reduced to two.
The category of pupils aged older than 17 was combined with the age group of pupils
older than 12. The reason was the too small sample survey for the last category (6 per-
sons). Obviously the age group of the pupils being educated does not play a decisive
role in the assessment of the statements. 
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3.2.4. Differences with persons asked between the partner countries

With the items “Outdoor Education leads to a lowering in the level of pupil achiev-
ment” and “Outdoor Education offers pupils new learning experiences” significant
differencies can be observed.  The project partners participating in the survey show a
large degree of similar tendencies with the evaluation of the different items. With the
help of the Variance of Analysis (ANOVA) five partially highly significant differences
can be observed.

With the item “Outdoor Education is a suitable support measure especially for children
with special needs” partner 1 (Austria), partner 3 (Germany) and partner 5 (United
Kingdom) agree remarkably to a higher extent than the other two partners. Significant
differences can also be observed with the item about the necessity for a special training.
Whereas the partners 1 to 3 (Austria, the Czech Republic and Germany) are more or
less coincident in their evaluation, this item (“Special training is necessary for teachers
who want to incorporate Outdoor Education into their teaching”) is being evaluated
with far greater positive agreement by partner 4 (Sweden) and 5 (United Kingdom).
With the item “Outdoor Education promotes the personal development of teachers”
partner 2 (Czech Republic) and partner 5 (United Kingdom) agree to a higher extent
than the other three partners.

This result has to be handled with care due to the problem with sample surveys (une-
qual distribution of sample surveys in the partner countries). But these significant diff-
ferences can be used as helpful advice for further studies. Furthermore do the results
build a possible basis for the further co-operation between the partner countries. The
common tendencies as well as the differences in the evaluation of the items from tea-
chers in the different countries show the necessity for further discussion and develop-
ment of Outdoor Education as an educational concept.
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4. Summary

Partner
(mean / n=179)

1,71

3,11

2,5

4,71

4,5

4,54

4,07

4,39

3,96

3

4,36

3,82

2,06

3,06

2,69

4,83

4,63

4,8

4,54

3,83

4,2

3,2

4,63

4,34

1,87

2,87

2,67

4,4

4,2

4,27

4

4,27

4,4

2,93

4,33

3,73

1,92

3,15

2,2

4,56

4,41

4,57

4,05

3,44

4,54

4,39

4,36

3,92

1,1

2,9

2,55

4,95

4,8

4,9

4,33

4,47

4,1

4,15

4,63

4,45
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Outdoor Education leads to a lowering in the level of pupil
achievement.

School organisation is a hindrance to Outdoor Education.

With Outdoor Education activities there is a high risk of
accidents.

Outdoor Education offers pupils new learning experiences.

Outdoor Education supports cognitive learning.

Outdoor Education supports social and emotional learning.

Outdoor Education is suitable for all pupils.

Outdoor Education is a suitable support measure especially
for children with special needs.

I would like to find out more about Outdoor Education.

Special training is necessary for teachers who want to
incorporate Outdoor Education into their teaching. 

It is very likely that Outdoor Education will improve the class
atmosphere.

Outdoor Education promotes the personal development of
teachers. 

partner 1 partner 2 partner 3 partner 4 partner 5

f=0,007

f=0,000

f=0,006

f=0,001

f=0,000
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The aim of the survey was to obtain different attitudes and assessments from teachers
in Europe on the topic of Outdoor Education. While the analysis of the evaluated 
differences between the groups can lay the basis for special programmes in the 
conception of in-service courses, the descriptive results of commentaries by teachers
about Outdoor Education can be summarised as follows. 

Teachers have a very positive attitude towards Outdoor Education and consider these
activities as adequate in order to

• realise new learning experiences for pupils
• promote cognitive, social and emotional learning
• develop a positive class atmosphere

Furthermore do the teachers consider Outdoor Education as an appropriate conception 

• for children with and without special needs
• for the development of the own personality

No agreement by the persons asked in the five participating partner countries received
the fields of a high risk of accidents and the dangers of lowering the pupil achieve-
ments. Hindrances in the realisation of Outdoor Education through the school orga-
nisation have been widely classified as neutral by the persons asked. 

We hope that the results of the study are helpful for a pedagogically adequate further
development of Outdoor Education and herewith represent a contribution to the 
improvement of quality of educational processes.
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Presentations on Outdoor Education at DG
Environment, Brussels
Introduction

Partly as a result of work on this project Anders Szczepanski and Peter Higgins were
invited to make presentations at the European Parliament ‘Green Week’ in April 2002.
Both were asked to do so on behalf of the Swedish delegation to the Parliament at this
extensive, week long conference which brought together individuals from all over
Europe who work in environmental issues.  Much of the initiative for involvement was
the result of work by Kerstin Strand.  Practical aspects were demonstrated by Britta
Brügge and Dusan Bartunek by involving delegates in a range of outdoor learning acti-
vities a local park in Brussels.  The two presentations made by Anders Szczepanski and
Peter Higgins contained some of the material already presented in PART 1 of this book
and so the Abstracts only are provided below.

Outdoor Education – A hands-on approach
Britte Brygge and Dusan Bartunek

This practical workshop will let participants work outdoors and will show them diffe-
rent ways of seeking and acquiring knowledge.  It will, among other things show how
we can connect with traditional knowledge through creativity, imagination and move-
ment.

Learning Outdoors:Taking Responsibility for Health,
Citizenship and Sustainability (Abstract)
Peter Higgins

This presentation adopts ‘taking responsibility’ as a unifying theme and outcome of
education.  It proposes that by engaging in the process of taking decisions young
people learn both the importance of taking responsibilities and gain practice valuable
in later life.  Whilst this can be achieved in a classroom setting, it is proposed that the
more consequential circumstances found outside the school can provide excellent lear-
ning opportunities for this generic theme.

Each of the key themes is explored whilst retaining a focus on the inherent complexi-
ty in each and also their inter-relatedness.  The notion of complexity is of central
importance as most sustainability issues are themselves complex and hence there is
limited value in addressing them through simple ‘linear’ thought. 

The nature and limitations of subject based learning in schools is considered, and the
argument promoted that rather than a primary focus on the ‘Three Rs’ (Reading,
. 
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‘Writing’ and ‘Arithmetic’) a broader concept of education based on the ‘Three Hs’
(Heart, Hand and Head) is required This is in line with modern learning theory relating
to both holistic learning and ‘multiple intelligences’.

The outdoors is seen as the location, the stimulus and the subject matter for such lear-
ning.  The means of delivery is primarily experiential with outdoor educators selecting
tasks of increasing depth and difficulty and require teachers to devolve greater levels
of responsibility to students.  Further, the theme of adventure in learning is explored
and the argument made that such an approach encourages a broad ‘problem solving’
approach.

Outdoor education has a long tradition of physical activity as a means of travelling on
land and water.  This form of activity is less physically stressful than many of the tra-
ditional team-sports young-people experience in schools and are also often those in
which a lifelong interest is maintained.  For example walking in the countryside is both
the most popular adult physical recreation, and that most suitable to continue into later
life.  Such activities also have social benefits and the focus is frequently on co-opera-
tion rather than overt competition.

One of the longstanding claims made for outdoor education is that carefully selected
experiences can encourage participants to become aware of their own strengths and
weaknesses and those of others.  Through these experiences personal and social deve-
lopment takes place, having direct benefits in active citizenship.

Direct experience of the natural world and its physical and biological processes is cen-
tral to understanding our dependence on it and the effects of human exploitation of
natural resources.  Only by becoming aware of these often hidden and inadvertent
effects, and of both the fragility and robustness of Earth and life processes, will active
citizenship involve adoption of sustainable living.  Above all it is vital to educate
young-people to become aware of their connection to such processes and that there are
always consequences to their actions.  In summary, there is an urgent need for all of us
to take responsibility for health, others and sustainability and this must become a cen-
tral theme of contemporary education.

Outdoor environmental education – with focus on environmen-
tal health and learning in and through the context of urban and
rural landscape out-of-doors: Exploring the place of experience
and learning for sustainable living (Abstract)
Anders Szczepanski

This paper describes outdoor education as a thematic and interdisciplinary field of edu-
cation in the natural and cultural landscape arena. Through thematic studies and 
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activities in the landscape, outdoor environmental education tries to animate the often
abstract concepts of the disciplines, and thereby create a local, ecological, historic, phy-
sical and social sense of place among children, students and teachers (Dahlgren, L.O
& Szczepanski, A. 1997). Practical knowledge is mastered through authentic activities
in authentic contexts. An extended pedagogical activity in the outdoor space results in
a more vivacious educational perspective, in concrete environmental work departing
from direct experiences that will give the children, students and teaching staff unique
knowledge. The concept of outdoor environmental education acknowledges the impor-
tance of selecting an appropriate place for education as well as a technique or means
of learning.  In this setting students learn directly about the relationship of knowledge
to the physical reality of the place.  This is achieved through biochemical, social, and
cultural dimensions whereby that which is known has a past, present and future.
Through these means students learn about the key importance of relationships and
respect for the learning and teaching process.  This process begins with personal expe-
rience ”the soul in the soil” perspective and leads to deep questioning in the context of
landscape.  This is of great importance and acts as a norm supporting the structure and
base of environmental knowledge, and learning about recycling, water, air and soil with
children and youth.  Contemporary ideas of sustainable development in different
human fields of activity presuppose a deep and elaborate awareness of the conditions
for man´s interaction with the environment. Therefore we want to show ways to incre-
ase activities that visualise and clarify our relations with the landscape. Recent studies
point to evidence that more movable learning environments and daily physical activity
promoting health and preventing disease as diabetes, obesity, bone-weakness, and
stress syndrome caused by high levels of stress hormones because the impact of the
learning environment. There are some implications that pedagogy and health connec-
ted to the learning environment out-of-doors have an effect on environmental health.

This presentation is a reflection on learning in action, about my experiences from the
”extended classroom” in the context of teacher training university courses and how
practical environmental learning, in the out-of -doors is an important motivation factor
and starting point in cyclic thinking, responsibility for health and sustainability 

The didactic situation, the 'where, what, how and why' portrays learning as a part of the
landscaping process.  Thus outdoor environmental education courses try to shift the
perspective towards pedagogical diversity, sustainable learning through the landscaping
process.  Thus, landscape is defined by the surroundings of the body - what the indivi-
dual sees, smells, hears, feels, tastes and senses in the meeting with her/his environ-
ment.  Humans are in the world by means of their throbbing, acting learning bodies.
The mobile, sensing and creative relationship between humans and landscapes is 
called landscaping. Often an underestimated and hidden part of the learning process in
teacher training courses about environmental education. We need to see the new gene-
ration as messengers and not victims in, about and for the environment.
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Useful Websites

Centre for Outdoor Environmental Education
Linköping University Sweden
The wesite contains details of programmes at MSc and PhD levels, 
research and consultancy activities and a wealth of
useful information and links. 
http://www.liu.se/esi/ 
http://www.liu.se/esi/fmup/welcome.html

Edinburgh University - Outdoor Education Section
The wesite contains details of programmes at BSc,
MSc and PhD levels, research and consultancy activities and a wealth of
useful information and links.
http://www.education.ed.ac.uk/outdoored 

National Association for Environmental Education UK
http://www.naee.co.uk

Socrates, Comenius project 2.1 Outdoor Education- Authentic learning in the
Context of Landscapes 
Presentation and follow up of In service training courses as well as the project itself.
http://www.ode.kinda.se 

Technishe Universität in Berlin
http://www.tu-berlin.de/zek/wb/prjstart.htm

The Association of Nature Schools in Sweden
http://www.naturskola.a.se/english

The European Institute of Outdoor Adventure Education and Experiential
Learning
Develops theoretical foundations for the field of outdoor activities. Promotes alterna-
tive education and complementary education through the means of outdoor activities.
http://www.eoe-network.org/
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