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National Association of Field Studies Officers (NAFSO)
The National Association of Field Studies O fficers is the only organisation in the United
Kingdom which represents those professionals who teach field studies. NAFSO is an expanding
association with over 300 members, based at almost 200 Field Studies and Environmental
Education Centres in England, Wales, Scotland and Northern Ireland.
O ne of NAFSO ’s key aims is to promote quality field studies, both through its members’
work and at their Centres and through teacher’s work in schools. The production and dissemination of publications such as this is one of the ways in which NAFSO is working towards this
target.
The production of this book has been supported by the National Grid Company,
Hampshire County Council and the Environment Agency. NAFSO is delighted to have been
able to work in partnership with these organisations in promoting the case for field work
through the publication of this book.

For many years the Arts, Countryside and Community Department of Hampshire County
Council have been responsible for funding and delivering high quality, curriculum led fieldwork
and environmental education through its wide range of Centres, including Calshot Activities
Centre – one of the largest O utdoor Education Centres in the UK. As such, Hampshire has
always taken the view that the opportunity provided by such centres is critically important for
both the academic and social development of Hampshire’s school students.
At a time when the Government's agenda is focused firmly upon raising achievement
amongst all children, the role of the Centres becomes even more crucial. They provide a means
by which pupils can gain wide experience of study in the real world, offering the opportunity to
extend curriculum learning into exciting and challenging situations, thus motivating and
encouraging pupils to work at the limit of their abilities.
Hampshire is justifiably proud of the high quality of its Centres and their staff. Whereas
the evidence in the past for their impact upon students has largely been anecdotal, this NAFSO
book, ‘Raising Achievement Through The Environment’ now provides the confirmation that
their work does indeed have a highly positive educational impact upon children.
This is a message that Hampshire has long understood, but one that needs to achieve
national prominence. This publication is a great step in that direction, and one that we are
pleased to support.
Mike Wickenden, Director,
Arts, Countryside and Community,
Hampshire County Council

The place of fieldwork in the curriculum has always been a focus of intense debate amongst
teachers and educators. To the committed, the evidence of their own first hand experience of
working with young people in the field is proof enough of the wide range of personal, social
and curriculum gains that it stimulates. To its opponents, though, fieldwork is inefficient and
expensive, taking pupils away from ‘real’ learning in the classroom, exposing them to risk, and,
at worst, is little more than a ‘jolly’, an opportunity to have a leisured day (or week) out of
school. For most in education the case for fieldwork still needs to be made. Globally, of course,
education operates in an environment in which accountability in terms of both resource allocation and the pursuit of high achievement in performance indicators such as public
examination results is the dominant pressure on managers and policy makers. As environmental educators, therefore, we have to be able to demonstrate that fieldwork is an effective way of
achieving a wide range of substantial learning benefits for young people, not just in terms of
their knowledge to support Geography and Science examination requirements but also to
develop personal and social skills and generic intellectual skills which are transferable throughout the curriculum, such as ‘planning’ and ‘thinking skills’.
Using diverse learning and teaching strategies is an important component of effective
learning for children. Fieldwork is important as an alternative to classroom based work, of
course, but it is in the wide range of strategies that can be used within fieldwork that its stimulation lies. Historically we can identify phases when particular approaches to fieldwork
dominated – the ‘look and note’ Cook’s Tour era; the quantitative era, when the main aim was
to measure, record and analyse through, for example, land use mapping, traffic counts or river
form and process measurements; and, most recently, issue-based field enquiry, collecting
evidence to investigate alternative views of, and solutions to, people-environment issues such
as alternative supermarket sites, visitor honeypots or traffic relief schemes. We now recognise
that a good fieldwork curriculum will encompass all these approaches, building in a progression for children that develops skills for individual enquiry, projects and learning. Young people
experience a wide range of learning and teaching approaches through fieldwork, therefore.
These skills are generic skills, too. Numeracy, literacy, communication skills and the use of
ICT are strongly transferable and cross-curricular. Perhaps even more important still, though,
are the high order intellectual skills that recent research shows are promoted through fieldwork
– analytical skills, problem-solving, planning and the whole gamut of thinking skills. Research
in Science and Geography (e.g. Adey and Shayer, 1994; Leat, 1997) has shown that promoting
thinking skills can lead to significant enhancement of pupil achievement, and that these gains
are transferred across the whole curriculum. We now recognise that fieldwork strongly
supports the development of thinking skills (Foskett, 2000).
A key aim of fieldwork has always been the enhancement of pupils’ knowledge of
Geography or Science, based on the assumption that this is improved by learning first-hand
and by applying concepts and testing ideas in the real world. There is now an increasing body
of research evidence, examined within this book, that such ‘cognitive gain’ is increased through
fieldwork in comparison to learning in the classroom. But fieldwork is about much more than
‘learning about’ Geography, Science and the Environment. It is about ‘learning through’ and
‘learning for’ the environment, too.
In the 1980s Peter Smith identified the importance of both the personal and social
learning in fieldwork and its contribution to physical education, in the widest sense of the
phrase. The opportunity to develop independence, teamwork, confidence and responsibility is
clear, and this personal growth has many impacts on young people’s affective learning; i.e.
their development, re-working, reflection on, and embedding of personal attitudes and values,
and their understanding of the attitudes, values and ethics of others. Ask young people about
fieldwork and their dominant memories are of these aspects of their learning, and the recognition that change can occur very rapidly indeed in the context of the challenge of fieldwork.
More than this, though, this personal development has strong and reinforcing links to more
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straightforward curriculum aims. These experiences provide frameworks for understanding
and learning environmental ideas and concepts that embed them in young people’s minds
much more effectively than classroom based learning, however, creative and dynamic that
class learning may be.
‘Learning for’ the environment is of no less importance. While the fashionability of ‘environmental education’ has risen and fallen over the last few decades, education for
sustainability is now to be found within the educational aims of many countries through a
commitment to the Rio Declaration and Agenda 21. This is tied in to ideas of political and
social awareness and participation by young people, encompassed to some extent in the UK in
the development of ‘citizenship’ as a component of Curriculum 2000. Curriculum 2000 has as
one of its aims that pupils should ‘develop their awareness of and understanding of, and
respect for, the environments in which they live, and secure their commitment to sustainable
development at a personal, local, national and global level’. Fieldwork confronts young people
with such key issues in citizenship, and provides a vehicle for promoting participation in the
future of the communities and political systems of which they will be part.
The case for fieldwork is a strong one, therefore, and is now based not just on the proselytising of committed fieldwork enthusiasts but also on the objective evidence of research and
on inspection evidence from bodies such as O FSTED. This evidence is emerging just at the time
when policy makers in national and local government and educational leaders in schools and
colleges are striving to find ways of raising pupil achievements even further. This publication
from NAFSO provides strong evidence for fieldwork professionals, teachers and advisers to
present the evidence for the role and value of fieldwork.
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A summary of key points

Preface

The following is a short list of bullet points summarising the main conclusions that emerge from
this publication. The list is not exhaustive, but is intended for use by readers who might need
concise points to be made available in support of fieldwork and field centres.

This occasional paper arose as a direct consequence of the 1999 NAFSO conference in
Norfolk. From discussions amongst colleagues, then and now, it has become very clear that
many centres are under threat, particularly of closure, from individuals (county education
officers amongst them) who argue that there is no hard evidence that fieldwork has any
positive academic benefits upon pupils. Current government policy is aimed squarely at
improving the performance of schools and the achievement of pupils, and in the popular mind
this equates to success in tests and examinations. Consequently, the argument runs, ‘we’ need
to put our money into mainstream provision because, in terms of raising attainment, that is
where the difference will be made. However, this is a misinformed argument. A large amount of
evidence does indeed exist for the positive influence of fieldwork upon learning – understanding and skills in particular – carried out in centres. And, increasingly, this evidence suggests
that, far from being of minor significance, centre based fieldwork, in conjunction with good
classroom practice, does actively ‘raise attainment’ beyond that possible in a classroom
context alone.
This document aims to present the evidence to support the argument for colleagues
who require rigorous evidence to support the work that they are doing. Specifically, the
focus will be on the ‘academic’ consequences of undertaking fieldwork. This is not to suggest that such consequences are the only or the most important outcome element of a field
experience. O n the contrary, the degree to which fieldwork represents ‘emotionally engaged
learning’ is fully explored by many writers including, recently, Kwok Chan Lai (1999).
However, it is the academic element that has received least attention in recent years, and
the one that may be of most benefit to Centres in the current climate. In arguing the case,
the document tries to present a complex summary and analysis in a readable form.
However, in order to ensure that the conclusions carry academic validity, it is necessary to
use a format which includes the use of some academic language. O ur hope, however, is
that a degree of academic rigour will ensure that the data and the conclusions drawn from
it may be quoted and used with confidence by readers who need to argue for the significance of field work.

◆

Pupils involved in fieldwork gain strongly in terms of self-confidence. Field centres provide
tasks based on the reality of the environment. Centres provide the first hand experience of
reality in all activities.

◆

Real tasks that necessitate co-operation aid the personal development of pupils,
enhancing qualities of leadership, perseverance, reliability, initiative, co-operation and
confidence, pupils become motivated.

◆

Pupils are often highly motivated in the different surroundings out of doors, and by investigating reality. This results in substantial benefits to learning.

◆

Fieldwork in new and unfamiliar surroundings creates events and images that significantly
enhance long-term memory recall, knowledge and understanding.

◆

Such fieldwork must, however, be carefully designed and structured to be effective. With
poorly designed and implemented fieldwork there is a great danger of the ‘novel’ or new
environment distracting pupils from their planned learning.

◆

Preparation by specialist teachers, experienced in outdoor education, is therefore very significant to the creation of positive, effective and safe learning outcomes in the outdoors.
Such staff exist predominantly in field study and environmental education centres.

◆

In the most positive situations learning through centre based fieldwork results in pupils
going beyond low levels of learning outcome such as knowledge recall, to a point where
they begin to think critically.

◆

Fieldwork provides a bridge to this higher order of learning outcome. Pupils who learn in
the outdoors, undertaking real tasks that are self-motivating, learn at enhanced levels
compared to pupils who learn only within a classroom context.

◆

Government policies are currently targeted at raising standards for all pupils. In practice,
this can only be achieved if pupils are able to think and learn at higher order levels. Pupils
have to move beyond simple knowledge recall to a point where they can apply knowledge,
hypothesise and think critically. “…the potential of fieldwork for enhancing thinking skills is clearly
considerable ...” (Kent and Foskett, op. cit p. 188).

◆

Field centres provide the ideal conditions for all pupils to be given the opportunity to think
and learn at higher order levels, and to apply their skills to wider arenas of problem solving.
Centres provide for an holistic approach to education which is normally not available in
the context of a normal school environment, an approach which reinforces the development of thinking skills and maximises both academic and social/personal outcomes.

◆

Field centres complement and extend school-based learning.

◆

(Fieldwork) is not just an end in itself, to be learned for it’s own sake – rather we see it
as a vehicle to assist the development of the capacity to learn
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❝ The whole

experience is so
invaluable,…
it helps motivate
children
throughout all
aspects of the
National
Curriculum ❞

(Key Stage 2 Teachers,
Nottingham)
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❝ One thing that
may be of interest is
the fact that at our
centre we offer
NVQ level 2
Environmental
Conservation to
unemployed
students. A large
number of these
students had no
qualifications
despite all their
years of formal
education. But,
after six months
with us they had
NVQ level 2
(or units towards)
and 40 per cent of
our leavers have full
time jobs. So, Field
Centre based
provision does make
a difference
❞

(Centre Head, E
London)

Introduction
It has long been felt generally that outdoor adventurous education is capable of having significant effects upon affective learning (the social and personal dimension) of pupils who take
part in it (Barber, 1993; Berry, 1993), and in her introduction to the 1999 NAFSO journal,
Rosie Edwards notes that field centre teachers “...would like to think that...there will always be a
place for field studies for we all recognise its value ”, (Edwards, 1999, 3). That may be true but,
although field work is often seen as a “good experience” by teachers (Fido and Gayford, 1982),
there is apparently little objective evidence to support the view that fieldwork is educationally
valid in a wider cognitive context. In the current climate, where government objectives in
education and financial constraints upon Local Authorities combine to create pressures and
threats for centres, that often leads to the view that field centres are a “ peripheral provision ”
(Lewis 1999, 4) within the education system, and thus one of the first areas to be cut.
What centres often lack is hard evidence of real academic gain for pupils through
fieldwork. This evidence has to be objective, and able validly to reveal that centres impact upon
pupils socially and personally and, at the same time, positively aid the academic development
of the student. In essence, we need to argue that field centres have the capacity to ‘raise attainment’ amongst school pupils, and this paper is presented with that aim. Far from there being
little evidence to support the educational benefits of centres, there is a large body of research
back to the early twentieth century. This paper will present a synopsis of the most recent
evidence, together with the results of recent research which shows that work in field centres has
the capacity to allow pupils to operate at levels of learning higher than those attainable within
the classroom alone, thus significantly enhancing achievement. In particular, it is argued that
fieldwork may have broad significance in the context of those interventionist policies, constructivist in nature (Driver and Bell, 1986), proposed by the CASE project in science (Adey and
Shayer, 1994; Case, 1996), and, more recently, the work undertaken by David Leat on
‘Thinking Through Geography’ (Leat, 1996; 1998). In that sense, fieldwork pedagogues may
have relevance far beyond subject boundaries. As a consequence, this document will provide
evidence to argue for centres to be viewed as a central and integral part of education provision.
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lines, and were dealing with aspects of coastal processes and landform creation. Five working
hypotheses were set up dealing with the effect of fieldwork on short and long term memory
retention. Achievement tests were given to all pupils immediately following and twelve months
after the work. Results revealed that the groups involved in both types of fieldwork scored
better than the control group on initial learning, which involved the identification and
formation of features such as caves, arches and beaches, but that in retention of information
over time the ‘active’ field treatment showed a statistically significant superiority over the
others (Mackenzie and White, op. cit. 623). This appears to show that active episodes
involving the individual, such as getting wet during fieldwork, remind the pupils of the field
work activities, triggering memories of specific important learning. Mackenzie and White
postulate that this provides support for a model concerning long term memory, proposed by
Gagne and White (1978), that deliberate efforts to interlink ‘episodes’ with knowledge will
increase the cognitive value of learning. Gagne and White explain this assertion by reference to
the impact of active experience upon memory retention and recall compared to the effects of
simply following didactic instructions.

“ We consider it likely that a valuable distinction exists between the memorial representation of
‘first this, then that’ (an event sequence) and the representation of ‘first I did this, then I did
that’. The latter is what we mean by an ‘episode’ ”.
(Gagne and White, op. cit. 195).
They continue by suggesting that the more unusual or eventful the episode is the greater
the chance that it becomes the key to unlocking linked memories of a cognitive nature.

“ Participation of a student in any activity is not sufficient to guarantee that he will process his
experience to form an episode of any permanence. However, it is a reasonable presumption that
active, colourful experiences are more likely to result in episodes being stored than are passive,
dull experiences”.
(Gagne and White, op. cit. 201).
Crucially, they stress that the episode has to have a significant link to the academic

❝ I think it’s the

seeing of the real
thing rather than just
from a book. It
makes more
impression upon
pupils at the time. It
jogs their memory.
I also think the way
the whole week is
operated during
residential fieldwork,
where if you want an
extra few minutes to
finish, gives you that
flexibility.…
I can’t see how you’d
get them working
at 5.30pm at
school!

❞

(Key Stage 2 teacher,
Hampshire)

Evidence from past research
Although it is often suggested that research into fieldwork is limited and recent (Humphreys,
1987, 28), a reading of bibliographies from studies in the late 1950s and early 1960s reveals at
least fourteen published works prior to 1960 (Fink, 1977, 21). Many of these are based on
vignettes, somewhat anecdotal in nature, or often focused upon short duration (lesson length)
fieldwork. However, there is a body of research from the late 1970’s which has looked at a
variety of longer field experiences of both a ‘day use’ and residential nature. It is the conclusions of this work which have most relevance to those involved in field studies, and the most
useful of this is presented below.

Exemplar one – The impact of active ‘day’ fieldwork:
Implications for long term memory recall
A major study, undertaken in Australia by Mackenzie and White (1982), evaluated the impact
of fieldwork upon long term memory. Three different methods of teaching and learning were
applied to 141 pupils, split into three groups. O ne group acted as a control, working only in
the classroom. The second undertook ‘passive’ fieldwork of the ‘Cook’s Tour’ variety (where
students are told everything about what to look at and record), and the third were involved in
‘active’ enquiry based fieldwork, which also involved a number of memorable or unusual
personal events, (referred to as episodes), such as wading through mud (Mackenzie and
White, op. cit. 628). All three groups were dealing with an identical geographical topic, coast-
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knowledge, skills or understanding it relates to. There must be a meaningful focus to the
episode from the pupils point of view, and this requires careful structuring and teaching by
experienced practitioners. They conclude by suggesting that;

“ Our model ... suggests the possibility that a direct effort to ensure the formation of episodes
and images might be found to have a substantial pedagogical value”.
(Gagne and White, op. cit. 213).
Q uite clearly, there are implications for the quality of teaching staff required to deliver
such an experience, and we argue that dedicated field centre based staff are in the best position
to create the ‘episodes’ required for maximum long term memory recall.

Exemplar two – Fieldwork in a ‘novel’ setting:
The importance of preparation.
Novel space (ie: unusual settings for pupils to work in) has been identified as an issue for
debate in the ‘outdoor and field experience’ by Falk and Balling (1982), who considered that
such space can make “pre-emptive demands on the learner,” (p.23) thereby negatively influencing the quality of academic learning as pupils spend “... (a significant portion of time) in a novel
environment uninvolved in any structured learning activity.” (Falk and Balling, op. cit. 23). Their
view is that to be successful in terms of academic learning, there has to be careful preparation
for the novel space and that fieldwork that is rushed, ad hoc, poorly planned or lacking
structure will not achieve its aims. This concept of novelty space was further considered by
Orion and Hofstein (1994). They concentrated upon 296 fourteen to seventeen year old pupils
in Israeli High Schools, carrying out a single day geological field activity. All of the pupils did
the same basic field work, but were divided into three groups and underwent different preparations for the fieldwork. O ne group was prepared cognitively, psychologically and
geographically for the ‘novel setting’ in order that its ‘novelty’ became muted. Another was
prepared only cognitively, and the third had no real preparation at all. Their results revealed
that the fully prepared group achieved a greater increase in learning after the
fieldwork compared to the others, a finding that they attribute specifically
to the psychological preparation for the ‘novel setting’. Thus their conclusions were similar to Falk and Balling (op.cit) that ‘novelty value’ can be
detrimental to learning, and that careful preparation of the pupils is a
primary factor in learning achievement. In essence, they consider that pupils
carrying out fieldwork without adequate preparation from skilled teachers
took longer to settle down into the mode and location of learning, so that
their understanding and skills were not as good at the end.
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Exemplar three – The social context:
The impact upon affective learning
Research that specifically assesses learning related to attitudes and values (affective learning)
through fieldwork is not widespread. Much of what is available is focused upon outdoor
education in a broader sense, rather than on fieldwork. O ne of the biggest and earliest works
to include environmental education is reported by Ford (1981). The study was undertaken by
the U.S. Forest Service at Pocono Environmental Education Centre (P.E.E.C.) in Pennsylvania
in 1977 (McCay, Gansner, and Padalino, 1978). Nine questionnaires were designed to
measure attitudes and awareness amongst pupils and adults using the camp between 1976
and 1977. Pre and post camp surveys were carried out on over 1500 people. The results
suggested that an extended (seven day) programme produced strong affective benefits. Ford
suggests that:

“ A reasonable working hypothesis would be that people engaged in real tasks that necessitate
co-operation ... will form more interpersonal social interaction skills and more positive feelings
towards others”.
(Ford, op. cit. 220).
The impact of such attitudinal changes upon cognitive learning is not clearly discussed,
and the survey did not specifically collect data in this area. Neither was there any attempt to
assess the strength or longevity of the reported changes. However, it is clearly indicated that
affective learning is positively enhanced by an outdoor education experience.
The above research focused upon residential courses, but similar conclusions were
reached by Kemp (1986) who looked at a range of field provision including day centres. He
readily identifies the fact that “ ... most teachers and instructors working in outdoor education feel
strongly that the potential benefits ... for students are considerable (but) ... most (of these views)
are based upon ... informal subjective impressions” . Kemp used case study methodology – interviews and participant observation – to evaluate the personal, social and academic effects of
residential and day environmental education for both primary and secondary age pupils in
Dorset. His primary conclusion was that “the value of the experience is most evident in personal
development, with some academic benefits as a
consequence” . However, Kemp’s study does not actively
pursue the issue of academic gain with any clear methodological structure, and it is reasonable to assume that his
reliance upon observation and interview techniques
would preclude any specific objective data in this area.
A more recent study is that reported by Harvey
(1991). Among his key objectives he attempted to :

“Field trips can be successful as an instrumental strategy and can create a
positive learning environment, provided that pupils are prepared adequately
and have a clear knowledge and understanding regarding the objectives and
activities of the field trip”.
(Orion et al, 1997. 169).

◆ describe and analyse what was being done in the
name of ‘fieldwork’;
◆ compare the match between stated objectives for
fieldwork and actual practice.

This research is relevant to those involved in field teaching in a number
of respects. Firstly, it highlights the importance of different learning environments as a means to enhancing achievement. Secondly, they identify the
significance of teacher preparation. This involves the teacher at school who
will need to prepare pupils for the new environment, but more specifically
the specialist field centre tutor who is best placed to develop the experience,
the structures and the learning tasks to the level required to make maximum
use of the ‘Novel Space’ in which the work takes place.

Using ‘ Case Study’ as his primary approach, Harvey
carried out participant observation and interviews with
eighty-two British ‘ A’ Level students, their teachers and
the field tutors associated with an ‘A’ level field course
held at a Field Studies Council (F.S.C.) centre. Students
and teachers also kept personal diaries and, in addition,
Harvey had access to end of year internal examination
scripts completed by the students some time after the
field experience. As a means of identifying academic
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improvement, Harvey’s methodology leaves many questions unanswered, but in terms of
broader learning his overall conclusion, with regard to the specific course that he observed,
was that the biggest impact was upon affective learning:

“ Fieldwork is seen to be most valuable in the affective domain, producing self and subject motivation through ... self concept enhancement ... “.
(Harvey, op. cit. ii).
In essence Harvey is suggesting that students’ self confidence grows in terms of investigating ideas for themselves, improving attitudes towards learning, and that the success generated
gives rise to greater motivation and interest. However, Harvey does not assess the degree of
academic success achieved.
Harvey’s work illuminates a process of learning that is extremely complex in its operation.
It is very clear that the affective learning processes amongst students on a field course are identified as highly meaningful by the students. O nce again it is possible to point to the relationship
between this view and those of Gagne and White (op. cit) and Mackenzie and White (op. cit)
concerning the importance of episodes as bridges to the development of higher level thinking
within the cognitive domain. In this context one may view a key purpose of the episodes as
being the creation of emotional involvement. This then leads us to research that more specifically targets the issue of how such involvement may be harnessed to achieve improved
academic attainment.

Exemplar four – Reinforcement through fieldwork

Caption copy goes here
in this style

There is an indication in many pieces of research, and not just from fieldwork, that if academic
(knowledge, understanding and skills) and social (motivation, commitment) learning are
structured to take place together, they reinforce each other (Woods, 1993). If pupils enjoy,
engage with and are motivated by an activity, then the academic outcomes are stronger. This
theme of cognitive- affective interaction in fieldwork is given credence by Kern and Carpenter
(1986). In a carefully designed quantitative study they attempted explicitly to address the issue
of affective as well as cognitive learning. They carried out a short (two hour) controlled exercise
on seventy eight college (16 year old) pupils in the U.S.A. The pupils were considering geologi-
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cal structures and biogeographical aspects of an upland area. O ne group carried out fieldwork
whilst a control group was exposed to the same topic through a classroom exercise. Cognitive
learning was specifically targeted for assessment using aspects of the taxonomy produced by
the educational psychologist, Bloom (Bloom, op. cit.). This was used to evaluate the degree of
learning enhancement indicated by pre and post testing. Results revealed no significant difference between the two groups’ test scores at the lowest levels of the taxonomy (simple recall of
knowledge) but for levels above this, involving comprehension, analysis, synthesis and evaluation, t-test results showed a statistically significant difference. The group who undertook
fieldwork were able to recall and identify plant types, areas of growth and other factual information, but they could also use and apply the knowledge more readily to other situations
compared to the non-fieldwork group – anticipating, for example, where similar plants might
be found. Kern and Carpenter attribute their results to the effect of fieldwork in motivating
pupils to ask questions, look closer at their work and to appreciate the holistic nature of
processes in the environment. In summary, Kern and Carpenter suggest that the positive effect
of field work on the affective responses of the student towards the learning situation is of
primary importance. They posit the view that fieldwork “ ... (provides) a bridge to higher order
learning.” (Kern and Carpenter, op. cit. 182).
This view focuses upon the critical significance of the relationship between affective and
experiential learning. From their work, Kern and Carpenter conclude that they:

“ ... suspect that any instructional approach or technique that significantly increases the
affective response of students towards the learning experience and its content would also result
in higher order learning”.
(Kern and Carpenter, op. cit. 182).
It is clear that Kern and Carpenter do not prove any specific causal relationship. They do,
however, believe that their “ ... results ... strongly suggest such a relationship” , (Kern and
Carpenter, op. cit. 182). They argue that;

“ ... an increase in the affective responses of a student toward or in a given learning situation
leads to higher levels of motivation which, in turn, should result in improved learning”.
(Kern and Carpenter, op. cit. 180).
From the affective perspective the views of educational psychologists Bloom and
Krathwohl (1964) regarding motivation are equally apposite.

“Pupils are more likely to learn and remember material for which they have a positive
feeling ...”.
(Krathwohl and Bloom, op. cit. 57).
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❝ Well, the growing

up, the increase in
pupils’ ability to face
new situations
better and
confidently. And the
way that that
translates back into
the classroom for
many of them. You
can’t always put
your finger on it, but
with many there is a
difference – a
positive change in
their manner and
approach. With
some it doesn’t last
forever! But some,
it’s a real change
that lasts over the
rest of the time I
have them.

❞

(Key Stage 2 teacher,
Hampshire)
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Summary of Past Research
In conclusion, evidence is therefore available to show that affective learning is a by-product of
fieldwork, and that it is crucial to enhanced cognitive learning, but only if it is effectively
‘managed’ by the teacher, possibly in the form of an ‘episode’ (Mackenzie and White, op. cit.).
In many cases these episodes can be equated with aspects of affective learning (emotional
involvement, motivation, consideration of others, enjoyment), providing linkages which
engender increased understanding of the significance and meaning of subject specific
knowledge and skills. However, none of the research presented here attempts to investigate or
evaluate the processes by which these linkages occur, other than through theoretical conjecture based upon cognitive test outcomes. Each of the above studies has its own internal
strengths and weaknesses, but all present some evidence of positive impact upon pupils’
learning as a result of fieldwork experiences. In particular, some enhancement of cognitive
learning results from fieldwork that is based upon very practical, experiential approaches.
Passive fieldwork provides very little evidence of enhanced impact, and in the examples above
(Mackenzie and White, op. cit.), produce improvements that differ little from those achieved
within classrooms.
Additionally, in order for an effect to be noticed at higher cognitive levels, the fieldwork
requires some ‘extra’ dimension, in the form of an ‘experience’ which impacts upon the
student’s motivation to learn. However, simple or unstructured ‘experience’ appears to have
negative effects upon learning, and it is debatable as to whether simply ‘wading in mud’ by
itself will lead to enhanced outcomes. Thus the preparation of demanding tasks by the experienced teacher who knows the locations well is of primary importance. Both comprehension
and understanding (congruent with the Piagetian concept of formal operational thinking) are
seen to be positively affected by such an approach. In this context, therefore, research evidence
does indicate that active and well structured experiential fieldwork allows pupils to operate at these
critical levels. Several studies, (Kern and Carpenter,
op.cit; Mackenzie and White, op. cit.), also imply a
strong and critical link between the two primary
learning domains (cognitive and affective), and from
other research there is some indication that novel
and centre based outdoor education improves or
extends the nature of this impact. The concept of
cognitive/affective interaction is therefore raised,
and the possibility of a causal relationship mooted.
What is found, across the literature, is evidence that
cognitive outcomes can be positively enhanced, and
that meaningful learning processes are active during
fieldwork. What is not clear from previous studies is
the real nature of the relationship between cognitive
and affective learning. In order to approach this
theme, this paper now summarises recent research
which attempts to illuminate that causal link
(Nundy, 1998, 1999), presenting evidence for the
educational value of centre based fieldwork.
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A holistic view of the impact
of centre-based fieldwork
Research framework
The primary research aim was to explore the educational role and effectiveness of fieldwork
upon pupils at Key Stage Two. Specific objectives were to:
1.
2.
3.
4.
5.

assess the degree to which fieldwork activity is able to enhance cognitive learning amongst
Key Stage Two pupils;
illuminate the personal meaning of fieldwork to Key Stage Two pupils;
illustrate the nature of the links between affective processes and cognitive learning;
explore the pedagogical structure of effective fieldwork;
consider the potential for fieldwork to act as an agent for cognitive acceleration.

In order to achieve these aims the research adopted a methodological framework
advocated by Hammersley (1986, 1992), Firestone (1987) and Goodwin and Goodwin
(1992), which supports the use of relevant techniques derived from both quantitative and
qualitative paradigms. This was done in order that both processes and outcomes could be
considered simultaneously and holistically. In addition, the use of a variety of methods from
alternative perspectives greatly aids the establishment of methodological validity through the
opportunities afforded for related data to be compared from different sources (triangulation)
(Cohen and Manion, 1994).
In broad terms, aspects of academic outcome were assessed using quantitative instruments in a quasi-experimental setting, whilst processes leading to these outcomes were
evaluated using qualitative methods focused around a Case Study. Based upon this structure,
the research targeted a Year Six (ages ten to eleven) group from a Local Authority maintained
primary school. The year group comprised eighty-five pupils. Forty of these underwent a five
day field study course at a centre, whilst the remaining forty-five followed a normal school
week. The forty pupils visiting the centre were designated the ‘experimental’ and ‘case’ group,
with those remaining in school becoming the ‘control’ and a mirror to the case study. Because
of the non-random group selection, the research utilised the concept of a non-equivalent
control group (Campbell and Stanley, 1966). Pre-experimental sampling equivalence was
tested, confirming that ‘no significant difference’ in subject understanding, knowledge, and
attitudes to learning, was seen to exist between the groups prior to the research period.
In order to assess variations in cognitive outcomes between the two groups resulting from
the experiment, a single curriculum topic was chosen as an exemplar. This was a day’s work
focusing upon the geography of rivers at Key Stage 2 (DfEE, op.cit). In summary, this topic
offered pupils the opportunity to investigate, practically, aspects of the changing physical
(width, depth, velocity, bedload size) geography of a small stream from source to mouth. The
pupils worked in groups of four. After a brief introduction each group generated its own
hypotheses and methods. The groups were then taken to four points at increasing distance
along the stream, beginning at the source and ending at the mouth. At each point they carried
out their field measurements in as independent a manner as possible. Staff become involved
only when groups become very unsure of how they might proceed, or where safety was compromised.
Upon return the groups collated their raw results and produced a display to depict the
changing river. This involved the creation of graphs, diagrams, photographs, drawings, and
written comments. Finally, each group presented its conclusions to the others.
In order to ensure that the pupils at school were exposed to the same academic work on
rivers as their centre counterparts, it was necessary to carry out a classroom based teaching
session within the school. The forty-five pupils in the control group were split into two similar
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❝ Yes, the children

grow up and come
back more confident
within themselves.
Simon C., he’s in his
second year with me,
and he was very
quiet. Seeing him at
the Centre, he has
improved by leaps
and bounds,
certainly much more
confident within
himself. Most of the
staff (at the
Centre), the
children don’t know,
and if they want to
know something
they’ve got to force
themselves to ask. ❞
(Key Stage 2 teacher,
Dorset)
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sized sets. Each large set was then divided into five smaller teams in order to pursue the topic,
thus mirroring the grouping of the experimental subjects at the centre.
The teacher taught identical lessons to both sets of the control group. The time allocated
for this is an important issue, in that the experimental group were given a full day (some six
hours, excluding lunch and breaks), whilst the control groups had only three hours to carry out
the work. However, the total classroom time given to the control group was identical to that
given to the experimental group, where the introductory period lasted approximately one hour
and fifteen minutes, and the follow up session about one hour forty-five minutes. Although the
experimental group had a full day to work in, the additional three hours was spent upon the
practical fieldwork, including approximately forty minutes spent travelling between sites. This,
it may be claimed, is the only significant difference between the topic as presented at the centre
and the topic presented at the school, and is the field element that formed the cognitive subject
of the research. It may well be contended that the additional time spent on this aspect constituted a period of greater exposure to the pertinent curriculum tested by the post test than that
received by the control group. This extra time was undeniably present. However, it must be
emphasised that great care was taken to create equivalence between the classroom based
sessions for both groups. The time spent in the field by the experimental group involved no
additional theoretical discussion. The pupils were practically focused. This was the crucial difference between the two treatments. It may be argued that the control group should have had
an identical number of hours to the experimental group, in which case they would have had far
more emphasis upon the classroom elements of the topic compared to the experimental set. In
such a case, greater bias would potentially have resulted towards the control group.
Although the above issue is of primary significance, there are other aspects arising from the
practical implementation of the operational procedure which may also have an impact upon
the results of the experimental treatment. Specifically, although the work delivered at the
school was identical to that undertaken at the centre, the following exceptions require noting.
◆

The river’s name was changed on all the worksheets to that of a stream local to the school
so that pupils might identify more effectively with the work they would be asked to do.

◆

Pupils were presented with the scenario that they might be asked to investigate changes
along the river, and thus had to consider the methods they could use.

◆

O nce they had discussed and agreed the methods between themselves the pupils were
asked to practically demonstrate, in the classroom, how they would have carried out the
measurements. Tapes, metre rulers and other ‘props’ were available for their use.

◆

At the point in the work where the centre based pupils would have collated their results,
the school based group were presented with a series of ‘prepared’ data results which they
then had to collate.

◆

Pupils obviously had no first hand visual impression of the river upon which they could
base their conclusions regarding human impact. They were therefore shown photographs
of a number of locations along the river to enable some element of this assessment to take
place.

In all other respects the topic content, the way the pupils progressed and the end product
were as identical as possible to that experienced by the experimental group.
O utcome variations following this learning activity were measured by testing pupils before
and after their respective experiences using two separate test papers on each occasion. A
multiple choice paper was designed to test knowledge acquisition (concrete levels of achievement) whilst the second paper required longer answers and was intended to assess the degree
to which pupils were able to demonstrate higher levels of understanding and skills (work at
formal operational levels, in Piagetian terms) (Sutherland, 1992).
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Affective outcomes were measured using the same pre-post test design, utilising a preexisting measure of ‘self concept’ (self esteem), the Self Descriptive Q uestionnaire’ (S.D. Q .)
(Shavelson and Bolus, 1982). This asked pupils to respond to a range of personal questions
related to learning during the experimental period. The version employed was a modified
instrument developed for younger pupils by Tashakori and Kennedy (1993). This divides self
concept into eight sub-scales – four with inherent ‘academic’ constructs, and four ‘nonacademic’. Pupils’ responses were entered on a ‘likert type’ four point scale. This instrument
allowed a statistical assessment of the impact of the learning upon the interest/motivation and
growth in confidence of those who undertook field studies compared to those outcomes identified for the control group.
Instrumentation adopted within the case study framework was of the style referred to as
“Diary- Interview” (Zimmerman and Weider, 1977). Pupils at both the centre and school were
asked to keep a detailed daily diary. Given the age of the pupils, a booklet style format was
created which focused pupils upon broad areas for comment covering aspects of what they
had learned, academically and socially. The diaries were then analysed in order to identify a
number of individuals for a “Focused Interview” (Merton and Kendall, 1946). This diaryinterview technique was tightly linked, with the diary not only providing data by itself, but also
generating questions for the subsequent and more targeted phase, the interview. Together they
were used to obtain phenomenological data on the perceived meaning, to pupils, of their experiences during the study period. This, in turn, illuminated processes operating during that
period.
As a result of this methodological structure, it was possible to explore the outcomes and
processes related to the field work context, and the relationship between the two.

Findings
Analysis of ‘outcome’ data
Following analysis, statistical assessment of the results of the post test measurements
(Appendix 1) permitted a number of critical conclusions to be reached concerning the
effects of the learning experience. ‘Within groups’ t-tests revealed statistically significant
improvements in cognitive outcome for both the experimental and control groups
(Appendix 1), with both groups showing improved levels of knowledge recall and understanding. Thus, both fieldwork and classroom pedagogies were capable of extending and
consolidating pupils’s learning. However, when subjected to a ‘between groups’ t-test, the
experimental group was found to have achieved significantly greater positive improvement
when compared to the control group (graph 1). In particular, the differences between the
groups were most marked in the test dealing with understanding and skills, where centre
based pupils out-performed the school based group by a factor of four. Consequently,
fieldwork pedagogy is potentially more likely to lead to significant positive cognitive learning
outcomes. In particular, field pedagogy has a marked impact upon higher order skills. The
fieldwork students were able to explain convincingly the processes and relationships at work
in the river, whereas the classroom group managed only to describe the results.
In terms of self concept, “within groups” data showed the experimental group to have statistically increased their score over the experimental period (Appendix 1). A fieldwork course
leads to improvement in self perception. Conversely, the control group data revealed no statistically significant results, thus leading to the view that a normal school experience may not
necessarily lead to broad affective learning within the time limits imposed by the experiment.
As a result, ‘between groups’ tests revealed the experimental group to have achieved a statistically significant increase in Self Concept over the control group. It is argued, therefore, that
fieldwork allows for greater affective learning than a formal school environment (Graph 2).
However, upon closer inspection, the data revealed that a large proportion of the experimental
group’s Self Concept improvement, which included feelings of confidence and personal development, can be accounted for by the ‘academic’ construct within the test. The data shows that
the experimental group pupils ‘gained’ primarily in perception of their academic potential and
ability, rather than just within the personal and social relationship dimension. The control
group showed little change in either construct, with little apparent pattern to the data.
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❝ Pupils will come

up more readily, in
maths or something,
and ask, ‘can you go
over this again?’ It
filters through on
everything they do in
the classroom. ❞
(Key Stage 3 teacher,
South Yorkshire)
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Graph 3: The relationship between Self Concept and Cognitive Outcome for the Fieldwork group.
The line suggests a strong link and the potential for causality
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In conclusion, analysis of the quantitative data supports the view that fieldwork experiences can lead to greater cognitive and affective learning outcomes than classroom based
activities. Additionally, it is argued that affective and cognitive learning are related, perhaps
causally. The possibility exists that as pupils develop confidence, particularly in the academic
sphere of their Self Concept, they actually do learn more fully in the cognitive domain. In order
to address the issue of why this might be the case, it is important to consider the processes that
operate during the learning experience in question.

Graph 2: Self Concept gains of Field based group over Classroom based group
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Graph 1: Cognitive gains of Field based group over Classroom based group

1

Analysis of ‘process’ data.
Following ‘cluster’ analysis (Hycner, 1985) of comments made by pupils during the diaryinterview process, a framework was developed for analytical purposes. Three broad themes,
each divided into three ‘clusters’ of pupils’ responses, were identified (figure one).
Figure 1: Cluster and themes of meaning within qualitative data generated during a field
course
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The relationship between changes within both cognitive and affective data was explored
via the use of Spearman’s Rho. Statistical treatment revealed a series of significant correlations
at varying levels within the data for the experimental group. Consequently, positive correlations were shown to exist between the experimental group’s cognitive score and their ‘full’ Self
Concept result (graph three), and between the cognitive score and the ‘academic’ component
of the Self Descriptive Q uestionnaire test. The stronger the improvement in academic self
concept, the greater the improvement in cognitive outcome. For the control group, no relationships were shown for any of the S.D. Q . scales, even when hypothetical anomalies were
removed from the analysis. It was initially concluded that positive changes in affective learning
appear to lead to positive changes in cognitive learning within a fieldwork setting, but not necessarily in a school based context.
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Theme one – ‘The framework for meaningful learning and self development’.
Pupils clearly identified a physical and psychological framework within which cognitive and
affective learning takes place. This framework was defined in terms of the ‘Location’ in which
the experience occurred; the overall ‘Structure’ which bounded the experience; and the ‘Key
memory episodes’ that derived from the experience. O f these clusters, the latter was seen as
being of primary significance as evidenced by the number of references made by pupils that
were placed in this category. Pupils at the centre were able to recall, readily, novel events that
happened during the week, such as the times they got wet or muddy.

“I remember lots about the river work. Trying to do the flow and trying to walk straight across
the river ... We got totally drenched. The water came straight over our wellies ... I took more
notice because it was more fun”.
(Centre student, Nov. 1995).
For these pupils, the unusual nature of the event created an imprint upon their memory – a
strong initial reference point which permitted the recall of additional images and information.

“You remember you had fun and you remember what you were doing at the same time. And you
can remember the things, like what happens to the river, like it changes and gets bigger”.
(Centre student, Nov. 1995).
This contrasted markedly with the data from the school based group, where key episodes
were either not seen to develop, or were insufficiently bold to attract real meaning. In
summary, the data revealed an emphasis upon remembered events and images to which pupils
attached great meaning. The strength of these memories appeared to rely upon the degree to
which the event lay outside the student’s normal frame of reference. The more unique the
episode, the more likely it was to act as a trigger for the recall of other information – specifically, the knowledge and information related to the geography of rivers (see next section). For
the Centre group, these occasions focused largely upon ‘having fun’ – specifically, getting wet,
which then led them to further details, many of which became academic in nature. For the
school group, memories of events were extensively weak, focused more upon after school
episodes and the peer interplay which was seen as a normal part of their framework. As such, it
held little academic meaning – pupils were able to recall less of their learning about rivers
because the conditions were less exceptional.
This cluster of relevant meaning, allied to that identified with the physical ‘Location’ and
‘Structure’ bounding the experience, is seen as providing a meaningful context in which specific
cognitive and affective learning takes place.
Theme two – ‘The development of meaningful learning’.
The cognitive dimension of their experience was identified by pupils in three separate clusters
of meaningful comments. O f clear significance were the ‘Learning Strategies’ used to organise
and structure learning. Within this the pupils found meaning through four main themes:
◆
◆
◆
◆

an identification of the importance of practical or experiential learning strategies;
a recognition of the role of ‘discovery learning’;
a suggestion that certain learning styles lend themselves to the creation of key episodes,
offering mutual reinforcement;
an indication that group work had a positive cognitive as well as affective role.

In essence, the Centre group identified the importance of ‘active learning’ as being critical
to successful learning.

“I learned more because we actually got out there ...”.
(Centre student, Oct. 1995).
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“Doing it (at the Centre), you learn more ‘cos you get to see it (the rivers’ changing channel
shape, meanders and flow), what actually happened to the river. That’s better because it puts
pictures into your mind”.
(Centre student, Nov. 1995).
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This link between a style of learning and a clear memory of events and the geographical
study, is quite striking. Additional clusters of meaning related to ‘Knowledge’ and ‘Skills’
highlight the depth of subject improvement. This data indicates a strong seam of accurate
recall and understanding from the Centre based pupils. This was true of both the understanding of what they set out to do (the data collection process) and the results obtained (the
factual changes to the river). The school group, however, appeared to find little meaning in this
type of information, their comments being generally vague and lacking in detail or accuracy.
The overall conclusion was that, at a cognitive level, data derived from the diary-interview techniques fully supported the results of the pre and post test measurements. It was clear that
Centre pupils had not only achieved better test results statistically than the control group, but
that the process of learning had also held greater meaning for them.
Theme three – The development of self.
This theme identified those aspects of the affective processes which held meaning for pupils.
The dominant cluster here revolved around the construct ‘Relationships’. Highlighted within
the data was the suggestion that pupils at the Centre were highly positive about peer relationships, particularly in the context of responsibility towards others and self motivation to learn.
Although having an identifiable impact upon social relationships, ( “I learned a lot (about
my friends)... especially in the dormitories” , (Centre student, Nov. 1995), living and working
together appeared to have more meaning in a cognitive context. There was evidence that group
working and social interaction amongst the case group lead to feelings of responsibility
towards others which had an impact upon the motivation to learn.

“Well, before the field course, if we had to do something, look at a picture or something, I’d just
have a quick look and write down a few things. Now I really look for details and things. ...
Because, I think, when I was measuring the river, the pebbles, I just picked them up and to start
with if it was, say, two and a half centimetres, I’d just say ‘two’ or something. Then I realised
that I had to get all the detail right because the others had to write it down
as well properly ... They needed me to do it properly for it to work”.
(Centre student, Nov. 1995).
Finally, there appeared to be some indication of the development of
an ‘academically serious’ ethos amongst the group at the Centre,
whereby they found importance in the work they were doing.

“I think I worked harder at (the Centre) because we were only there for a
week and we wanted to make the most of it, and do it all properly”.
(Centre student, Nov. 1995).
None of these strands were duplicated amongst the school based
group, who were more concerned with social and inter-personal
processes, often of a home-based nature. Comments relating to the
breakup of playground friendships, the latest TV programme and events
at home were overwhelmingly present. Learning at school featured in
very few diaries.
An additional cluster in this theme identified the social, physical and
academic challenges perceived by the Centre group. These challenges
had strong ties with memory retention, with the depth of meaning within

Caption copy goes
here in this style
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the challenges being connected, almost causally, with the strength of awareness of episodes. In
contrast, the school based group revealed limited awareness of any circumstances or processes
leading to personal growth.
A final cluster indicated the degree to which pupils ‘took control’ of their own learning and
environment, dealing with the challenges they faced. Although both groups used the same
enquiry based classroom structures, involving group work, stimulus materials, freedom to
develop ideas and hypotheses, a contrast is revealed between the Centre based group, who
found clear meaning in the identification of both affective growth (improved confidence, motivation, feelings of inclusion – being part of a group that is achieving) and academic
improvement, and the school group who perceived little positive change in themselves.

Synthesis
This brief summary of a highly detailed phenomenological analysis highlights the complexity
of data produced by the research. In essence, much of it overlaps and intertwines. To demonstrate this, figure two shows a composite descriptive model which combines the three principal
themes generated through the data clusters. At the centre of this a zone of synergy is identified.
It is at this point that the combined meaning expressed through each cluster and theme
converges. Here we may see the complexity of process interaction that takes place during a
period of learning. It is here that the field centre operates, and where cognitive and affective
processes combine within specific ‘Learning Frameworks’ to create an educational outcome.
Figure 2: Composite model of structure within qualitative data, generated during field work
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Implications of the research
for Field Centres
Earlier in this paper the work of the ‘Cognitive Acceleration in Science Education’ (CASE)
group was highlighted (Adey and Shayer, 1994) together with the recent work of Leat (1996)
concerning the ‘Thinking Through Geography’ (TTG) programme. These projects focus upon
getting pupils to “think about how they think” (Thomas and McGahan, 1997. 114). Although
initially grounded within specific subject areas, it is the intention of such programmes to
engender significant academic improvement across a range of learning. In essence the programmes are designed to improve achievement across subjects.
Such projects are primarily intended to operate in a classroom context, and there is much
evidence to suggest that they can be effective within those environments (CASE, 1996).
However, fieldwork provides an example of how attainment may be raised amongst pupils by
altering the framework within which they work, thus enhancing academic affective outcomes
(leading to greater confidence in one’s own abilities, motivation to learn) and, consequently,
levels of cognitive gain. The result of the data analysis indicates that field course frameworks
can lead to levels of learning beyond those which may be achieved using similar strategies in
classroom situations. Figure Three defines the structure and processes that may be required to
achieve this outcome.
Figure 3: A model suggesting an approach to the raising of achievement amongst school
students via the utilisation of Field Centre based learning
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Building upon pupils’ current knowledge and skills, specialist field staff construct a
carefully structured framework in which affective and cognitive processes interact within a
specific but unusual environment (the field centre and sites for investigation). These interactions produce a set of highly charged and meaningful affective outcomes which, in turn, lead to
enhanced cognitive outcomes. The enhanced academic outcomes have a positive effect upon
the student’s self concept, thus further bolstering cognitive outcomes. As a consequence, there
is a raising of attainment for the pupils concerned. The primary elements of the model have
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much in common with the stages set out within both CASE and TTG (Leat and Chandler,
1996). The role of real and practical work is highlighted in both, as is the need to access and
build upon existing knowledge amongst pupils (Constructivism). Pupils have to be presented
with ‘challenges’, be involved with group work and ‘talk’ (about what they are doing and in in
groups), and have the opportunity to control and re-construct their learning and thinking. In
essence, pupils are able to understand what they have to do and are doing, but are then able to
adapt as problems or issues arise, applying knowledge and skills in new situations. The pivotal
role of the specialist teacher is stressed in the careful preparation and structuring of the
learning experience. The principal point of departure is that the model on page 23 lays great
stress upon the affective dimension through the development of meaningful ‘episodes’ in novel
settings. As demonstrated, this element is central to the achievement of significant gain within
the cognitive domain for the subjects of this research.
Fieldwork has generally been concerned with a specifically geographical or
ecological/science focus, but it is here argued that it may possess the potential for a far
broader educational role. To paraphrase Leat, talking about the role of geography in the
primary school.

“(Fieldwork) is not an end in itself, to be learned for its own sake – rather we see it as a vehicle
to assist the development of the capacity to learn”.
(Leat, 1999, p.13)
Fieldwork structures have the capacity to enhance learning across a range of subjects.
Foskett (1999) and Kent and Foskett (2000) recognise this potential and refer to the role of
fieldwork in the development of ‘Thinking Skills’, noting that “ ... the potential of fieldwork for
enhancing thinking skills is clearly considerable...” (Kent and Foskett, op. cit p. 188).
In essence, the principal conclusion of this paper is that fieldwork should be seen as a
pedagogy indispensable to the current debate over raising achievement within schools. That
debate is about raising standards of pupils’ knowledge, understanding and skills.
Consequently, it may be argued that it is crucial for all pupils to be given the opportunity to be
exposed to the broad learning techniques and structures associated with fieldwork and field
centres. Fieldwork should be seen as a basic educational tool – a requirement within the curriculum – not just because it is an enjoyable means of studying geography or science, but
because it has the capacity to take pupils further, in a shorter time, than some other comparable teaching and learning strategies. In that sense, this publication has indicated the
fundamental importance of fieldwork, unarguably making the case that field centres and field
centre staff are a critical component of any attempt to raise standards amongst pupils. This is
a message which we need to ensure reaches the largest possible audience.
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