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Abstract

My thesis seeks to extend the field of researchdutational visits. There have
been many studies of the impacts of educationébyiargely drawing upon
guantitative data, such as pre-visit and post-sisiveys. This research, however,
focuses upon the evolving processes that occunglarresidential fieldtrip. In
this study | employ an ethnographic methodologgapture some of the
experiences of participating in a residential Gepyy fieldtrip. More

specifically, | undertake a case study of one paldr week at a Field Study
Centre, accompanying a group of thirty-six A le@&ography students and three
teachers. By adopting an ethnographic methoddlggyticipate in, observe and
recount some of the complex and multi-faceted egpees felt by the
participants. Participants also include five Fi8tddy Centre staff, who play a
significant part in the evolving relationships.ev@lop a conceptual framework
based around notions of community, exploring hosvekperience for
participants can be equated with belonging to goteary community. My
analysis is shaped around three recurring therpasgs relationships and
common experiences. Underlying these are issuesaoher power, conflicting

agendas and challenges to school norms.

| argue that the factors of space, informality,redeadversity, teacher control
and work all contribute to evolving community fewjs during the fieldtrip. |
also conclude that the residential experience delyiperceived as fun and

provides rich opportunities for social learning.
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Preface

This thesis represents the merging of three of rmymrofessional and
academic interests; Geography Fieldwork, Commuiitidies and Ethnography.

| can still vividly recall my first residential Ggoaphy fieldtrip to Llandudno, in
April 1986, as an enthusiastic lower sixth formdemt. On the first morning we
awoke to heavy and persistent rain but our teadheLaithwaite, assured us
this would not affect the itinerary. After breakfase piled into the minibus and
took the short drive along the coast to Old ColwAdter parking the bus in a car
park overlooking the sea (although we could natatt see too much due to
heavy cloud and very steamy minibus windows) weavigstructed to get our
clipboards out. Mr Laithwaite took out his noteboBlemarking that there was
no need to clamber out of the bus and get unnetdgssat, he proceeded to
dictate notes to us on the historical developmedtaban structure of Old
Colwyn, Colwyn Bay, Conway and Llandudno for weleo an hour — it actually
felt like several hours. We then returned to thesginouse and copied up our
notes into neat. This set the pattern for the vaekl remember thinking that
there must be more to Geography fieldwork than tR¢her memories include
the fake excitement at being allowed to have adjan the last night and the
dumbfounded reaction of Mr Laithwaite at the sighpupils eating raw onions,
in the style of apples, in order to disguise thelsof illicitly consumed alcohol
on their breath. For me, the social antics comgeddar the uninspiring
delivery and actually served to consolidate my jpas®r Geography.

As a Geography undergraduate | participated irsi@eatial fieldtrip to Wester
Ross, to study the biogeography of heaths and vaoddl but my first genuine
conversion to the power of residential fieldworkneaas a teacher. My first
school teaching post was in a challenging 11-18rohbomprehensive school
(the school actually came last in the county wieaglie tables were published
for the first time and this coincided with my fitsrm at the school in autumn
1992). With only one small GCSE class and no diatim Geography groups |

made it my mission to try and enthuse the Yeartddents sufficiently to create
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a viable sixth form Geography class. As well agsirg to inspire pupils about
my subject, | must confess to an ulterior motilfesuccessful this would give
me five hours of A level teaching, which | stronglyveted, whilst also
potentially reducing my contact with the more ugraihd disaffected key stage 3
pupils. The central feature of my strategy was dew&l induction residential
fieldtrip — a three day trip after the GCSE exaordiiterested students, with a
mixture of geography fieldwork and leisure actegi | hoped that enjoyment of
the experience would sufficiently motivate studdntstudy Geography at A
level. The strategy was a success and | securbtedalevel groups - of
between six and ten students - for each of theyias | taught at the school.
Instrumental to this, in my view, was the enjoymamnd camaraderie that
developed during these trips. When asked (as uéetly still am) what | miss
most about teaching in schools, my fondest memarne®f residential fieldtrips.
These include sixty year old Mrs Davies and hencay dancing to ‘Sex on the
Beach’ at the evening disco in Provence, the hugtemfight at Glandford Mill
whilst collecting river data and myself gettingtle€hind by the coach as |

collected equipment...but that is another story.

My interest in community studies originated from timge as an undergraduate
when | opted to take a module on Rural Geographis Was a broad unit,
covering agricultural and settlement changes iropelr USA and Australia. A
central facet was agricultural modernisation ardrésultant impacts upon those
living and working in the countryside. | becametjgatarly interested in post-
war changes in rural Britain, especially linkedhe perceived and actual decline
of the traditional rural community. | opted to éx@ one aspect of this within
my dissertation and focused upon the growth anaganhpf second homes on the
Isle of Anglesey. | adopted an entirely quantitatapproach; administering
guestionnaires, analysing census and county codataland undertaking
statistical testing. A key finding was that sectiotne owners were a significant
component within the decline of rural communitiest that they were more
likely to be a symptom than a cause (Gee, 199tgvé continued to research
and publish articles on second homes and rural aomties, largely based upon
research in Norfolk and North Wales (Gee, 199922@Q003, 2005, 2006, 2009).

Page | 9



| first encountered ethnography on the Ed.D sunmsukool in July 2007. We
were randomly given an ethnography to read, wightésk of reporting back to
the rest of the group. | was given ‘Karaoke Nighs:Ethnographic Rhapsody’
by Robert Drew (2001). With little knowledge of ptigraphy and even less
experience or interest in karaoke | approachedagtewith reluctant
compliance, rather than any form of enthusiasm. él@s, to my complete
surprise, | was totally enthralled by the book @rcansformed my research
plans. | originally enrolled upon the Ed.D and cdebgd the first three
assignments with the intention of researching geaf the Likert scale in course
evaluations using a mixed methods approach. limgmred to experiment with
participant observation during summer school fieduy and to read a wide
range of ethnographies to familiarise myself with genre and methodology.
As a convert to ethnography, | readily migrateddois a study of a residential

field study centre.

In the chapters that follow, | attempt to repredbetevolving and multi-sensory
experiences of being on a residential fieldtri;sidering the extent to which
experiences and perceptions equate with notiobglohging to a temporary
community. | collected the data during a week-loegjdential geography
fieldtrip with thirty-six AS pupils and their threccompanying teachers at a
field study centre, employing observation and setmietured interviews to
gather data. The thesis starts with a serieshofogiraphic rich descriptions.
Firstly | describe the field study centre, its fdigis and staff, followed by details
about the visiting school, including the pupils axtaff on the trip. | then recount
my detailed experiences from a single day on thi. virhrough these sections |
aim to give a flavour of the experience, familiargsthe reader with the setting,

individuals and routines, whilst attempting to make unfamiliar, familiar.
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Chapter 1
Oaklands Field Study Centre

This Chapter provides background information onghgsical setting and
characteristics of Oaklands Field Study Centretarkey staff who worked
there. This is an important backdrop to many ofabents of the week. The text
is based upon detailed fieldnotes written at thetof my visit and is written up

here in the ethnographic present

The centre is situated less than a mile outsidentéet town of Wychwood. It
is sited in a low lying rural area, eighteen mitesth of the nearest city and four
miles away from a heritage coastline. Oaklandsresalential field study centre
owned and managed by the Local Authority, offelmgdoor learning
experiences to pupils from key stage 1 to A levelmerly Wychwood Hall, it
was built in 1846 as a private residence for a thgddusinessman and
subsequently purchased by the Local Authority aord/erted into a residential
field study centre. Courses range from half dayseek long residential visits
and the centre is very popular with school gronpsny of whom book over a
year in advance to secure their preferred dates.

My First Impressions
Driving out of the town and into open countrysiténd that directions to the

centre are clearly sign-posted. Within an area@fdiand, a well painted white
picket fence appears on the left demarcating & tooundary of, what |
presume to be, the grounds of the centre. Thiseféends round in a curve
towards the driveway entrance which is laid withasinpea-shingle. There is a
small, slightly peeling, wooden sign with the centame painted in black letters
on a white background affixed to the fence, conifigrmy expectation. The
driveway is gently curving, surrounded by treesoth sides, with overhanging
branches. The pea-shingle is soon replaced byyowintained tarmac which,

! |ssues and decisions around my construction ofinetkte thesis are discussed in Chapters 4 and 5.
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together with regular speed bumps, effectivelyriestthe speed of my entry.
The trees are mature, tall and both deciduous aniflecous in variety. The
dense tree canopy severely inhibits the passagentijht, creating for me a
dark and somewhat foreboding atmosphere as | agiptba centre. The drive
seems long, although it is only a few hundred yaods eventually the trees thin
out and a large, well maintained lawn appears endtt, behind which is the
Hall itself. There is an enormous oak tree indéstre of the front lawn and
several large rhododendron bushes on the bounéamnebn the drive and lawn.
| suspect my initial impression of foreboding arthoteness would heighten
younger students’ natural apprehension at going/akawever, with sixth form
students | wonder whether the rural isolation anddiand ‘cloak’ might
intensify feelings of escapism and create a gresztiese of a ‘back to nature
experience’? Alternatively, it could be perceivadramote from civilization and
restrictive to freedom. It may also be that suchditions, either deliberately or

unintentionally, are significant in creating whatessentially a bounded setting.

The Hall is a very grand looking Victorian red Iiriouilding, with five Flemish
style stepped gables to the front facade. Theraiaeelarge multi-paned
mullioned windows to the first two floors, with sihahin attic windows in four
of the five gable ends. Seventeen tall chimneykstase from the slate roof,
across the whole length of the building, which Ieokost imposing and
impressive. | feel sure that teachers and studgikis would be impressed with
the grandeur of the front aspect, but question kndrehis creates a warm and
homely atmosphere which | feel might be importangénerating community

feelings.

The drive sweeps to the left into a large shingleparking area immediately in
front of the Hall. Looking back beyond the drive, the other side, | notice a
large green mobile classroom with a couple of oidilnuses parked in front,
which | previously failed to see due to the curféhe drive and my pre-
occupation with the grandeur of the Hall. This nedsi me of the functional
practicality of the centre.
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Contrasts and Contradictions
| spot two CCTV cameras at either end of the fidrthe Hall, which are

focused on the car park and the front porch. Ehise main entrance to the
Hall, through cream painted wooden double doorskvlead into a mosaic floor
tiled porch filled with numerous large pot plariise porch is large and bright,
with a very high ceiling and it feels rather coldin intercom entry system
prevents access beyond the porch, but double hakgdoors provide a glimpse
of the entrance hall beyond. Directly ahead &rgd fireplace, with a blazing
real fire which gives off a most welcoming warmtbmbined with the
comforting smell of burning wood. The tall, orngtearved mahogany surround
and mantle enhance the sense of grandeur, togeithethe polished, shiny, oak
block parquet flooring. There are piles of frestiyppped logs to one side of the
large hearth, which is contained behind a highkbtast iron fire guard. There
is a strong period feel, with a dado rail and otng around the whole room; it
feels to me rather more like a stately home thplaee of study, but equally it
feels welcoming. The only real evidence of an etanal function is a
photoboard of centre staff on a wall adjacent eftteplace. These head and
shoulder photographs name all the employees afehte, by Christian and
surname, together with their job title. The entehall is also extremely
spacious and light, with a very large double hegindow to the front aspect,
around which a broad staircase starts to wrap b&hestrades are painted white,
beneath a pale oak handrail, whilst the stairs hawesub-landings before

reaching the first floor.

An unattractive 1960’s fire door is placed direcahthe top of the stairs, whilst a
safety glass partition wall is positioned across\iinole length of the galleried
landing which overlooks the vast expanse of wodtter below. The first floor
itself is a warren of corridors crossed by selfulg fire doors and several small
sets of stairs. The flooring is covered in a wetlrvred patterned carpet and the
walls papered with cream-painted woodchip whicécimtched and grubby. The
dado rail and coving are painted the same colobiistithe ceilings, doors,
doorframes, and ceiling roses are all off-whitealMhounted fire extinguishers

are regularly located throughout the whole landing in many rooms. It seems
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a shame (although | suppose it is understanddid¢health and safety measures
have so detrimentally impacted upon the interitthoaigh | suspect they could
have been deployed more sympathetically (but widlvitable greater expense).
There are a total of fifteen rooms on this floax; mupil dormitories, two pupil
bathrooms, four staff bedrooms, two staff bedroamd a medical room. At one
end is a narrow, tightly curving staircase to te&trfloor on which there are a
further four staff bedrooms and a staff bathroamtotal the Hall has bedspace
capacity for sixty-two students and fifteen staff.

Student dormitories are multi-bedded rooms of betwieur and ten bedspaces.
They have a thin, red, industrial type carpet, katlls and bright green/blue
patterned curtains which seemed to me rather eddatd appear to clash with
the rest of the décor. The ceilings are high, betlteds seem closely packed into
the rooms, with a combination of bunk beds andlsibgds giving a cramped
and cold feel. All the beds have black metal frameth a plastic covered
mattress and folded green blanket at the foot. Badhhas a pine veneer bedside
cabinet, with a lockable drawer above an open stwblich according to the Lead
Tutor at the centre;provides all students with some personal spadestrikes

me as a rather tokenistic attempt, but | am curasu® how students perceive
the distinctions between private and public spathks.dormitories certainly do
not strike me as one of the main selling pointthefcentre, but | suspect that as
an important structural unit they perhaps providénaportant basis for student

grouping and socialising.

The staff bedrooms, whilst considerably smalleg] feore welcoming despite
the same style of décor, beds and bedding. Thesesrfeel more spacious as
they are only twin bedded, with additional moderoking veneered wardrobes,
a couple of easy chairs and a sink. The top fltadff bedrooms, in particular,
afford excellent views over the formal gardensh®tear of the hall, with their
striped lawns and neatly trimmed box hedging. Belyare views of a lake and

woodland, all part of the expansive grounds. Thi id&et in 83 acres, which

2 Other people’s voices are written in italics thrbagt the thesis.
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also include a walled vegetable garden and plafy@hgs, together with vast

expanses of heathland and grassland.

Overall | am struck by the contrasts between granded functionality and their

uneasy juxtaposition.

Facilities for Work and Play

In an annex, across a small courtyard at the hight side of the Hall, is a
games room for the use of visiting students anfl gthis white, single skin

brick building with 1960’s metal window frames jaxwkwardly against the
majestic grounds and exterior of the main Hall.sTimom has soft, beige plastic
covered, metal framed low slung armchairs - the yften found in old school
staffrooms - around the outside of three of thdsyalith two table tennis tables
and two pool tables in the middle. All the windoare on the entrance wall (the
one without any chairs), whilst environmental postae displayed on the
remaining walls. Although slightly drab, | susp#wt the facilities and the
existence of this space are a welcome additiothiastudents and some staff,
who may like to show off their sporting prowessislan informal and
welcoming space [which | later noted was used matjuby many students
during their free timé] | wonder, however, whether these quite traditiamal
social recreational activities are viewed apprecdy by a generation seemingly
obsessed with facebook, twitter, bebo, myspacelanilVii?

The main access point for students to and fronHtileis the back door, a
wooden red painted swing-door which is locatedhanfar right hand side of the
ground floor and opens into the courtyard direofpposite the games room. This
door leads into a corridor with a red tiled floonieh heads off towards the heart
of the Hall and has a series of doors leading nféach side. Wall spaces are
covered in displays of pupils’ work, which are Itiggnd well maintained. The
first doorway on the right leads into the boot ro@spartan space consisting of
long low wooden benches and rows of metal coad.rate ceilings in this part

%l use square brackets to highlight my retrospecatflections in this Chapter, as distinct from nsg f the
ethnographic present.
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of the building are regular height, whilst the robas white tiled walls and a
concrete floor, giving a functional feel. The nédgr on the right is usually kept
closed; the teachers’ staff room, a private reti@athe visiting teachers. This is
a pleasant room, sixteen feet square which resamblenini-form, a typical
school staff room — but much tidier. There are hatbzen blue fabric covered
easy chairs around a coffee table, a thick blupetaand mackintosh style
red/green patterned curtains. A desk with compauterprinter is situated in front
of the large six-paned window which overlooks tberfal garden to the rear.
There is a kitchen corner comprising pine wall Bade units, a sink, kettle,
microwave, fridge and well stocked coffee, tea smglar containers. One wall
has several notice boards organised by contennhdritne broad themes of
practical checklists, policy documents, local atfians and local authority
notices. A more unusual feature, compared to teea@e staffroom, is a redbrick
fire place and hearth which houses an electric mambd burning stove. |
suspect visiting teachers appreciate their owrapeigpace, where the facilities

and environment seem to provide a pleasant and rediteat.

The next door along the corridor leads into a waghip room, a very narrow
room with a stainless steel industrial sink, extdild tap hose and drainer unit
which extends the whole length of the room. Thalfgoor on the right is
permanently closed and marked ‘private’. This & dffice of the Lead Tutor,
which | only go in on Thursday to conduct an intew. On the left hand side
there are two rooms; the first being the kitchelarge, commercial feeling room
with distinct storage, preparation and serving swgeal a large central work area.
The next room is called the ‘snug’ and it is usedree staff room for the field
centre staff. | note that it seems out of boundggiting staff and | wonder how
significant this territorial segregation is and wiex there are other examples of
a ‘them’ and ‘us’ relationship between the tutand éeachers? Smaller than the
visiting teachers’ staffroom, it has similar safaing and kitchen areas and
overlooks the car park to the front. The noticards are cluttered with booking
information, statutory documentation, minutes ottiregs and local authority
job vacancy lists, with many items pinned on topi@&vious ones. There are
bags, trainers and coats draped on chairs or lamgnd the room, whilst daily

newspapers, book club items for sale and mugscateesed across a central
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coffee table. The room feels homely and well usedi not quite as comfortable

or well maintained as the visiting teachers stadim.

Communal Spaces
At the end of the corridor are two half-glazed sywitouble doors which lead into

the entrance hall. There are three large comnmooahs which lead off the
entrance hall, all grand in scale with high ceitinarge windows and wooden
flooring, like the entrance hall itself. These raare approached via large,
heavy, multi-panelled doors, with brass handplafédse dining room overlooks
the front car park and has a large black marbéplace along one wall. To the
right hand side of this, nearer the window, isg@wooden glass fronted dresser
housing cutlery and crockery. On the other sidetable with mugs, a kettle, tea,
coffee, sugar and a large Dualit toaster for wigitieachers and students to help
themselves throughout the day. The back wall, apptise windows, has a table
upon which labelled washing up bowls are positiofeedhe receipt of dirty
cutlery, compost, landfill and liquids. There aralicharts above showing the
weight of compost and landfill collected each daycreate a competition
between different groups and to draw attentiorssoies of sustainability. Next
to this table is tall fridge, permanently stockethvibutter, fruit, various spreads
and milk — again with open access for residen#dl dtmes. The dining room
contains six tables, each covered with a red cp&dtic coated table cloth and
with eight chairs around. In the centre of eaclet&ba printed menu for the day,

displayed vertically within a plastic holder.

The library is a long room, extending across theklad the Hall, with three sets
of windows looking out over the formal garden. Wels are lined with wooden
bookshelves, but they do not appear densely pagkbdooks. Many books are
positioned with their front covers facing outwa(dsther than their spines),
which serves to reveal the dated and somewhatatoyerof most of the stock. In
addition to standard text books from the 1980’s 29@0’s (I can see no more
recent material than that), there are some oldpeértiaps now collectable, series
of books by Ladybird and New Naturalist. The latkreadth of topics, | would

describe most as traditional ‘nature’ books, istasted by good coverage for all
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age ranges, from primary to sixth form. On tophaf bookshelves which,
although above head height, barely reach half énghlh of the room, are a range
of taxidermy specimens in glass cases. These iadluds (I note two barn

owls), a badger, a fox and various weasels orstddie cases seem quite grubby
and cobweb ridden, which together with a musty §radbls to the rather
neglected feel of the room. Six large solid wootiies have been pushed
together in the central part of the room to creal@ge workspace, around which
twenty faux leather wooden-framed chairs are pwsetl. Although clearly not a
well used room, it potentially serves as a refuayaridividuals, or small groups,
wishing to escape from the hustle and bustle ofdékeof the centre. [For one
group of students in particular, it actually becaarsgnificant combined work

and social space].

The lounge is a multi-aspect room situated at &éindefft hand end of the entrance
hall, with views over the formal gardens to ther @ad playing fields to the side.
There is an attractive white marble fire soundbpabidve which a white plastic
battery operated clock has been positioned. This\aet cream and largely bare,
the ceiling is greying, whilst the floor consisfsaathree foot deep border of
polished floorboards and a large central area eavBy a thin grey carpet

affixed by metal screw-in rods. There is a tel@ngvideo/DVD player on

wheels next to the fireplace and an upright pianonie corner. Around the edge
of the carpet, in a ‘U’ shape focused on the fiaep| are forty of the low slung
plastic coated soft chairs also found in the garaes. The room feels slightly
disappointing to me in that, despite its imposipgraach, space and aspect, the

overriding impression | am left with is one of bikness.

Formal teaching at the centre takes place in thailmolassrooms situated across
the other side of the driveway. These have the &xglearance, layout and
structure of mobile classrooms located in many stshacross the country. The
rooms are equipped with modern facilities, inclgginteractive white boards

and numerous desktop computers, in addition tongestorage cupboards, tables
and work stools.
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My initial impressions of the centre are a placeatftrasts; grand and
functional, shabby and well manicured, homely ammhimercial, familiar and
unfamiliar, spartan and opulent, detached and atiadeabused and respected.
These muddled and conflicting messages provideledibap to the complex
social relations between the resident individuaisnd) the week of 9-13 March
20009.

The Field Study Centre Staff

Sixteen full time and part time employees work witthe physical setting of
Oaklands. | have identified four, in particular,avblay an instrumental part in

shaping the residential experience of visiting gsu

Bruce Walker is the Lead Tutor, responsible fotediching and learning at the
centre. A Maths graduate and former secondary $&haths teacher, he left
teaching to complete a PhD in Environmental Sciebhoeking for work in the
environmental field hestumbled acrosghe Oaklands job:I“'mean I'd always
wanted to be a teacher and also wanted to workenenvironment and the two
just kind of came togeth&iHe has worked at the centre since 2004. Tallywit
slightly unkempt light brown medium length hair, faéks passionately and at
length on any environmental issue, readily convegeah authoritative and
knowledgeable manner. He is less secure on theapgmore mundane,
management, logistical and domestic issues whedrigl interest him less. He is
fiercely proud of the fact that the centre only émgp qualified teachers to lead
sessions, addingi think that is something we offer above othedfigiudy
centres, a very high standard of teaching and taame out in the inspection we
had”

Bruce is assisted by another full time tutor, EnBnawn, who in her mid 20’s is
about ten years his junior. Emma is a Biology geadwho completed a PGCE
and did her NQT induction year before taking a terapy job at Oaklands in
2007. This subsequently became a full time permigpest. Emma, with her
short dark hair, brown eyes and easy smile is amaard approachable character,

who goes out of her way to assist me. She is atgedlibly efficient and very
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passionate about the natural environment, so muthas she handed in her
resignation for the end of the academic year ireotd pursue further academic
study. This was clearly a decision over which saé &gonised quite hard: “
found myself doing my dream job, if you like, bstill have still got a kind of
niggle just to get more of a background in Ecolsgythat is why I'm leaving to
get an MSc. But | will miss it, it is such a be&autplace to worK. Bruce and
Emma are assisted by two additional part time gjtand all are readily
identifiable by their green polo and/or sweatshintgh the centre logo

embroidered on the left chest.

Dave Peek, the Chef, is an imposing characterdstgrat least 6'7” tall and well
over twenty stone, always dressed in multi-colowieecked trousers, a white
chef’s tunic and a bright red chef’s hat. A famityan in his mid 40’s, he was
delighted to leave the weekend work and late nightwtel kitchens behind. He
gleefully commented that the late shift here fieslat 6 pm. Bespectacled and
with a ginger goatee beard, his affable naturetaggresence make him an
identifiable and re-assuring character about tiéreeMoreover, he likes to
actively involve himself with visiting schoolst like to go and see the teachers
and the groups. It is so nice to see them and frgntrade in the hotel | never
got to see a customéHe also revels in the importance of his role, eevaf the
significance of meals in the overall residentigbexence: When you talk to kids
about what they enjoy or don’t enjoy they alwaystie the food. So on the
first night | always try and do something they rgaise, so to help them settle
in.” Equally he sees himself with an educational rdle@nce showed this group
a barrow full of broad beans from the garden aneytthought they were
chillies! Some kids have never seen fresh veggstrfiom the ground He uses
as much produce as possible from the walled gamlem combining unusual
ingredients in an attempt to get students to tifgint things. He is particularly
proud about his chocolate and beetroot cakei€an it looks strange when you

are cooking it, you get this pink glue, but it al@ayoes down well!

Sue Smith is the Head Housekeeper who has beemypeadpht the centre for
twenty years, making her the longest serving merabstaff. Welcoming and

cheerful, Sue is eager to talk about her expergeand about changes which
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have occurred over the years with anyone who siiéh. Short and greying, she
wears a red logo-embossed polo/sweatshirt, wittkidi@musers and flat black
shoes. She readily confides in new acquaintamt®sjt individuals or events
that have happened and seems to enjoy being he#reof gossip at the centre.
Her job is to clean the Hall (including a dailyytidp of the dormitories) and to
manage the dining room, including serving the talfhe is sometimes assisted
by a team of part-time helpers, depending uporsiteof the group in residence.
Sue takes her role very seriously and, for exanpl@eticulous about the
positioning of cups, plates and bowls within thesder. She regularly searches
the building for any missing crockery and repootsne on Tuesday morning, in
disgust and disbelief, that she has found sevemtegys in the dormitories. On
Thursday afternoon she bursts into the library r@padimands a group of
students, whilst they were working, because the thaken a teapot out of the
dining room: ‘Who'’s pinched me teapot. I've been worried aboat. thookin’

for it everywhere | have. They shouldn’t go outhef dining room you know. Just
you be careful with that. Cost you £25 if you brgakm not kiddin’ you!
(Laughtery.

These staff played a part in the evolving tempocarymunity at Oaklands,
forging different relationships with the visitingayip and contributing to the
diversity of experiences during the week. The méepter introduces the

visiting school group.
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Chapter 2
St. Catherine’s High School

This chapter provides contextual information altbetgroup of students and
teachers who visited Oaklands Field Study Centdevemo became the key
participants in my research. My study is focusedrutne experiences of this

particular group during their week long residentfildcourse at Oaklands.

St. Catherine’s High School
St. Catherine’s High School is a Roman Catholiduvtary Aided Mixed

Comprehensive School for pupils aged 11-18, situst¢he city of

Mountbatten. It was originally founded in 1864dyeam of Sisters for seven
pupils, but now has a roll of over 1400, includ#@p students in the sixth form.
The school is located in the city centre, with bibid bus and train stations a
short walk away. This accessible location, couplétl the Roman Catholic
ethos, results in a very large catchment area wénténds throughout the whole
county of Yaxfordshire. The school is heavily ogeibscribed; it received 412
applications for 200 Year 7 places for admissioSB@ptember 2008. There are
fourteen levels to the admissions criteria (Sth€ane’s High School
Prospectus, 2009), with priority strongly weightediards practising Roman
Catholics and pupils attending Roman Catholic pnnsghools. Academic
performance is high, by both national and locahdgads (in 2009, 79% of pupils
achieved 5 or more A* - C grades at GCSE and 7Xieaed 3 A - C grades at
A2). This performance enhances the local reputaifdhe school, which has
gained specialist status as a Language Collegeieac® College, a Training

School and an Eco-school.

Typically 200 students enter the sixth form eachrye study A levels or the
International Baccalaureate, 130 of these comio fihe main school and the
remaining 70 from a range of other schools. Adrois$s by application form,
with preference given to practising Roman Catholcsection on the

application form requires prospective studentsuttiee what makes them
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compatible with the ethos of the school, whilstythaust also enclose a copy of
their baptism certificate. Academic performancal$® taken into account and
the school have set a minimum threshold level baped a points-based system
using GCSE results. The sixth form does not offgr\cational courses.

Given this background, the school does not reptesgypical secondary school,
a fact which is important in my framing of this iieas a Case Study. Issues
around this will be discussed in the methodologyise (Chapter 4).

Geography at St. Catherine’s
The Geography Department at St. Catherine’s isobtige smaller departments,

but it enjoys good examination success. In 200800 CSE candidates, 84%
achieved A*- C whilst the A2 pass rate at A - C w88% for all 11 candidates.
There are four members of staff, including the HebDepartment, three of
whom came on the fieldtrip. 1 now provide brietkground information on
each of the accompanying teachers, again usingeitnbtes made at the time

of the visit and written here in the ethnograplresent tense.

Dan Halls is the Head of Geography at St. Catherizwed has taught at the
school since 1979. A Cambridge graduate, he isnambitious career teacher,
only reluctantly taking on the Head of Departmené following the retirement
of his predecessor in 2005. Despite being matuyeans, he retains a youthful
enthusiasm for life and in particular for enviromtad issues — a passion he has
held since his student days in the 1970Wetl | became a Geography teacher
really because | was concerned about the enviromaueah | felt the only way to
do anything about it was to educdt®ne of his proudest achievements was
leading the school to permanent Eco-school statdsrdroducing the initiatives
associated with thatWe’ve got wildlife ponds, we recycle and I'm cuthgn
working on an energy monitoring projéctlTfo many, he would appear to be the
archetypical Geographer — greying and bearded, avithooped ear-ring and
corduroy trousers. He has a strong passion faiietk and the outdoors in
general, but he is also a thoughtful, intellectarad cultural individual with a

broad range of interests including folk music, thesareal ale, pubs, local
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history, naval history and morris dancing. He astively displays a breadth of
approaches to life and teaching; activist, ideatistic and romantic. As such he
Is someone who, without actively courting the respé pupils, has the
knowledge, interests and approach that pupilsiuaatly sixth formers) readily
warm to and admire. Malls, we all love Halls, he’s just a leg€ndas a typical
comment | overheard]. He clearly seems at hon@@atands, where the natural
setting and grounds, the sustainability agendd@eus on outdoor education
appeals to his instinctsThere is a magic about this place, which infects
everybody...it's like your own private estatds the trip leader (he has been
leading St. Catherine’s visits to Oaklands for cwelecade) he had already
booked the visit for the following year, demonstrgtconfidence in, and loyalty
to, the centre.

Janet Wilkins has taught at St. Catherine’s forysiars and is the unofficial
second in command within the department. A stragrggnality, with bright
ginger hair and a positive outlook, Janet has opmin most things and is not
afraid to share them with others. She has a pgatiempathy for students with
individual needs and takes unofficial responswpildr pastoral issues on the
visit. This is confirmed by Dan who admitd:rfiean, I’'m not terribly
sympathetic, and | tend not to notice things, et @anet) mothers them well,
but not too much. She’s also got very good antenraa®l she likes gossip. She’s
aware of the problems before they happedf the accompanying staff, Janet
perhaps views the educational benefits of thetfigldn the broadest context.
“Fieldwork is more than just the academic Sislee comments, stressing the
likely future impact on the relationship with héasses. It certainly pays off,
usually anyway, when we get back to school becdugserespond much better to
us and are much more malleable in a classroomrggttiyou can have a grown
up relationship once they realise you are hurhalanet has a serious manner
and a strong work ethic; she hardly ever sits atillelaxes, she is always busy,
actively seeking out jobs or following up on thegress of students, whether

academic, social or medical.

Georgina Scott is in her second year of teachimgthis is her first visit to

Oaklands. Tall, blond and slim, with generous ant®wh make-up and eye-liner
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she looks an unlikely Geographer. Well spoken tpoéirticulate and refined,
even when casually dressed in jeans and checkedloyoshirt, she exudes a
classy, yet glamorous, persona. Georgia was btaygim the neighbouring
county, before moving away to university where gamed a degree in
Geography, followed by a PGCE. Initially appointada part time contract, this
is her first year of full time teaching. Georgisalearly not familiar with the
surroundings or routines of the centre, but usisstéhbuild a shared rapport with
some of the students. Conscientious and methodealrgina has brought piles

of marking with her, just in case | get any free time.

The personalities, aims and actions of the teachBuence proceedings during
the fieldtrip and contribute to the conditions whmotentially enable a

temporary community to develop.

Fieldtrips to Oaklands
The Geography Department at St. Catherine’s had he®ing fieldtrips to

Oakland's for ten years, which were compulsorydibstudents taking A level
Geography. In fact they were a selling point tnaating students to study the
subject. This occurred formally, via the prospectirgh form open evening and
teacher promotion, but perhaps more powerfullydgroinformal student
networks which spread rumours and stories betweangroups. The popularity
of this trip in previous years was borne out indefantly, both by staff and
students. Dan, the Head of Department and trigeeleaemarked to me during
the trip: ‘One year the A2 Geographers enjoyed Oaklands s that they
came back and visited us the following ye#r an interview with students after
the trip, when they were enthusing about the egpes, one of them
commented: I'd heard from others the year above that the wigs amazing,
and it really was, and it was really unexpecteth Even thinking of failing the

exam so | can go back next year!!

Originally, these fieldtrips had been designedrtalde students to collect data
for the write up of their A level coursework whestedents focused, in detail,

upon one particular topic of interest to them. ™as written up as a 5,000 word
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project. However, changes in A level specificasioasulted in the removal of
the coursework component, replaced instead by l&s &&amination Paper. This
exam focuses upon the techniques and broad coasates involved in the
collection and analysis of geographical fieldwodtal It requires a working
knowledge of different data collection techniquasawareness of their
limitations, an understanding of health and saifetyes and an appreciation of
appropriate methods for displaying and analysiffigidint types of data (AQA,
2009). Consequently this particular trip had ghgly different focus to previous
visits, namely to prepare students for their exatiom in June 2009. This
resulted in a broader range of field experiencesduhe visit which included a
heathland study, a river study, a tourism studyemdronmental quality indices.
The teachers were also conscious of the sociaffitenéfieldtrips, both in terms
of improving teacher-student relationships andaltirgg the groups. This
particular year neither of the two classes hadedelkery well and the teachers
hoped this would improve as a result of the tripeJe issues of student peer
relationships and teacher-student relationshiparbecan important focus for me

throughout the week and they are analysed in dettlin this thesis.

In the next chapter | focus upon one particular fday the fieldtrip, illustrating
some of the events and interactions between theecstaff and the visiting
school group, within the context of a residentialo@raphy fieldtrip based at

Oaklands field study centre.
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Chapter 3
A Day at Oaklands

There is no such thing as a typical day on a resi@dieldtrip. Every trip is
totally unique, dependent upon numerous factotsi@ineg the participants, the
places visited and incidents arising. On any givgnall days are also different,
in terms of content, format, experiences and @hatiips between individuals. In
this chapter | describe a single day from the frgdd 10 March, 2009) in an
attempt to give insights into what it felt like asnember of the trip, in addition
to identifying routines. The intention is to progiturther context, in the form of
a rich description, to supplement the descriptmithe buildings and the
individuals in Chapters 1 and 2. | wish to give timfamiliar reader a flavour of
the experience at this point in the thesis, bugdamiliarity, before locating my
thesis in relation to current research and intradpea conceptual framework for
my analysis. Nonetheless, in this chapter, | $tasignpost the emerging ideas
which potentially support my notion that a tempgreommunity can develop on
a residential fieldtrip. The chosen day is midwéBkesday), so as to avoid the
more disjointed arrival and departure days. Algs taptures the atmosphere at
a stage when centre specific relationships atdrstiheir early development.
Again, content is derived entirely from my fieldastmade at the time and |
write in the ‘ethnographic present’ to draw thederainto the experience and to

give authenticity to my presence.

The Morning Routine
| slept well at Oaklands. Although the bedroom wartan and the bed itself

rather unappealing, | was so physically exhaustéideaend of the day that |
quickly fell into a deep sleep. | am awoken by tdgeated ringing of a handbell,
to signify it is 7.30 am and time to get up. It alyg feels like an early start,
having to drag myself out of bed rather than fegt@ady to get up, although |
am looking forward to the day ahead. As | walk ddive stairs into the main
entrance hall it is eerily quiet and deserted, pk&®m the crackles of wood

burning in the open fire — accompanied again bydkguisite smell of burning
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logs. | push the heavy, spring loaded door to thand room, whereupon | am
greeted by a sense of lethargic activity and thelével hum of movement and
quiet chatter. It is now 8.05 am. | am five minutge for the scheduled start of
breakfast but it is immediately obvious that themois only about half full.
Selecting the table nearest the door, | attempttégrate myself into the scene
discretely. Each table is laid with crockery antlany, a milk jug, butter and jam
and a small selection of large healthy-option derbaxes. Tea/coffee are self
service from the table next to the fireplace, whbeze are also loaves of bread
beside the toaster. There is a strong smell oftlhoast, where someone has
obviously put on some toast and wandered awaytd that two of the teachers,
Dan and Georgina, are sat at different tables, inolpendently engaged in
chatter with students on their tables. My tablgaserally subdued — there are
only four chairs of the eight taken (excluding mirleenquire about their night’s
sleep; responses indicate that they would haveadisbr more, that the beds
were uncomfortable, there was joking annoyanchkeatihging of the bell and
some hilarity over the antics which occurred dlfggits out at 12.00 am, when

the teachers had gone to bed.

Janet, the remaining teacher, enters the roomsaitine more students — she has
been round all the dormitories ensuring everyoravake and hurrying up those
who were not yet ready. She was also checking up@oondition of a student
who was ill in the night, and another who has agoimg knee problem. At 8.15
am Sue (the Head Housekeeper) enthusiasticallgésean calling outWho's

for scrambled eggs$?carrying about four plates of eggs on toast,rthmbers

for which were pre-booked at the previous evenirglnby a show of hands.
After three or four journeys, the hands up havelisbppeared, yet more plates
keep arriving. She calls again for more takerdiedr some murmurings about
the unappetising appearance causing a change df Bue tries again, but still
with no takers. In obvious frustration, she defzofie plates on the table with
the waste buckets and goes into the kitchen fan evare plates. At this point
Dan gets up, moves over to the unclaimed food ateddepts Sue on her return.
He thanks her for the breakfasts, suggesting tteaetare still a few more

students to come and assures her that he wilbsbthe distribution of the
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remainder for her. She heads out slightly disgath#ind | receive a wry smile

from Dan who has caught my gaze.

As some students are still arriving, Dan is bombdndith the first calls of:Can
we go when we’ve finished Siy?1 can’t eat any more of this — it's too edily
He makes a vain attempt to offload some platesmainsbled eggs, and then
reminds all students that it will be a long and gibgl morning and that this is
the last chance to eat before lunch at 12.30 pnetiakes responsibility for
ensuring that all students have cleared away tveir crockery before leaving
and to remind them to be in the classrooms readg fbam start. [Establishing
familiarity and routine are important for the smooperation of communal
living, but | also suggest that they are potentialgnificant in developing

community sentimentd]

Different Perspectives
At around 8.30 am Emma, the field centre tutoreenthe dining room and takes

a seat next to Janet to discuss the format ofdlye(€entre staff do not live on-
site, in fact both Bruce and Emma have a forty rt@rdaily commute). Janet
makes it clear that she wishes to lead the fitgihasession, with Emma to cover
site specific issues. Janet is also quite preseeiptbout which sites she wants to
visit, with a desired emphasis on detailed dateecobn at many different sites.
This appears to go against the suggestion of Erbase( upon the standard
Oaklands rivers field-day) where there is a systenwwerview of the course of
the river, including visits to the source and mouathwell as data collection at
several sites. Emma accepts the suggestions daf dadiéreads off to the
classroom to make final preparations. By 8.45 laenet are only a handful of
students left in the dining hall, together withthllee school staff, who by now
have all moved together onto a single table. Theydacussing the final
arrangements for the day, including staggeringdifoe each classes return for

lunch.

4 analyse these factors in Chapter 11.
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At 9 am | head for the classroom, where Emma andtJae still discussing the
details of the day. Resource booklets are dis&itboin each of the blocks of
tables and as students enter Janet requests élyagitiin groups of three or four.
Pupils are still generally subdued; one group af fads are missing and Janet
heads off to find them — a student reports that there ‘hanging outin the
games room. Once they have been rounded up, Jegieslihe session by
introducing the focus for the day, a river stu@he delivers a thirty minute
introductory talk, in a serious tone, during whibk students are generally
focused and attentive. Topics covered include healtl safety considerations,
linked to both risk assessments for the day amqb$sible examination
guestions. Janet then passes over to Emma whahumsgh the booklet (see
Appendix A), explaining the field techniques andgedures to be carried out.
The sample sites to be visited are looked up om&@nrde Survey map extracts.
This phase is slightly more interactive, interspdra/ith question and answers.
Throughout there are regular interruptions fromedaio reinforce the tasks set:
“l have been to a meeting with the Chief Examineveryone must fieldsketch at
every locatiori. At 9.45 am, with everyone briefed, Janet conctutlee session
by reminding students to take their booklets afbolard, to wrap up warm,
collect their coats and wellies, go to the toifetch a flask of soup from the
kitchen (which Sue has been preparing and orgay)isind to meet by the

minibuses in ten minutes.

The students meet and allocate themselves to dusini select one of the
Oaklands buses and take the front passenger s$eae iE chatter between most
students, in small groups, based around their chesats. The three students
behind me are talking about the standard of accashatium, with reference to
the “disgusting mattresséand the bathwater whiclkcame out piss yellow — it
was well rank It is at least ten minutes before Janet and Erappeear, although
no reference is made by them, or the students,tabein lateness. On the
journey to the first site, the students are keesstoEmma about internet access.
Some have discovered that with an access codenitidye able to go online and
access wi-fi. Emma initially tries to deflect tleswe: Guys you can cope for a
week without the internigtbut with more persistent questioning she passes

responsibility onto the teachers from the schadliss Wilkins and Mr Halls
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think that you do not need"it.[This section raises questions over possible
different perspectives between the teachers andstover issues of content,

delivery and the wider student experiente.]

In the Field: Common Experiences and Goals
On arriving at the first site, Janet and Emma uhlbe fieldwork equipment and

medical kit (which Emma had collected from the stand loaded onto the buses
whilst we were finishing breakfast) whilst the stats disembark with cameras
and clipboards, putting on their wellies and coAtfreshly killed bird is lying in
the middle of the lane and as the occasional velpiatses there is mild
excitement at the prospect of the bird being sqe@strther, whilst a final
briefing talk is being delivered. Each group istinsted to collect their required
equipment (a tape measure, two ranging poles,pavatch and an orange).
There is a short walk along the lane to a smatigaifrom where there is access
to the river. Emma is the first to enter the riwehich she reports is flowing
faster than usual, but is still safe to enter dedieling very cold. The channel is
narrow and shallow at this point, approximately twetres wide and up to 30cm
deep. The students enter in single file, with stmaal squeals at the temperature
- to great hilarity from the rest. Janet broadctHsds she has discovered a hole in
her wellies and some students are keen to geta@iof ‘Miss in the river in

her spotty wellies. The students all assemble around Janet and Enriroa
jointly give a five minute practical demonstratiohhow to use the equipment
and record the data. The six working groups theeagpthemselves out within
the river and begin the task of measuring the widépth, wetted perimeter and
velocity; one person from each group remains orb#nk recording data that is
called out. Janet and Emma independently wade dijglevwn stream between
the groups, advising and assisting. Roles have the@sed so that everyone is
actively engaged within each group. There is lamdisement in one group when
Janet spots that they have misread the scale dapgkemeasure, recording a

width of 8m rather than 3m.

® These issues will be explored within the analysi€hapter 10.
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| am struck by the high levels of co-operation witthe groups and the
purposeful working atmosphere, so much so that $leeyn oblivious to the cold
which | am certainly feeling, despite thinking | swaell equipped. After forty-
five minutes most groups are starting to finishev@upon they are told to return
to the bus and to drink their flask of soup. A fiexs opt to play pooh sticks over
the bridge by the roadside before heading back.ciimb into the bus | am
struck by a strange, strong smell, to be infornied: tthe soup is disgusting, but
we drunk it anyway.The radio is turned on, and there is hearty siggilong to
‘poker face’ by Lady Gaga. It takes a while fdrsaidents to return and for
everything to get packed away, ready to head dfieémext site, which is a short

drive away.

The minibuses pull up alongside the river and with@rompting students
eagerly disembark, automatically collecting theassary equipment ready to
repeat the data collection. Janet and Emma coogeltthe safety of the site,
wading in to check the water depth and speed of. fi&tudents, restlessly
watching from the side, amuse themselves watchogap of fighting ducks:
“Come on Miss, can we get in yeltis decided that in places the river is too
deep, so an improvised arrangement is thought gvebly the class is split into
half and data collection is conducted by two laggaups. Janet is keen to
emphasize that the data will still be statisticailgble. The site is very open and
together with larger working groups the atmospl®raore buoyant and
cheerful: “This is way more fun than the other pljame student remarks. Janet
recalls last year, when she was at this site, tivere a group of ducklings and
speculates with a group of students that they neaty& ducks that were playing
earlier. Data is collected quickly, as studentsfanaliar with the process and the
larger groupings make for more helpers. One stugleefully recovers an old
number plate from the river which he is keen tetbkck as a souvenir. | find
the water very cold, but it takes at least twenirgutes before the first student
remarks about this calling out\ty feet are slowly but surely dyifigAs the first
group finish their measurements they are askedaw teldsketches, whilst
waiting for the other group. By now it is 12.30 amd it is obvious that Emma is
keen to hurry up the group still measuring. Shersfboth vocal encouragement

and active participation, taking over the river tihegeading task herself, which
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greatly hastens the process. Once everyone if ol water she quickly ushers
everyone back onto the buses. She makes a quidkagaiogetic) phone call
back to the Centre, explaining that they will bigtsly late back for lunch. On
the way back it transpires that 12.30 pm was teeipusly arranged time with
Sue, the Head Housekeeper, adding ttatte"is a bit of a stickler and it pays to
try and keep her happy, although that is rarelygpoie!” Overall | feel that it

was a productive morning, with a common purposevemitk ethic — sentiments
which, | suggest, are potential community buildingredients.

Lunchtime: An Opportunity for Freedom and Space
We arrive back at Oaklands by 12.45 pm and studeststructed to head

straight for the dining hall where there is no sigrsue. Cling film wrapped
sandwiches, cake and a bowl of fruit are laid authe tables in centrally placed
trays, into which the students heartily tuck ingppiéee comments on my table that
it does not appear very appetising). In the abseh&eie, Janet takes it upon
herself to serve the soup, circulating betweeregalEmma is not about either,
she has gone to the ‘snug’ to eat her own packezhl(she once rather
resentfully informed me that staff do not evenlgath provided and she only
gets a free evening meal if she works late). haimgry and cold, so the warmth
of the centre, the delicious smelling soup and dkeregg on white sliced bread
sandwiches (which were the only variety left onsatldown) were well
received. | sense a consensus on this around ey talilst there is minimal
chatter as students heartily tuck into their lunsfithin fifteen minutes the
majority of students have eaten all they can maaagesven before Janet has sat
down, there are requests from students to headdrosbme leisure time around
the buildings and grounds. Janet agrees, stregsaghey must be back on the
minibuses and ready to leave by 1.30 pm. When demeently wander around, |
discover students all across the site. Two group®atside playing with a
football and frisbee respectively, whilst there arare students actively engaged
in a variety of activities in the games room. Fstudents are sitting around the
fire, which is still giving out heat from the embewhilst three linger in the
dining hall throughout the lunchtime period, chagtivith Janet as she finishes

her lunch. The remaining students, | presume, hane off either individually
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or in groups to their dormitories. Within the stiwed routine and the confines
of the site | note that there are opportunitiedridividuals and groups to use

space and time creativély

In the Field: Shared Adversity

At 1.30 pm | head back to the minibuses, where ssondents are showing each
other pictures on their phones or cameras of farfrignds, pets and holidays,
whilst Janet and Emma are having a final consoltabver the schedule for the
afternoon. We drive to the third sampling site,iadarther downstream the
river's course. Parking and access is via a compidarn conversions so
students are reminded to disembark swiftly andttyuie respect the peace and
privacy of residents. There is a wide, flat flozdp at this site and the original
six groups are able to spread out in order to cotlata. The river is deemed
safe to enter, but as students wade across thégdthat the water is deeper
than their wellington boots. There is widespreddrhy at this, encouraged by
both Emma and Janet, amid shrieks of genuine shioitle coldness of the
water. Emma suggestsetting wet is all part of the experieriaghilst Janet
ironically starts to sing:We’'re all going on a summer holidayata collection
is generally purposeful, although there is an iasesin splashing between
students in the water as they increasingly becasigmed to getting totally
soaked through. Janet happily takes photographs tine bank, alongside some
students holding tape measures and others notiwg data called out by those
taking measurements within the river. Talk ontthek turns to the next day, a
visit to the nearby town, and plans are hatchedsiothe chip shop. Food and
chips dominate student conversations across twapgtdor at least ten minutes,
before Emma intervenes in an attempt to refocustildents onto the task in
hand: There is more to tomorrow than just chips, it's abquestionnaires and
...” At this point she is interrupted by a studentiog out: “Yeah, you're right,
it's about arcades as well...(LaughtérThe pervading convivial atmosphere,
however, does not impinge upon the fieldwork whi&chompleted efficiently
and thoroughly — a point not lost on Emma and Jahetboth independently

6 explore these ideas in Chapter 9.
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comment to me about the attitude and commitmettiestudents, despite the

increasingly cold wind and the wet clothes of many.

On returning to the minibuses, there is a fortyutendrive to the final site, a
sluice gate over the river near to the mouth, passirough attractive
countryside and picturesque villages. These sudiogs prompt a student
conversation around the issue of rural living, vahemgages the front half of the
minibus. Whilst there is some clear appreciatiartiie area: It's really nice and
that, but | need more people and things goin§ there is strong support for the
merits of urban living. One student expresses aonaethe prospect of a getting
a dirty car stressing, to laughter from his pettvat: “the roads around here are
filthy!” Upon disembarking at the final site there isalk along a ridge, from
where the mouth is visible. Emma delivers a talklenobservable geographical
features, including a meander, a floodplain angstant spit. Janet chats over
Emma, in conversation with individual students doefdelivering her own talk
with a focus on data collection difficulties andwimns at this specific location.
After standing and listening in an exposed positamearly half an hour, |
begin to sense strong murmurings of student distw@nd these are confirmed
by comments | overhear during the walk back toailrges: I'm so looking
forward to taking this crap dffand: “l just want to go back and get something to
eat” The journey back is quiet; students are gengrlbdued as tiredness kicks
in over the thirty minute drive back to the Cen#kéier emptying the minibus,
students have an hour free until the dinner beéBlL.2® pm, for recreation or
relaxation. Emma however has to clean and put aldlge equipment noting
that: “...in a school you would have a technician, or suppbtome kind to do
all of this hidden worK. Janet makes for the staffroom for a coffee awcdtah

up with her other teacher colleagues, Dan and Gergzho have been with the
other minibuses, visiting the sites in a differerder. | was impressed by the
camaraderie shown, in difficult working conditiomsid sense that this shared

adversity may potentially be contributing to fegnof mutuality’

) analyse arguments around this issue in Chapter 11

Page | 35



The Evening: Scope for Individual Preferences
At 5.30 pm precisely, Sue rings the handbell tovpeentry into the dining hall.

Dave, the chef, assists Sue in carrying the foddhtes and readily engages in
banter with students over portion sizes, the weathd officiousness of Sue,
who is asking after seven missing cups from hessine The food is warmly
received on my table, although partially out of @ity rather than the nature of
the meal: I'could eat anything. I'm permanently hungry heris$/lone student
remarks to Georgina. Chatter around the tablelvesaround food, hunger and
events of the day, with individuals from the diffat minibuses recounting their
experiences — the dead bird and getting soakedréshprominently from
students on my bus. By 6.15 pm the dining roorldar of students and the
school teachers are sitting together discussingsfiar data analysis in the
evening. Emma has gone home by now, leaving tlolées to run their own
taught sessions in the evening. | note a sensdief at this, with the opportunity
to focus upon exactly the agenda they want. At 71 pmeet in the classroom,
where Janet talks through the calculation of disghand the procedures for
graph drawing and cross-section construction, niode¢xamples on the
whiteboard with data from a previous year. Shesisghat these must be
completed for each sample site by every studeniohehlly before they are free
to go. This incentive makes for a purposeful wogkenvironment, but with an
atmosphere of informality from the freedom to gd &tch tea/coffee as
required and to stop and chat along the way. &btle ¢f pressure from a fixed
time limit (unlike lessons at school) also makasedanore relaxed, she says, as
she is able to ensure that the work is completéardeeleasing students, without
the necessity of constantly nagging them due tiongending bell signifying the
end of a lesson. Some students are clearly inageetiby the prospect of free
time (with plans hatched to order a Chinese takayaand according to Janet
are working far harder than they ever do at schotilers are content to make a
full evening of the work, happily interspersing tlasks in hand with chatter,

with the result that they remain in the classroomil after 10 pm with Janet.

To my slight surprise, the favoured focal point &teast ten students after they

have finished work is in the entrance hall, wheggaup of lads are kicking
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around a sponge ball in an improvised game of fbtBeveral others are sitting
around the blazing fire, where both Dan and Geargire also sitting, deep in
philosophical conversation about religion. The gamm®m is another popular
location, with the same crowd of students who radyluse the facilities there
during any free time. These two locations accoangfl but one of the eleven
boys on the trip. | subsequently (discretely) ask Rbout the likely whereabouts
of the remaining male student, to be told that belds most certainly be reading
alone in his dormitory. Official bedtime is 11 pat,which time the students are
asked to return to their dormitories. Dan goes dowshering students out of
communal areas, turning off lights, locking extém@ors and checking
windows. Janet and Georgina meanwhile visit alldbimitories, to account for
everyone and to encourage them to go to sleepticiation of another busy
day ahead. By this time | am relieved to take hyootunity to head off to bed
myself. Before going to sleep | read through mieadrom the day and reflect
that the evening was an important time for datéectibn, when | witnessed
multiple social interactions and variations in tlee of space and tifhe

In this chapter | have shared my experiences arwkpgons from a single day of
the fieldtrip. This rich description offers my pemal insights and is intended to
make the strange more familiar to readers withaahdirst-hand experiences.
Moreover, | signpost some of the issues and thevhésh inform the

forthcoming analysis chapters. Before considerimggé, | propose to
contextualise the methodology | have decided toleynp this research study by
reviewing the field of ethnography.

8 These sub-themes form the basis of two separatgsangections — Chapters 9 and 10.
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Chapter 4

Contextualising my Study within the Field of
Ethnography

The first ethnography that | read (Drew, 2001) mebto be an inspiring and
defining moment. It revealed to me the potentiadtbihography as a research
methodology for my own thesis, whilst also demaatstg the accessibility and
power of the resulting text. | was inspired to r@aaumber of different
ethnographies to familiarise myself with some & tomplexities of the
methodology and the genre. This chapter presemggiew of literature on
ethnography as a methodology and its practice,idensg changing approaches
in relation to reflexivity, purpose, the use of ses1and representation. | examine
changing ideas about what is studied and consi@siqus ethnographic
research in bounded and communal educational gettinthen reflect on the
implications of these debates for my own thesigciwvham framing as an

ethnography.

What is Ethnography?

There is no clear or convenient standard definiibathnography; it is a term
which has been interpreted differently over timeas a variety of contexts. My
first encounter with an ethnographic text providee with a concise
interpretation, which served as a helpful starpogt:

“Ethnography is the research method of obsgraimd participating

in human associations in their natural settingbid, 2001, p24)
This aligns the term with the interwoven procesgggarticipation and
observation, which are constituent elements in niaigypretations (see for
instance, Bryman, 2004, p292; Delamont, 1992, g4tk & Street, 2008, p31;
Roberts et al, 2001, p3). Hammersley & Atkinso@0@) suggest that
ethnography originated from mid-nineteenth cenivigstern anthropology,
where it referred to a descriptive narrative obenmunity or culture. The
subsequent work of Malinowski (1922) is regardedigsificant in that it first

linked participant observation with interpretatidrased upon theory (Ellen,
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1984). This is still regarded as a central featfrethnography, exemplified by
the definition of Roberts et al who suggest it:

“combines both an experiential element in whicmetirapher

participate in the life of a community, and an ligetual element,

in which theoretical concepts are used and theeldped in order

to write culture.” (2001, p3)
According to Heath & Street (2008), ethnographg theory building enterprise
in which ethnographers construct, test and amhi®pries through the
systematic observation, recording and analyzinguofian behaviour. The
requirements for intensive fieldwork and first handolvement are also inherent
in many interpretations, often associated withqmngked periods of ‘immersion’
in a ‘new culture’ (Delamont, 1992). Atkinson & Reont (1990) referred to
‘ethnographic imagination’ as a way of viewing plEoplives based upon an
intense engagement with them. Equally there gcad upon the outlook of
informants in their own setting and on attendinght® everyday ‘taken for
granted’, in order to build understanding of petpieeanings (Wolcott, 2001).
This involves developing empathy with ‘the otheéo' apprehend their views,
feelings and experiences (Roberts et al, 2001)s fEpresentemig or insider
knowledge, which according to Agar (1996) the etirapher blends with an
etic, constant comparative, perspective. Some of thessslating to capturing
the reality of the social world have been incorpedanto philosophical debates,

and | examine these in the following section.

Capturing Reality?
Ethnography faced a positivisitic critique in therwentieth century, focused
around a perceived lack of scientific rigour aneleance on subjective
impressions (Hammersley & Atkinson, 2007). Sonmmegjraphers sought to
counter this with an approach rooted in nineteestfiury Biology; naturalism.
According to Matza this is:
“the philosophical view that remains true to théuna of the
phenomenon under study.” (1969, p5)
meaning the social world should be studied in @iral state, undisturbed by the
influence of the researcher. Naturalism suppodegsed that the social world
could not be understood in terms of simple cawdationships, since human
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actions are influenced by numerous factors inclgdmture, motivation, beliefs,
perceptions, values and discourses. As such thetged that causal analysis is
inappropriate, since human behaviour is a constmuttased upon the particular
circumstances an individual finds themselves ihrotligh participant
observation, the researcher can learn the culfufeeo informants and in turn
come to understand their meanings and behaviouli€ar, 1996). Even in
settings where the ethnographer is familiar, thecadwas to treat it as
‘anthropologically strange’ (Delamont, 1992), irder to eradicate any
preconceived ideas. Nonetheless, this approackotiiding the researcher in an
attempt to preserve objectivity has been critiquéth doubts raised over the
viability of avoiding influence or representing ligain a way that is value
neutral. This view, ‘philosophical hermeneuticéostal, 2002), sees
ethnographic research itself as a constructior agsumptions and
interpretations influenced by the culture and bagkgd of the researcher. If
accepting this position, there is no independentalo of ‘natural reality’.
Furthermore, the notion of ‘deconstruction’ (De&;id 976) questions the ability
of ethnographers to capture meanings on the bhaitions, since these are not
stable properties, whilst also suggesting thataghaphic writing is not a
transparent medium through which reality can be@¥edenzin & Lincoln
(2003) argue that from the late 1980’s, when th&tmppodern period for
ethnography emerged, objectivity and a neutralcgtavere largely abandoned.
Experimental ethnographies evolved, including reserom a particular
political standpoint or interest group (e.g. feratrethnographies) together with
ethnographies conducted in a variety of ways, miclg auto-ethnography and
visual ethnography. The former approach explidiilyuses upon the
introspective feelings, thoughts and emotions efrdsearcher, in constant
interaction with the ethnographic culture underestigation (Ellis, 2004).

Visual ethnography (Pink, 2001) involves the proemihuse of visual approaches
in observation, analysis and representation andtisecessarily reliant upon

sustained immersion in a social setting. Howeveagl8y (2009) suggests that

° Philosophical hermeneutics, developed by Gadan®ai6(1 challenged nineteenth century approachesctovering
intended meanings by the author, by seeking torstetel their interpretations.
19 bebates around the construction of text are adelddsser in this Chapter.
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rapid and recent global and cultural changes isstions over how well
educational ethnography captures analyses andagsrtr

“the sensuous array of sights, sounds and smellekhss ... the

traumas, passions and emotions of twenty-firsturgrived

experiences?” (ibid, p252)
Consequently he calls for a shift in ethnograph&thudological boundaries to
encompass more emphasis on sensory working (BaZpeg). Sensory
ethnography (Pink, 2009) responds to this, in itregeks understandings of
experiences, practice and knowledge using alldemses, whilst acknowledging
that they are inter-connected. According to PROQ) sensory ethnography
adopts the principles of emplacement and embodimbkateby the researcher
learns and knows through their experiencing bodthiwa sensorial material
environment. Consequently, sharing activities aradices contribute to
understanding and represent the “emergent methatisute defining the new
sensory ethnography as it is practised” (ibid, p®-1

There have been significant changes in the undetistg of reality through
ethnographic knowledge, from early desires to edeliesearcher subjectivity, to
current approaches in which the ethnographer smandssensory experiences
and knowledge with their research participants the latter which characterises

the approach | have adopted in my research.

Reflexivity
According to Pillow, reflexivity is:
“an on-going self-awareness during the researcbggowhich aids in
making visible the practice and construction oftealge within
research in order to produce more accurate anabysms research.”
(2003, p178)
The posthumous publication of Malinowski’s fielcdades in 1967 (revealing him
to be imperialist and racist) prompted strong fieastand launched a move
towards critical self-awareness on the part ofetttographer (Tedlock, 2000).
The resulting reflexivity included the documentmignteractions between the
researcher and the researched (Ellen, 1984). Fardre, reflexivity responds to
the issue that social researchers are part ofrthieoement they study and

therefore they potentially cannot help but avoidriaminating” their data.
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However, rather than eliminating or ignoring suéfeas, Schuman (1982)
suggests the reflexive researcher should striveftect upon their influence.
Nonetheless whilst:

“recognition of reflexivity implies there are elents of positivism and

naturalism which must be abandoned,; ... it doesewptire rejection of

all the ideas associated with those two lines iokihg.”

(Hammersley & Atkinson, 2007, p15)
As such, ethnographic analysis often entails mobiigveen the perspectives of
the researcher and researched, seeking to undeith&ininter-relationships
(Delamont, 1992). Equally, human behaviour is nable, nor consistent, and
varies between contexts within which the researsheonstituent so such
analysis is important. Reflexivity acknowledgeseaarcher subjectivity in both
collection and representation of ethnographic keolge and | explore ideas
relating to the latter in the next section.

Writing Ethnography

Writing is a central activity to ethnography, battthe field and subsequently.
Sanjek (1990) suggests it is a method of enquay tioves through successive
stages of self reflection, from fieldnotes to theaarch text, to the public text for
the reader. In each stage the writer, as intenpraiters the text and shapes a
written construction which makes a claim to auttypmvith the text functioning
as a source of validation (Denzin & Lincoln, 2003jiginal fieldnotes are often
piecemeal and rough, designed to be a databasalieequent writing (Sanjek,
1990). However when jotting down fieldnotes, thisran assumption that lived
experience can be captured (Bochner & Ellis, 1998)is being so, “the flow of
action and discourse has been interrupted, tumediting” (Clifford, 1990,

p51) and “the present moment is held at bay so asetite a re-contextualised,

portable account” (ibid, p64).

Whilst such views question the status of fieldnptesicerns also surround the
resultant texts. Traditionally the anthropologistsaperceived as superior to the
research participants, but postmodern challengdsdwiew have had

implications for ethnographic text:
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“The writing and reading of ethnography are ovezdained by forces
ultimately beyond the control of either an authoao interpretative
community. These contingencies — of language, rtegfoower and
history — must now be openly confronted in the pescof writing.”
(Clifford, 1986, p25)
There has been increased consciousness aroundwiee jpolitics of
representation that surround ethnography, with esiigns that ethnographies
are in fact “hierarchical arrangements of discaosir¢did, p17). This relates to
guestions such as who has the right to represemtnwivhose discourse is
priviledged in the text, and who decides the chofcerords and interpretatiotts

(Clifford, 1986).

The ‘crisis of representation’

Wolcott (2001) suggests there is a problematidiceiahip between the process
of ethnographic research and the product of ettapdge writing, which Denzin
& Lincoln (2003) referred to as a ‘crisis of repgagation’. Essentially this
challenges the potential of ethnographic text teqaetely represent social and
cultural phenomena:

“The worded word never accurately, precisely, catgdy captures the
studied world.” (Richardson, 2003, p500)

She suggests that writing is always partial, l@ral situational and the self is
always present. Consequently, perceptions passghrihe personal lens of the
researcher with all the individual assumptions gnodight processes they hold
(Ellen,1984). Thus the resulting text is the resiitobjectivization’, whereby
data is simplified or manipulated such that thedioal ethnographic
confrontation is destroyed” (ibid, p11). BochneEdis suggest that experience
is actually created in the text by the researcher:

“We necessarily invent and construct the culturesasite about. We
cannot help but read something into what is tHeeeause we are there
with it.” (1996, p20).

Richardson also claims:

“All knowledge is socially constructed. Writing mot simply a ‘true’
representation of an objective ‘reality’; insteltiguage creates a
particular view of reality.” (Richardson, 1997, p26

11 . . . . . . .
Dilemmas over the dominance of my own voice andessround the voices of others are discussedapt€hs.
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Clifford took a more extreme view and suggested eétlanographic writing
should be regarded as fiction, since “somethingasle or fashioned” (Clifford,
1986, p6) and ethnographic texts are only “madsiptesby powerful lies of
exclusion and rhetoric” (ibid, p7). Ethnographarmatives, which include plots,
characters, dialogue and settings, often emplexaliy devices shared with
fictional writing (Richardson, 1997). Equally, imi&ew transcripts may be
presented out of sequence, whilst the identitielsciiaracteristics of individuals

are often altered, if only to preserve anonymitgai&es, 2002).

Legitimising Ethnographic Text
Hymes (1996) suggests that ethnographers’ usengtitage for description
enables them to be judged in terms of competendbéaichness or readability
of their texts. However, he argues, the use ofdagg for analysis is more often
controversial, for instance over the prioritisatafrdata, the scope of data
utilised or relevance of data to an analytical e@pt®r framework. Hymes (ibid)
also contends that narratives are a source of leunel in their own right and not
secondary knowledge or reducible to other formsnoiwledge. Bochner & Ellis
argue that the goal of ethnographic writing isféel ethnographic ‘truth’ and
thus to become fully immersed — morally, aesthéicamotionally and
intellectually” (1996, p5). Similar notions of re@enting the immersed
experience are expressed by Richardson:
“Good ethnography invites the reader to experiencelture or an
event...the reader feels the experience.” (1997, p182
This also links with the debates about fictionhe preceding section, and |
suspect immersed experiences are best represgnéetbpting some fictional

literary conventions.

Lassiter however highlights a particular “gap betwacademically positioned
and community positioned narratives” (2005, p4) sanggests that this can be
narrowed by ‘collaborative ethnography’. This refkea shift away from
ethnographer-generated monologues, to ‘involvebbgiges’ between the
researcher and the informants. Sometimes this miy ¢he ethnographer

collaborating and engaging with the ‘consultangs gpposed to ‘informants’)
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over decisions, meanings and interpretations atyestep of the research
process, such that they are overtly part of crgatie ethnographic text.
Consequently authority and control of the text bamrmoved away from the
ethnographer, reflecting a different perspectivénow to evaluate and interpret

text in terms of validity and reliability.

Responses to the ‘crisis of representation’

Critical questions relating to the representatibatbnographic data have been
addressed by variety of innovative approaches,dérigreative analytic practice
ethnography’ (Richardson, 2000). These include gemres of ethnographic
writing, where the writing process and writing puctiare deeply intertwined, to

include poetry, fiction stories and drama.

Poetry adopts literary devices that make it suliatultiple and open
meanings, to have greater chance of engaging ieadeeflexive analysis and to
elicit sensory responses, for instance through ghyspeed or alliteration
(Richardson, 1997). Richardson therefore sugdleatpoems can come closer
to presenting ‘lived experience’ than narrativésce they are consciously
constructed to evoke emotions, feelings and maodsder to re-create (rather
than attempting to represent) experiences. Sp#kER) suggests that
ethnographic fictions (based upon being in thelfaetd collecting systematic
data) can address perceived limitations on comnatinit and understanding
imposed by traditional ethnographic writing. Ficisotend to be less author
centred (with less authorial presence in the teiyw the reader to make
meanings, evoke emotions and engage the readereat@tional level. He also
argues that the emotional texture of life is betgstured by fiction, which also
Is a powerful way of conveying complexity and amiig without rendering

closure.

However, Bagley (2008) queries the ability of thetten word to bring the
sensual and evocative richness of everday sighisids, touch and smell to
convey meaning. Rather he advocates ‘performartcasaa way to (re)present
ethnographic data, which explores bodily knowirtpves multiple meanings,

engages the viewer and overtly acknowledges liveersity and complexity. In
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contrast, Ingold (2010) questions the distinctietween walking in a real
landscape and walking in the imagination, for exiemyhilst reading a text. He
contends that the latter should be regarded asuaMnedium, with scenes and
stories furnishing the mind with images that prevegnse and direction to
currents of experience, suggesting that:

“To walk is to journey in the mind as much as oa gnd: it is a deeply
meditative practice. And to read is to journey lo@ page as much as in
the mind...there is constant traffic between thesaites...through the
gateway of the senses.” (ibid, p18)

Both experiences, he argues, generate ‘figmentgEwlgive shape to the inner

generative impulse that is life itself” (ibid, p17)

In the opening chapters | use the ethnographieptds capture events ‘frozen
in time’ (Clifford, 1990) and adopt literary conwems around character
development, describing physical and personaliysty together with multi-
sensory accounts of the setting. In Chapter 3deaea chronological account of
events to simplify readability, facilitate routiassimilation and to assist in
mental image generation for the reader. Howevénerahan fictions’, | present

the accounts as my representation of reality.

Bounded and Communal Ethnographies
Since my own thesis is an ethnography focusedtmuaded and communal

educational setting, | have decided to review geaof ethnographies which
have a similar focus, specifically noting any cgstcal or methodological

implications for my study.

As society became more complex in the twentiethurgnthere was a shift away
from ethnographies studying distant cultures teé&imcused on institutions or
cultural processes, of which schools became omieeainost frequently
researched sites (Heath & Street, 2008). Hargeegh867) studied a selective
urban grammar school as a bounded social systebedsaad within a wider
society. His four year study, whilst working astpi@mne teacher, focused upon
informal social relationships amongst pupils basedind two main sub-cultures.

Lacey (1970) examined social relations, in a b@ggondary modern school

Page | 46



over the course of a school year, and also idedtifie development of sub-
cultures, which were influenced in part by peemgrpressure and the streaming
system. Both these studies entailed a prolongeakrsion in the setting whilst
undertaking some teaching, and focused pre-domijnapon relationships
amongst students. Burgess (1983) in his studyigifdd McGregor School
focused upon relationships between teachers antspuithin an individual
department, in addition to examining social proessxross the school via three
specific events, to which different staff reactedlifferent ways. This focused
study employed detailed rich descriptions and nuiitiensional analysis using
case studies. Yeo (2010), whilst studying inteomea students within an
Australian boarding school (where he was an ex{pupivealed a complex set
of power relationships, intertwined with racial agttlical issues. He also
highlighted the evolving nature of the insider-ades relationship with his

informants within the bounded community.

Hymes argued that many school studies lacked a a@atipe perspective,
believing:

“an interdependence between general and partimgdairy is essential

to ethnography as a mode of inquiry.” (1996, p15)
He related this to ‘ethnology’ and a comparativaagalisation element which,
he argued, is rooted in anthropological studie&ratrican kinship. This
highlights a broad tension within ethnography awerviability of drawing
generalisations (particularly when small singleesaare studied) whilst also
preserving the particularity of the case. In sonsances, general theoretical
accounts can emerge through the detailed studgrtitplar events, whilst other
cases may be selected for the specific purposalong in with generalisations
within a larger population. Others aim at prodgdinick descriptions, to be
judged by the reader and used to interpret newatsaios (Hammersley &
Atkinson, 2007). Such debates around generaligaliilk with my decision to

undertake a case study, and these are explordefurnt the next chapter.

Nespor (1997) challenged traditional bounded schtolographies by
suggesting that schools are not simple ‘institwti@hells’, filled by teachers and

students. From studying Thurber Elementary Schowliiginia for two years he
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suggested that schools were complex institutiorextricably linked to their
locality via numerous factors including politiceomomics, corporate relations,
neighbourhood history and popular culture. Hedegienarratives throughout his
account, addressing different aspects of the schgulst acknowledging that
“ethnographies examine sectioned-out parts of arggprocesses” (ibid, p196).
As such the beginning and ending of ethnograpleifes only to the researchers’

temporal engagement with continuing processes.

Macdonald (2002) conducted an ethnographic stiidynouseum, based around
a temporary gallery exhibition within the Sciencegdum in London. She
overtly acknowledged the “particularity of a spamporal location” (ibid,
p246) but was conscious that the study was nadhldounded by the physical
boundaries of the building. She also grappled wiéfticipating and observing
“messy actuality” (ibid, p6) whilst guarding agdimssumptions of homogeneity
within different groups such as the ‘public’ aneé tktaff’. Also, in studying an

‘unexotic location’ she was conscious of the needd-familiarise the familiar.

Many of these bounded ethnographies focus upomls@tationships and
analyse specific events to examine multi-dimendipaespectives. They have
evolved from long term engagements to include feduand short-term
immersions, like my study at Oaklands. Questionsirad the actuality of a
bounded location are also contested and | expliekplore these issues in the
relation to my conceptual discussion of commumtZhapter 6 and re-visit

them again within my analysis in Chapter 8.

Conclusions and Implications
Ethnography is a broad and evolving term and, EEluggests, “is something

you may do, study, use, read or write” (1984, p8xetting out to undertake an
ethnography I felt a professional obligation to tespective institutions to
describe, represent and interpret events as aetyes possible. In so doing, |
make the assumption that | am able to describe gdrmeomena as they are (and
not just as | perceive them) and that | am ableafmiure other people’s

perceptions of these phenomena, given that presitpps about the world are
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an everyday part of living (Hammersley, 1992). Nbeéess | certainly feel the
need to reflect upon and report what appears torg@otentially could be,
problematic. | also accept that my research igyeed through the selective
observation and theoretical interpretation of wisde and experience. However
to suggest that my data or text is ‘constructe@dneot necessarily imply that it
cannot represent social reality, accepting of athisre is a single reality to

represent.

Through my narratives and rich descriptions | degbortray some of the
complex processes evolving within the setting. Irmmhhowever creating a
chronology? | seek to interpret and understand what is haipgerBy

examining processes of community formation | happrovide explanations
about relationships or factors that may be in plagt indeed some of these may
actually be generalisable beyond my bounded cBsghardson (2000) suggests
that an ethnographic text should be evaluatedrmg®f whether it has an
embodied sense of lived experience and whetheeins to be a credible
account of the ‘real’. To this end | am seekinghgage the reader, to help them
connect with the individuals, to develop feelingempathy and to promote
understanding through identification with persosgberience and emotion. As a
multi-sensory participant (Pink, 2009) | am joinwgh participants in embodied
activities such as wading in rivers, playing taielenis, eating meals and sensing
frustration and adversity. My challenge therefaréoi represent the multi-
sensory experience through the medium of text, thgawpon the work of Ingold
(2010) who suggests that embodied experiencesedivéd’ through reading.

In this chapter | have sought to contextualise tagyswithin the field of
ethnography, to explain the approach | take inogening chapters and to
signpost dilemmas that | will explore later in thesis. The specific
methodological issues, approaches and decisiauklih relation to my study of

the bounded setting of Oaklands are addresse@ inekt chapter.

12 Although | adopt a chronological approach in Chatéor the reasons explained earlier in this Céiapt
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Chapter 5
Methodology

Introduction

I am framing my thesis as an Ethnographic CaseyS&lsuch this chapter
starts with a short discussion around my interpicgiaof the term case study in
relation to this research. | also attempt to maf@iet my role as researcher;
addressing some of the issues | grappled withddlbdts | felt and the decisions
| took. I discuss my perceptions of the implicai@f these in relation to the
research, including specific limitations with mypapaches to data collection. In
highlighting such issues | aim to encourage acditieading of the analysis in

the following chapters.

Case Study

My thesis is focused upon a single institution, [@aks Field Study Centre, and
upon one particular week (9-13 March, 2009) whegnoaup from St. Catherine’s
High School visited. This is a very specific locatiand timeframe, with a
particular group of students, creating in effeaba-replicable set of
circumstances. My premise is that all fieldtrips anique, dependent upon their
location, time and participants. My intention wasindertake a detailed
investigation of the particular and unique circuanses of this individual
fieldtrip. As such, this fits with the interpretai of Stake who defines a case
study as:

“the study of the particularity and comptgof a single case, coming
to understand its activity within important circstances.” (1995, xi)

Moreover, as case study utilizes whatever methoelde@emed most appropriate,
| regard it not as a methodological choice pebséas a general objective to
develop as full an understanding as possible op#rgcular circumstances
(Punch, 1999). Such understandings are based npmhis into specific
instances, events or situations that took placenduhe week (Walker, 1974).

Moreover, | have selected a case study as it stgppor desire to portray the
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holistic characteristics of the real-life situati@fin 2003), in terms of best
representing the complex and multiple experientdiseoparticipants on a

residential fieldtrip.

Flood (1991) cites the importance of boundariedafining a case study, with
everything inside the boundary being crucial toithestigation. | suggest that
my study could be viewed as bounded, both spatatytemporarily, in that it is
restricted to one particular fieldtrip. Howevemh aware that it is problematic to
assume that such boundaries are impermeable. Bpatig study is not
confined entirely to the centre (and grounds),tbuither locations visited under
the auspices of the fieldtrip. In relation to tintleg focus was the single week,
although | did conduct a few interviews three weadftsr the trip with some
participants in order to examine the permanenaainges resulting from the
experience. Clearly the fieldtrip did not happemimacuum, it was part of an
academic year which had started the previous Sdggter@onsequently my
observations drew upon previous experiences in@d@mal | was effectively
gaining insights into already established and emglvelationships between and
amongst the students and teachers. Equally ther@gugal content was part of
a planned curricular progression leading to thesA&minations in June 20009.
Therefore, whilst | am constructing a case aroundrdral week, this is not
neatly bounded by the obvious spatial and tempionétk of the fieldtrip itself.
Furthermore, in the tradition of case study, myadatilection in the actual field
study centre was very short, so it could perhapsrgeed that | am in fact
undertaking ‘condensed fieldwork’. This was a tersed by Walker (1974) to
mean the use of case study methods to collect masemt data with speed, in
contrast to case study research which usually i@glor requires, long time
spans. | argue that in presenting a bounded sifithe detailed and specific
circumstances on one particular fieldtrip, | castifiably present my thesis as a

case study.

This is not a convenient, nor an easy choice. Gaghbes have been criticised for
several reasons, including difficulties in makirenpgralisations from the case,
influencing policy or gaining academic credence (&g 1974). Nonetheless for

me, comprehension by the reader (Stake, 2000)nisra important consideration
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and is one of my desired outcomes from this resedmcstudying a single week
at the centre | am not attempting to formulate galrsations about residential
fieldwork, field study centres, nor even Oakland=dd=Study Centre itself. | do,
however, seek to understand some of the percepimhsttitudes felt by
participants upon this particular visit. | am mialdéf the interpretation of
Hoaglin et al (1982) who argue that it is diffictdtundertake a case study
successfully, although many people feel they capame one. It is therefore with
a sense of trepidation that | approached the task.

Research Design
My research involved living with, participating @amd observing a group of

thirty-six students, three teachers and four feadtre staff at Oaklands Field
Study Centre. | approached the research initwgitly a single, broad question;
what are the experiences of being on a residdieldtrip? As previously
indicated, | was more interested in the partictilsiof an individual trip, rather
than making generalisations about residential tiigls. Consequently my
research agenda emerged throughout the fieldtripeageek unfolded, during
which time | formulated, rejected, adopted andnedi a series of research
questions in response to particular and specienevand interpretations. These
included:

* How do individual students develop socially durthg week?

 How does group cohesion alter during the week?

 How and why do relationships between staff andesitglevolve?

* Are community sentiments felt by participants oa thp?

» If so, what factors contribute to community sentnsée

* How is space used at the centre and how doesdhtslaute to feelings

of community?

From these questions three central themes emesgedi laround some of the
established requisite elements within a commui@tyapter 7 contains a detailed
review of literature around the concept of commyniThese include issues
around occupying a common territorial area ancettient to which Oaklands
could be regarded as a bounded setting. Secomdlysider the complex and

multiple relationships between the individuals witthat setting, to include
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changing perceptions of teacher identity. Thirdgxamine perceptions around
common experiences and the development of camasadeduding notions of
shared adversity. Cutting across these three thesageral underlying issues
emerged such as teacher control in shaping angemting the conditions,
different and competing agendas over fieldwork applortunities to challenge

norms from school.

| found myself taking on the roles of both partaip and observer at various
times throughout the week. For example, mealtime®wccasions for full
participation whilst during classroom sessions $weore of an observer of the
participation of others. In such situations, thet favas writing notes coincided
with the activity the students were engaged withrily the Geography
fieldwork excursions | sometimes helped out bubtrer occasions | stood back
to observe, making notes on a clipboard, agaircawity superficially in
common with some of the students. In the early d@dynthropology,
Malinowski argued that practical action and pap@étion was crucial to
developing understanding:

“Meaning does not come...from the contemphabf things, or the

analysis of occurrences, but in practacad active acquaintance
with relevant situations.” (1923, p325)

| felt that it was difficult to achieve this consgstly, although some of my most
productive time (in terms of acquiring ‘natural’tdawhich | define here as
spontaneous student behaviour without the diredrairect influence of the
teachers) was through participation around thereehiring leisure time. | took
the opportunity to mingle, socialise, play poaisthee, rounders and table tennis,
hang out and watch TV or sit around the fire wittoffee. However, unlike
Malinowski, | have incorporated relativity and efivity into my research. He
failed to acknowledge these issues in his textsyfoch he has been heavily
critigued (Roberts et al, 2001; Hammersley & Atkins2007).

Throughout my interactions and involvement, | wigsaudy not a ‘member’ of
any specific group, other than the evolving comrai all individuals at the
centre. Ellen (1984) suggests that the ethnogragaretake advantage of not

trying to become a member, by systematically exiplgithe fact that they are
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not a member. | found that accepting this helpeliation to my rather unique
status. Obviously | was not a member of the schmdljmportantly | was in situ
when the school group arrived at Oaklands. | ctlubdefore be perceived as part
of the setting from the very outset. From the yewmt of Oaklands staff, as a
visitor accompanying and observing one particutaug, | was a temporary
visitor like the rest of the members of the St.Heane’s party. Although | was
not a member of either of these macro groupingstieer school), each group
perceived the other as ‘outsiders’ so from therspectives | was an additional
‘outsider’. This perhaps served to lessen the pezdauniqueness of my position
and facilitated my quiet assimilation into the waddlVithout having obvious
allegiances or membership, this assisted me inrobtafrank insights held by
individuals about members of the other group. T\as most evident in the
views expressed to me about the relationship betweeteachers and centre
tutors (See Chapter 9). Uncomfortably howeverasa guest of both and
consequently felt a degree of gratitude (and pexlodtigation) not to represent
unfavourably those upon whom | was reliant for myywpresence. Equally |
encountered the issue of juggling closeness anantis between myself and the
individuals | was observing, a dilemma Robertsl enaapsulated in their
interpretation of being “liberated to be foreveiietween” (2001, p30). For me
it felt more like contortion than liberation. | wparticularly sensitive to avoid
being perceived as close to the teachers, siralethfs could impinge upon how
the students reacted towards me. | had prior kriydef all the teachers,
through professional engagement, and as a forraehée myself | shared a
common background. Mindful of this, | was constamthd actively managing
my relations with the three main groups of indiatij teachers, students and
centre staff, striving to develop rapport, withowuer-identifying with one
particular group. Hammersley & Atkinson refer tesths attempting to attain
“the position of an acceptable marginal memberelation to several audiences”
(2007, p68). However, given my external relatiang,personal background and
my feelings of indebtedness at being allowed to jbe group | was perhaps less
‘marginal’ with the teachers. On the other hanaktémpted to exploit this to my
own ends (again at some cost of personal guilgrhgathising in an attempt to

further open up their feelings and thoughts.
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These issues also relate to what Todorov (1988)esig is a fundamental
contradiction in ethnography. Namely that claimsabdity require a degree of
‘distance’ from the ideas of the people under seyun order to realise what is
taken for granted, yet essential familiarity witle tculture is derived from
proximity. In studying a field study centre, | was territory where | had a
degree of familiarity. | had previously participdt® and led residential fieldtrips
at various field study centres, including one t&l@ads. This was over ten years
ago, when the centre was managed and run by aefiffeegime. All of the staff
had changed, with the exception of Sue the headdkaeper, although neither
of us remembered the other. Nonetheless Heathe&§{2008) suggest it is
hard to maintain a value-neutral stance when ofemdiar with the setting and
this could potentially lead me to look for, or irgeet, incidents based upon my
pre-conceived expectations based upon prior expegieSuch background
‘baggage’ would appear to impinge upon my abilityrtake the setting
‘anthropologically strange’ (Hammersley & AtkinsdtQ07), a stance that they
argue facilitates the learning of new cultures abgctivity.

| have sought to make reflexivity a feature withiy research study, in relation
to my interactions with informants, as well as tigh the processes of data
collection and text construction. This entailglgging my own actions on the
same terms as participants, making the reader avfaecisions taken, the
motives underlying them and the potential consegeef such decisions
(Hammersley, 1984). | interspersed my fieldnotéh reflexive commentary
throughout, including detailed notes on how | feltas received and how |
perceived this may have affected the data | wdsatolg. | also started a
reflective journal upon embarking with the researcivhich | recorded my
thoughts, concerns, anxieties and doubts. Duriadiéidtrip itself | wrote daily
reflections upon my progress in this journal, tbgetwith my feelings. Examples
of these are included in the next section, whialisaters the process of data

collection.
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Data Collection

Context

The selection of my case was achieved by choossuipaol group, as opposed
to approaching a specific field study centre. 1 fieht access to a school group
was potentially more problematic than gaining astesa field study centre.
From my professional involvement with schools, ¢jeined about those running
residential trips, who would readily accept me glanorder to undertake
ethnographic research. | actually received ovepféars, with venues around the
world (including Morocco and USA). | selected thip to Oaklands as it was
fairly local so that | could make provisional vssitb develop an understanding of
the centre and its locality, prior to the trip lfséalso favoured a UK centre as |
felt that adding an additional cultural dimensiatthough fascinating, could
potentially confuse the relationships and procekses studying. It would
certainly have afforded me an ‘anthropologicalhasge’ setting to study, but |
felt that given my inexperience in undertaking emaphic research | was
already contending with considerable new experign@dso as the St.
Catherine’s students were studying A levels, |tledty may potentially be more
mature and sophisticated in expressing insightsitaiheir thoughts and feelings.
The dates of the visit were fixed prior to my i®t; so | had to clear my diary
for the week in question. | was initially concerrtbdt one week of study would
yield insufficient data upon which to base a thesid did make follow up visits
to the school three weeks after the trip to conflurther interviews. | was more
reassured, after conversations with my supervisdrfarther personal reading,
that a ‘compressed time mode’ (Jeffrey & TromarQ4dnvolving a brief but

intense period of data collection would be viable.

My research was conducted in an overt manner inaihparticipants on the trip
were aware of my attendance in advance and thablayvas to conduct
research on Geography fieldwork. The teachers antite staff knew that | was
undertaking an ethnography and that | would be ntpkbservations of all
aspects of the experience. In spite of this, | wasure whether they really
understood what | was looking at (although | wasuna myself about this at the

outset), or how the data may appear in a compkttatbgraphic account. The
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students (and their parents) were aware that neyast was in residential
fieldtrips and that | would be observing and p#@pating in all aspects of the
visit. | strongly suspected they had even less emess of ethnography, either as
a method or a genre.

Pilot Study

I undertook two pilot study visits, with the aimirefining my data collection
techniques and familiarising myself with the sejtihe first was to a different
residential field study centre where | spent aalaserving and participating in a
Geography fieldtrip with nineteen year 10 pupitenfra large 11-18 mixed
comprehensive school. The students undertookea siwrvey in the morning and
analysed data using computers in the afternooecame accustomed to
eavesdropping into casual conversations and dised\bkat informal
opportunistic conversations were very productivegi@ining data. | was also
personally more relaxed with this approach (as epgdo the semi-formal
interviews that | also piloted) and became expeedrin shifting the focus of the

conversations, to cover strategic topics.

| also started to develop my style of note takeigempting to include a running
account of events, interspersed with notable varbatiotes or phrases. To
supplement this | sought to include contextual dpgons plus my own personal
reflections and insights on events. | also staatedparate reflective journal in
which | recorded personal feelings about my pragyeesl the overall experience.
The latter suggests that | faced initial difficedi

“I feel that | am trying to do too much. It is arteresting but confusing &
bewildering experience.

My tendency is to focus too much on teachers/stadf what is being said by
them.

When observing the pupils | struggle with what t@tetr. Do | go for oversight
of the whole group, or watching a few specific indiials?™**

(Reflective Journal, 12 January 2009)

13| use the same font for quotes from my reflectiugrpal, since these represent my voice.
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| also encountered an over-enthusiastic teacherse#bmed eager to monopolize
me with her own agenda. She told me in great ldgbaiut her own experiences
and thoughts and regularly provided commentary yponeedings for my
benefit. Whilst perhaps trying to be helpful, | fmlher oppressive and
distracting. Nonetheless the experience taughtoneersider the motives of
informants, about how | may be perceived and atmihecessity to manage

field relations carefully.

My second pilot study was to Oaklands and thisrd#d me insights into the
welcome routine provided to groups on their firgirmng and gave me an
opportunity to wander around the site alone, farnging myself with the space.
Although invaluable in these respects, the expedeanade me more nervous

about the impending ‘real’ field trip:

“Having been at Oaklands itself the reality of #wtual visit is getting nearer. |
am starting to feel more anxious & worried. What leexstually focusing on?
Will I get enough data? Am I doing it right? What dneed to do to prepare?”
(Reflective Journal, 29 January 2009)

Access, Early Field Relations and Reflections

| arrived at Oaklands at 9.30 am on the Monday imgrof the trip, for a brief
reacquaintance with the facilities and staff ptmthe arrival of the school party.
When the coach arrived | mingled around the entgduad!, initially talking to
Georgina. | was introduced to the students by Entlaang the induction talk
held in the lounge shortly after their arrivalwias a rather brief and low-key
introduction, amidst a wealth of information oneasiland routines. She merely
explained that my name was Nick, | was a univergggearcher studying this
fieldtrip and that | would be around all week. T8tadents were aware that |
would be about, but this was their first opportynd meet me. Neither Emma
nor Dan had consulted me over my introductiontbetfact she used my
Christian name and kept it very short and simpieedume. | dressed casually, so
as to fit unremarkably into the context where teastand students were also

casually dressed.

Page | 58



| already knew the teachers and centre staff, fpoenious dealings and my pilot
visit respectively, so my early work on field rétats concentrated upon the
students. My approach was to maintain a quietusadtrusive presence, but to
progressively build trust and rapport with groupd andividuals by roaming. |
sought to project myself as a normal, regular peras opposed to a potentially
remote, aloof or eccentric academic, in an atteampispel potential
misconceptions around my identity as a univerggearcher. My reflective
journal documents initial anxiety over buildingagbns:

“Monday lunchtime. | feel quite awkward. Pupilshuin to get their food & sit
down. By the time | arrive few seat are left. I@itthe same table as Georgina,
but she is at the other end. People are talkiogral me, but not including me. |
don’t want to butt in and seem forward. | feel verych an outsider.”
(Reflective Journal, 9 March, 2009)

By Monday evening, my entry reveals some progress:

“Mon afternoon —assisting groups with fieldworkses to strike up
conversations. Some students confide about laekjofyment. Aware | lack any
authority to make decisions about ending work &gddack. This distinguishes
me from other adults.

Lack of knowledge of individual students is a Hiachindrance.”

(Reflective Journal, 9 March, 2009)

| was conscious of the need to establish amicaidepeoductive field relations
in order to improve the quality and quantity of dgta (Benyon, 1984).
However | was also under additional pressure teeaelthis quickly as | only
had a short and fixed time frame for data collectio relation to the teachers
and centre staff | was keen to distance myselfra/pessible, from my potential
other identities (such as ex-teacher, PGCE tutai)adways tried to keep
conversation on events of the week, rather tharghrg in topics around

experiences related to these other roles.

Oral Data

| obtained oral data from a variety of sources.sehiacluded informal
conversations | had with informants, often alongtdservation. Throughout the
week, the nature of my conversations altered, @ddily with the students. As
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discussed, at the outset | was concerned with émecep and integration, keen to
exude quiet but genial sociability, in order toldurust. As the week progressed

| felt that my rapport developed, as | became aenaccepted member and
participant in events. By Thursday and Friday (hicl point my lines of

enquiry had started to crystallise) | attemptedde some conversations to gather
specific data, by thinking on my feet in resporssedmments and steering
chatter into my own research agenda. Inevitablygho| cannot assume that any
views expressed in conversation with me were nacdgssaccurate or genuine; it

may be that narratives were spun for my consumption

Another rich and plentiful source of oral data wasrheard speech. Sometimes |
suspect | was eavesdropping, with the participbetsg oblivious to this, yet on
other occasions by virtue of my presence they naaye modified their
conversations, either deliberately or subconscjo&metimes things were said
purposefully for public consumption, perhaps witspacific underlying

intention or purpose. It was not possible for mdebnitively differentiate
between such circumstances or motives, so agamdegmingly required to
accept the data at face value. However, usingdédcription | was able to
contextualise speech and as | came to know indigdilwas able to build and
develop mental images of their characters. Alsough triangulation | can
perhaps claim some degree of data reliability. ti@nother hand | did note that a
few people expressed views which were inconsisherit] suggest that this was
perhaps in response to circumstance rather thanscious or deliberate attempt
to mislead.

| obtained written consent and conducted semi-fornaavidual interviews with
all the adults (the three teachers, two centregutbe chef and head
housekeeper). These were scheduled encountenyategorooms, the interviews
were taped and subsequently transcribed. | haderigdist of issues at the
outset, but the content and agenda were flexibénédle me to pick up on
particular responses and to refer to previous ertslrelating to the informant
concerned, if applicable. | also interviewed segentof the thirty-six students,
moving between rooms whilst the students were ngitip their projects. These

interviews all took place on Thursday 12 March. rEh&ere eight students
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whom | specifically pre-selected to interview, lésg®on my observation of
events earlier in the week. The remaining intergievere randomly selected,
based upon the availability and location of studeand these continued until |
ran out of time at the end of that day. These uers took place in the room
where the students had chosen to work. | alwaygesigd moving to a private
corner, in perhaps what was only a token gestwrartts confidentially. Despite
this, on different occasions, a friend walked camed joined in the conversation
and someone was called over to explain their petsjgeon an issue. | secured
written consent for each of these interviews, whigte conducted in a similar
flexible fashion around a different pre-determitiet | chose to tape the
interviews so that | was free from writing in thntarviews, in order to
concentrate on maximising the opportunity in teohsesponding reflexively to
particular answers and in thinking of specific digss. Follow up interviews
were held with the three teachers and four studsrtss. Catherine’s, three
weeks after the fieldtrip. These were also tapetiteanscribed, with separate

consent forms completed.

Once again | cannot be assured of the reliabifityp data since, as Denscombe
(1984) notes, interviews themselves are distindo@al episodes. Interview
data is not direct evidence of events, nor unmediatcess to the personal
feelings or experiences of an individual (Atkinsbisilverman, 1997). They
suggest that someone may use the opportunity éo jpi§tifications, or excuses,
for themselves and others, or for proffering expteons and motives. Any
responses cannot be taken as facts; they areyjpirttiuced narratives in which
the responses are perhaps largely dependent up@udstions themselves. As
such, my choice of question, or even the wordingdd may actually represent
my interests or bias which could then be amplifiggtaping the interviews my
informants were aware that what they were saying efgectively ‘on the
record’, with the result that they may have witlth@r possibly projected,
certain views accordingly. Walker (1974) suggesspondents will usually
either tell the interviewer what they perceive thegnt to hear, or will take issue
with what they perceive the interviewer’'s perspexto be. Either way, he

argues, the perspective of the interviewer entersriterview.
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By transcribing interviews and analysing transsippiam only considering one
dimension of the exchange, since non verbal sigaradscontext are lost such
that “the interactive situation is pressed fldtelivashing from a mangle” (Hull,
1984, p8). Finally, as with all my oral data, | aomscious that responses are
dependent upon the emotions of the informant atgasicular time whilst,
irrespective of their intentions or personal mativilaey are also subject to
possible partial recall (Denscombe, 1984). Norleise | do try to provide the
context for direct quotes, both in terms of hovndged the encounter and my

own response to the comments.

Observations

Observation was a significant source of data fortihegis and | sought to gather
data from a wide range of locations. | effectivied open access to the majority
of the centre, but chose to exclude myself fromdibienitories of others, out of
respect for personal space and privacy. There atber areas, most notably
specific spaces allocated to Oaklands staff, wherdy entered with invitation.
These included the kitchen, the centre staff rothma ‘6nug’) and the Lead

Tutor’s office.

As previously noted, | strived to immerse myselthe experience where
possible, taking the role of a multi-sensory pgraat (Pink, 2009) by engaging
and assisting with fieldwork and participating @creational activities. Joining in
whilst also acutely watching, listening and tryilegcommit things to memory
was a demanding and draining task. It necessitateaving to remember
events and incidents, grabbing opportunities téenthiese up subsequently. |
was concerned that | was forgetting, or omittiregraingly insignificant but
potentially key facts. Also | was worried that whenting up, | was potentially
missing out on some vital experience. On the dtlaed, | felt more confident
with my clipboard or notebooks in front of me, dserver of the participation of
others. This was convenient and unobtrusive iragedontexts (notably the
classroom or whilst undertaking fieldwork) but ltfé would have potentially
altered behaviours or attitudes towards me if ktthos approach constantly.
Equally however, | found non-participant observatpersonally less fulfilling

and enjoyable.
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In response to my uncertainty of what to look fanjtially attempted to follow
the advice of Delamont (1992) by undertaking sbertods of general scanning,
characterised by unfocused watching and broad swéegerspersed these with
periods of close attention focused upon a partidatdividual, group or
phenomena. As my experience and confidence inaeabecame more
comfortable in accepting the views of Wolcott (2P0%er the impossibility of
looking at everything, necessitating one to lodkederely, but with choices
made reflexively. Alongside my observation fieldestl made initial analytic

memos based upon my own insights, interpretatiodsraerences.

Documentation

| collected and analysed a range of written docuatigm about the fieldtrip.
These included official Oakland’s publications wett by the centre staff (such
as the Centre Handbook and the public web site)raathal publications for use
by centre staff (including the Good Customer Cangd®&) written by the Centre
in conjunction with the Local Authority Advisor f@utdoor Education. There
were a range of public documents inside the buglavhich were displayed, for
example on notice boards in communal areas (eegeritrance hall, dining
room) in addition to semi-public notices in are&sastricted access (e.g. the
school teachers’ staff room, centre staff roongHen, Lead Teacher’s office). |
was also given access to documentation pertaioitiget particular visit, which
was designed for specific audiences (e.g. studerkbwoks issued by the tutors
to the visiting students - see Appendix A; planmimgeting notes shared between
the teachers and tutors - see Appendix B). | wesfalto note the context of
documents, using the typology above, mindful thaitwere socially produced

for the intended audience (Hammersley & Atkins@83).

Validity and Reliability

Issues around validity and reliability of data warearea of concern to me
throughout my research. | was conscious of thereipiof capturing the
viewpoints and perspectives of a range of diffepanticipants, empathizing
with them, their views and experiences (Delamo@92). From my lurching

early observations in the field, to the codinghe seemingly disparate data |
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collected, such doubts ebbed and flowed throughbldareover there was the
issue that my own presence influenced the dataslteyang to capture. Clearly it
would be problematic (even if it were possiblepttempt to eradicate any such
effects, but equally | was unable to ignore thetmave therefore attempted to
identify them for the reader and to understand ttlemugh my reflexive
analysis. | have also been unsettled by the sedyrfingdamental question of
how do | know that informants are not just tellmg what they think | want to
hear? At times it felt like the very essence ofnesearch could be instantly
undermined by this. However, by integrating cohtd through the rich
description of episodes, | hope to provide intagdrens and explanations, linked
to triangulated data or changing circumstancesoddir rich description | also
aim to address the issue raised by Heath and Stheestate:
“Readers often speak of the validity of the woflethnographers in

terms of whether situations and scenesecalive or not.” (2008, p45)

Walker also offers a helpful perspective, arguing:
“Reliability is concerned with the relai between data and interpretation

not with the adequacy of data as descrigifweality.” (1974, p88)
Where applicable, | have sought to present matefiadh is open to multiple
interpretations, thereby offering the reader theoofunity to assume some
responsibility for judging reliability. | also expitly acknowledge my role in
constructing the text (see Analysis and Text cosibn Section later in this
Chapter).

Ethical Considerations
Prior to undertaking the research | conformed &odthical procedures of the

School of Education and Lifelong Learning at thevdrsity of East Anglia. This
involved gaining permission from the School’'s Eghiommittee for my
research, satisfying them about my procedures droansent, anonymity,
confidentiality and avoidance of harm. | also sduayid obtained permission to
undertake the research from the Governing Bodytsatiteacher of the school,
the Local Authority and the Lead Tutor of Oaklaiasld Study Centre (see
Appendix C for a copy of the Consent Form). ThedebGeography and trip

leader had originally invited me to attend, and blagcked with his colleagues
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that they were happy to have me along. Parentsea$tudents were advised of
my attendance as a researcher during the prepasgints meeting (compulsory
for all residential school trips), whilst a parggnaabout this was also included in
the consent letter parents had to sign to allowptrécipation of their child (see
Appendix D). My contact details were also includedhe event of any
questions or concerns but | did not receive army. niy taped informal

interviews | created a participant consent forrwinich | explained specific
issues surrounding this form of data collectioc|uding the option to refuse to
answer questions or to withdraw from the intervagvany point (see Appendix E

for a copy of this form).

Whilst my presence as a researcher was overt, sgareh agenda was not.
Having secured access to the fieldtrip, it wasdbrgmpossible for any
individual within the setting to decline involventan my research. | could
justifiably claim that | did not necessarily knowyself, particularly at the outset,
what was involved or where my research was golngas directly asked on a
couple of occasions what | was researching, to lwhreplied that | was:
“focusing upon the experiences of being on a residkfieldtrip.” Whilst
factually correct, this proved sufficiently vagusjnspiring, or perhaps evasive
to encourage little follow up questioning. Althougbt wishing to appear un-
cooperative, | was slightly concerned that if | veaplicit about what | was
investigating, it may impact upon the behaviouméérmants. For instance, if
someone knew | was focusing upon social relatiggssithey may have altered
their behaviour in order to present themselvesdiifarent way. | also
suspected that any given individual did not neadgsaalise the level of
scrutiny that they could potentially be subjecteadnd felt similar misgivings
over my adoption of eavesdropping as a covertctaltaction method. | used
the words ‘ethnography’ and ‘observation’ when itadkabout my research with
informants, but perceived a lack of knowledge, usi@ading or interest in what
such research actually meant in practice. Despiteviing the research ethics
procedures required of me by the University, | fie#tt these potentially offered
minimal protection to my informants and | was regdito make ethical

decisions in the field, without compromising theegrity of my research.
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Consequently | was fairly certain that the studesutsl suspected that the adults,
did not really appreciate how they may end up bammglysed and represented.
Miles & Huberman highlight an element within thistical dilemma, whereby
the ethnographer: “makes public the private anddsdhe locals to take the
consequences” (1984, p265). This resonated withrespecially over
relationships between the teachers and the cdaffewhere frank, personal and
possibly private views were expressed to me. pgexd with the issue of
whether to use fictional vignettes, by altering degails of non-essential
characteristics of individuals (such as their gershel physical stature) in order
to enhance and preserve their anonymity. | decadgdhst this, as in the case of
many students their identity is preserved by mynghay their names. For the
adults (both teachers and centre staff) they amstiiiable by virtue of their
position which is a characteristic instrumentatiheir insights, opinions and
perspectives, a fact that rendered fictionalismye of their other characteristics
rather futile. Nonetheless, the fictionalised namokthe centre, school and
individuals effectively makes their identificatiompossible by those not on the
particular trip. It is conceivable that a few inidival students may be identifiable
by other trip members by virtue of their behaviourviews. However, the
student voices which feature most prominently wattiie thesis (and therefore
the individuals most likely to be identifiable) veethose whose behaviour had
aroused my interest during the week and were sulesdlg approached for a
taped interview. All those | approached agreedtngerview and signed a
participant consent form for that element, in fulbwledge of the intended use

of their comments and views.

| felt uncertainty over how much personal informatabout myself 1 should
disclose, particularly to the students. | suspkttere would be less curiosity
about myself as they were post-16 students, assagji® more curious younger
secondary school pupils. If | was perceived asllgro&the teachers, | felt that
their behaviour around me may change. Equallytlaielobligation of
reciprocity, especially when extracting informatioom informants in what
appeared to be just casual conversation.
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| agonised over the lack of opportunity for inf@ams to decline, vagueness
about my intentions, my use of what may be consitleovert data collection
methods and the potential identification of cerfastviduals by other members.
These general difficulties, which are often asgedavith ethnographic research,
required me to adopt “ethical situationism” (Hamshey & Atkinson, 2007,
p219). This suggests that ethical legitimacy isadten of context and the
judgement of the researcher, depending upon assaesat of relative benefits
and costs. It necessitates avoiding serious haparticipants, but prioritises the
need for the legitimacy of research, even if ofeet@someone cannot
necessarily be avoided. | have actively souglitmd harm and have
consistently adopted strict procedures in relat@anonymity (in changing the
names of all individuals, institutions and placas)l confidentiality (by my
careful storage of all documentation and through destriction to myself and

my supervisor only).

A final ethical consideration | need to addresatesd to possible power relations
between myself and my informants. As a PGCE Gegidgrdutor | am
responsible for arranging and monitoring studeatcheg placements within a
partnership of 70-80 secondary schools. Invariafilyd that more schools wish
to host my students (typically 40-45) than theestudents (around 20), whilst
St. Catherine’s is a school that always offers ageagphy placement. Aware of
the demand for my students, it could be that th€8&therine’s teachers used the
opportunity to try and impress me, in either a comss or sub-conscious attempt
to secure future student placements. This couldfesntself in overly-positive
interpretations, but on the other hand they malytfed by agreeing to my
participation on the trip they may be automaticaihjitied to preferential
placement allocation. The centre tutors were aigare of my potential

influence (through my networking with partnershghsols and from views or
experiences | express to my students who in tuaal loéf into schools) in that
positive reviews from myself could potentially ydduture business for them. To
this end, they may also have been attempting ttvgyoor create positive
impressions of residential fieldwork at Oaklandsefie were no such agendas in
my relationship with the students, although mydi@a within the setting

arguably gave me higher status than them. It wparapt that | was an adult
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member without any power over the schedule, comtefieldtrip arrangements.

| was never consulted by centre staff or teachmrafy opinion on what or how
things should be done and the students picked upi®nAs such | was never
asked for permission by the students to be allowetb things, as it was obvious
| did not have the authority to grant requests akendecisions that affected
them. On the other hand however, | was also clesdynpt from the routines or
protocols required of the teachers and centre istdiffat | was free to wander
about as | wished, with the option and power todethe site whenever and as
often as | liked. This gave me a unique freedomwbtihout operational power

over anyone.

If I were perceived in any of these ways by thepeetive groups this could
potentially alter their behaviour in my presenédthough | am not seeking to
make generalisations about other residential figlslt these are important

contextual factors for this particular study.

Analysis and Text Construction
In setting out to write an ethnography | am stryvto:

“recreate social worlds for readers by wgtaescriptions of scenes
and settings, introducing and assemblingatdtars and narrating
social actions.” (Atkinson & Delamont, 199(0,7)

The transformation of my data into the final texdsaa lengthy and detailed
process (See Appendices F-H for examples of mgrfaks). | initially analysed
and coded all my data into three main categori@seth around the following
emerging themes which arose through the data:

Space/Territory: private; communal; freedom/restrictions; closechkion.
Relationships teacher-student; student-student; teacher-tpsmanence;
individuals; social engineering.

Common experiences/goalsoutines; programme; leisure; adversity; food) ec
agenda.

The data analysis chapters evolved from this siracivhereby | analysed the

coded data using themes and frameworks from mrmatiiee reviews around
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previous studies of educational visits and notiihsommunity®. | also
identified and focused upon certain ‘critical ineids’ for detailed analysisand
constructed an individual case study of one stuttedévelop the analysis of
intersecting themé% However, | am conscious that the final constomcof

my text effectively fixes perceptions and readingss serves to lessen, or
perhaps even contradict, the ambiguous, potentdlisive and invariably
complex nature of reality that | am seeking to aepptind present. Furthermore
the reader is essentially required to accept mgwatcas they are unable to
“recover the immediacies of fieldwork for empiricatinspection” (Geertz,
1988, p6).

In a conscious attempt to avoid the dominance obwy voice and
interpretations as an indirect narrator, | strit@gbt down numerous verbatim
quotes in my fieldnotes. Many of these have baeluded within the thesis, in
addition to quotes obtained from my transcribedmviews, so as to reflect a
diversity of voices. These are integrated withia tixt, to retain their context in
relation to my fieldnotes. Notwithstanding theuies around reliability discussed
earlier in this chapter, | did so with the intentiof portraying the views of the
individuals concerned. However, as the sole authdreditor of this thesis, |
decided which quotes to use and where to use taedhin so doing this
potentially gives me power to deploy them to baolstg own arguments. This
issue is highlighted in a broader context by Negpat Barber (1991) who
suggest that the writer has potential to exertwgoaelationship in the way that
they choose to represent informants. | adoptekeiél convention of using
italics for other people’s voices, whilst quotesnfr my own reflective journal or
fieldnotes are in the same font as the rest ofdki since these are my own

voice. | distinguish these, however, through the afssingle-spacing.

| suspect that my thesis may be of most interestdanisers of educational visits
or educational researchers. As such they may taawiiarity with either the

content, or the approach, but possibly not botmsgquently | started the thesis

14 See Chapters 6 and 7.
5 Eor instance, see ‘The Workout' in Chapter 10.
16 See Chapter 8.
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with three chapters of introductory rich descrippin order to set the scene,
draw the reader in, give authenticity to Oaklansia @lace, and to portray the
key characters as real individuals. To achieveltb@sciously adopted some
fictional literary conventions around character@&lepment and scene setting. In
addition, these chapters provide my own credentialbeing there and represent
a conscious attempt to enlist the faith of the eead the validity of my account
(Geertz, 1988). To avoid interrupting the flow bése narratives | use footnotes
to signal any differences in my voice and identyd to demonstrate awareness
of the ways in which | have consciously construdtemtext. | also reflect my
different voices and identities in the thesis inesal ways. For example, my role
as participant is expressed through quotes fromatfigctive journal and as a
researcher at the scene through my use of theogthphic present’. | explicitly
signal my critical reflections on the data, whdstconstructor and narrator of the
thesis | explain my decisions about the style dnecture of the text. In a further
attempt to underline my reliability as a witnessidave descriptive detail
throughout the forthcoming analysis chapters.

In this chapter | have presented my justificationdndertaking an ethnographic
case study. | describe some of the issues anceomtfaced during the
research and identify specific issues relatingata deliability and research
ethics. | hope that the resultant thesis is engpgimd clear, but also that it is
critically read, in light of the points raised.ttme following chapter | situate my
thesis within the current body of research literata the field of educational

visits.
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Chapter 6
A Review of Literature around Educational Visits

As outlined earlier my thesis investigates the epees of being on a
residential fieldtrip, with an emphasis upon th&eekto which participants
develop perceptions of belonging to a temporaryroomity. A residential
fieldtrip is one example of an educational visihigh in turn is a form of outdoor

education. This chapter starts with definitionsh&fse and other related terms.

The fieldtrip | observed was delivering Geograpbwtent, following a particular
AS examination specification. The trip aims, pragnae and experiences were
inextricably linked to meeting some of these cudac requirements. | therefore
include sections in this chapter which provide eatial information on the
place of fieldwork within school Geography in Englleand Wales, the perceived
advantages of fieldwork and different approachasiertaking Geography
fieldwork. These are relevant to my analysis ofresediscussions and
perceptions in subsequent chapters. | also pravigeiew of current research
into educational visits, largely focusing upon th€, before considering the

methodology employed in many such studies.

Terminology
Outdoor education is a sweeping and embracing wédrith Donaldson &

Donaldson defined as “education in, about andHerautdoors” (1958, p17).
Nowadays this is slightly re-framed with an empbagion learning, but the
breadth of content remains. Rickinson et al deduteloor learning as “learning
that accrues or is derived from activities undestaln outdoor locations beyond
the classroom” (2004, p9). They suggest thatdhra embraces three distinct
kinds of activity; fieldwork where the focus is rarily upon curriculum
learning, outdoor adventure, with a focus on ati&gipromoting personal and

interpersonal growth and community projects whidhaten cross-curricular
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projects near to the school. Boyle et al concuhwhie curricular focus of the
term fieldwork, defining it as:

“any component of the curriculum thatalves leaving the
classroom and involves learning throfigit-hand experience.”
(2007, p300)

Current policy and local authority regulations hgieen explicit meaning to the
operational term ‘educational visit'. This relatesoutdoor learning which
involves going off the school site. It does notrdiere include, for example,
fieldwork within the school grounds and is linkedthe requirement to submit
formal educational visits paperwork. Educationaitgican vary in length from
part of a single lesson, to several weeks, andegust outside the school gate
or residential visits to foreign countries. Therie are often interchanged during
conversation, although the particular visit | olveercan accurately be described

by any or all of the terms above.

The Relationship between Geography and Fieldwork

The curriculum subject of Geography is closely agged with opportunities to
engage in fieldwork. Bell argues that fieldworlaisinique aspect of the subject,
encapsulated by the feeling that:

“There are often fond memories of geegraphical residential

visit complete with hostel accommibala, packed lunches eaten

in the rain, the camaraderie anddadization that geography

teachers are human after all.” (2Q0=)
| can personally empathise with this view, whils tatter two points are of
particular relevance to my research into commusetytiments and the
opportunities for shifting student perceptionshdit teachers. Other research
suggests that fieldwork is the very essence ofltbepline:

“Without fieldwork, Geography is secthand reporting and armchair
analysis, losing much of its invatvent with the world, and its original
insight, its authority, its contribans for addressing local and global
issues and its reason for beingtéy&ns, 2001, p66)
Moreover, the academic significance of fieldworls lh@en recognized by
OFSTED and the DfES, perhaps encapsulated by #vethiat: “Fieldwork gives

opportunities for learning that cannot be replidatethe classroom” (HMI,

Page | 72



1992, p1). The revised National Curriculum (2008pattaches significant
importance to outdoor learning, building upon tleatning Outside the
Classroom Manifesto (2006), and specifically todireork opportunities in
Geography.

Fieldwork is perceived by pupils as a popular eletméthin school Geography.
It was mentioned by a large number of studentsfaatare of Geography that
they enjoyed (Adey & Biddulph, 2001), whilst Norm&rHarrison (2004) found
that fieldwork was the third most popular aspedBebgraphy in their survey of
1172 Year 9 pupils in Brighton and Hove. In Higketucation fieldwork is also
popular; Besenyei et al (2004) found that 58/63eugchduate respondents
enjoyed their fieldwork experiences. Other rededinks enjoyment with the
effectiveness of fieldwork, where enjoying the exgrce also results in students

being cognitively more receptive and retentive (K&rCarpenter, 1986).

Caton (2006) argues that fieldwork has benefit<émnitive learning, but that
the academic choice of fieldwork approach chan@elsgraphical learning in a
particular direction. Without explicitly judging ¢hmerits of each approach he
draws upon the typology of Job (1999) which ideegifiive categories of
fieldwork approach. The traditional ‘field excursios where students are taken
on a tour and particular features are pointedmtiteém. This is the type of
fieldtrip | encountered as a pupil at school mydelf example when Mr
Laithwaite dictated notes to us in the minibusel&iresearch’ is based upon
hypothesis testing, usually associated with quatnte data collection and this is
the type of fieldwork | led as a teacher during 1880’s. ‘Geographical enquiry’
is based around a central question or decisionmgakkercise and typified my
approach to fieldtrips with school groups betweé@®and 2003. ‘Discovery
fieldwork’ allows students to develop their own @iscand study using methods
based upon their own interests in a setting, whitstsory fieldwork’ encourages
sensitivities to environments using all sensese [akter two approaches in
particular are more student-centred, with the eraxgement of a reflective and
receptive manner and the development of an afiecésponse (Caton, 2006). |
suggest that to some teachers and students theesegarded as more progressive

and enlightened approaches, whilst to others tepsesent the dumbing down of

Page | 73



academic rigour within Geography. Interestingly GCsd A level
specifications still expect ‘field research’ or Gggaphical enquiry’ for
coursework assignments and this creates challdoagesachers opting for new
qualitative approaches, not least in terms of a@hgeoutcomes that go beyond
superficial descriptions (Caton, 2006). Lambert &ldrstone (2010) contend
that the examination board preoccupation with cdginaims, cuts students off
from their feelings and their own interpretatiorishe® world. The choice of
fieldwork approach, its delivery and differencesieen ideals and practice
contributed to the relationships between teachaiscantre tutors on the

Oaklands trip. This is explored in detail within &fiter 10.

The Decline of Geography Fieldwork

Despite evidence suggesting the apparent popukandybenefits of fieldwork,
Harris (1999) notes that outdoor learning by sclstatients has decreased over
recent years. This situation has continued intotwenty-first century where
fieldwork in schools is now declining due to a conabion of logistical issues in
taking pupils out of school, health and safety evns and the perceived
excessive bureaucracy involved in organizing tfpall, 2005). These are also
linked to the growth of a litigation culture, whidlihomas refers to as “a
prevailing social trend” (1999, p131), amplified &yew high profile accidents
involving children on school visits. Fulbrook (B)Guggests that media
reporting may have exacerbated concerns overgke of litigation against
individual teachers, which he claims are minimaived procedures are

followed.

Rickinson et al (2004) suggest that a crowded culurim and increasingly
rigorous assessment requirements diminish thecatneof, and appreciation for,
outdoor learning in the UK. In Higher Educatiorhexe fieldtrips are also
declining, the development of technological altéikes (such as GIS and virtual
fieldwork), issues of expense and financing andithe burden on staff are also
seen as contributing factors to this trend (Boylale2007).
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The Suggested Value of Educational Visits
A number of research studies have focused spdbyfigaon the breadth of

potential benefits derived from educational visiEuller et al (2000) refer to
these benefits in the form of possible educatiobgctives. They suggest these
are observational skill development, experiengalhing, the encouragement of
self responsibility for learning, analytical skilevelopment, acquiring a taste for
research, fostering respect for the environmeetdévelopment of personal
skills and the lessening of barriers between siadf students on residential
courses. Dillon et al (2005) identify a similar ganof benefits, but classify these
differently as learning about nature, learning dlsmeiety, learning about nature
and society interactions, learning about onesediriing to work with others,
learning new skills, learning about practical camagon, learning about
influencing society and learning research skilly. fdsearch is particularly
focused upon evolving community perceptions, whiahgue cut across many of
the categories identified in both these classificet. Wilby (1984) draws a
distinction between objectives and outcomes, suggeshany fieldtrips are
designed and framed as academic and exam orientatdst outcomes are often
more pupil centred, in terms of personal and sa®aklopment. Whilst the
distinction may be useful in raising awarenessigigest that they are not
mutually exclusive and that priorities in fact cgarduring the unfolding

experiences of a fieldtrip.

Rickinson et al (2004, p20) examined 150 reseantiigations on outdoor
learning in the primary, secondary and tertiary@scrom around the world and
identified four categories of learning impacts. 3bdare:

Cognitive impacts: those pertaining to knowledgejaerstanding and academic
outcomes.

Affective impacts: which encompass attitudes, val@enotions, feelings and
beliefs.

Social impacts: such as communication skills, tearkvand leadership.
Behavioural and physical impacts: which relate¢ospnal behaviour and

physical fitness.
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They do acknowledge that there is inevitable oyebletween these categories.
They also identify factors that can facilitate mpiede the learning of students in
outdoor education settings. Programme factord) asdhe length of courses, the
amount of preparatory/ follow up work and the intpace of aligning the format
and structure of the programme to the desired outscare important
considerations. Also they cite participant factevkich relate to the role of
learners themselves on a visit, and include issuels as the interests,
characteristics and learning styles of the pupitstdly, place factors include
visiting new locations which impose learning denmsaadd emotional challenges
upon students which, they argue, are not alwaysg &ppreciated by teachers or
outdoor educators. | found this classification #mintervening factors a useful
tool in the initial stages of the coding and anialy$ my raw data, although |
veered away from it in my analysis chapters, prefgrinstead to refer to

conceptual frameworks which evolved from the litera | review in Chapter 6.

Specific Studies on Educational Visits
This section considers a sample of the findingsmfprevious research studies,

which have emphasized a range of cognitive, affecg8ocial and behavioural
impacts. Rosenthal & Lee (2009) position their agske by offering a critique of
traditional ‘positivist geography’. They argue thia¢ application of scientific
techniques to aspects of the environment risk de#sging students to it and
suggest:
“It is paradoxical that activities intended to enba our understanding

of an environment can result in increasing ostatice from it.”

(ibid, p3)
They support an ‘interpretivist approach’ to Gegimafieldwork, seeking to
connect the field worker to their environment witinimum guided input from
the teacher. This approach draws upon the usepefriential and sensory
activities advocated by Job (1999). On a week-l@sgdential A2 fieldtrip to
Morocco twelve students kept a daily reflectiverjaal. Their analysis of these
diaries revealed numerous examples of sensory imjogether with ‘eureka
moments’, which they cite as significant evidentaftective learning. However

(despite their criticism of positivist Geographlgeir own research into cognitive
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outcomes adopts a quantitative approach by congp#rare-sit examination
performance of students who participated on thdtfip, against those who did
not. In these, trip students increased their mhykan average of 15.5 marks, as
opposed to 12.7 for non fieldtrip students. Diegkand Falk (1997) also
demonstrated a positive impact of fieldwork on doge learning in their survey
of a group of 128 adults and children. They discegte¢hat 96% of respondents
could specifically recall trips taken in their gadays at school. This links to the
idea of ‘key episodes’ (Mackenzie and White, 198&)ich are active or
colourful events that tend to occur whilst underngkieldwork and which

remain in the long term memory.

Dillon et al (2005) conducted their research iage of settings and with
different age groups. They found that activitieeofhad a primary focus upon
particular cognitive developments, but that oth@mnédins subsequently emerged,
in some cases to bring more significant benefitainiples they cite include
personal and social developments such as confidaret@nproved social skills,
but also a realization that learning could actub#yfun. Teachers also
recognized the opportunities to interact with tistirdents in a relaxed and
informal environment. These other domains relataspects that | explore in
detail in relation to the fieldtrip at Oaklandsumdly (1999) examined the
effectiveness of a residential fieldtrip in Hampshon ten and eleven year old
primary students and identified three specific fiéhassociated with fieldwork.
Firstly he noted a positive influence on long tenamory, linked to the
memorable nature of the location, with the morejuaithe episode, the more
likely it would act as a trigger for the recallaher information. Secondly, he
noted affective benefits from the residential eigrere, whereby improvements
In co-operation, perseverance, reliability, initiatand motivation were all

noted. Students were also highly positive about peationships, especially
those relating to shared experiences at the ftaldyscentre. Thirdly he

identified a ‘zone of synergy’ between cognitivelaifective processes, creating
learning outcomes, where improvements in cognigaening are linked to

improvements in affective learning.
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A study by Manzanal et al (1999) also revealedla lietween cognitive and
affective learning. They undertook research wittstudents aged 11-14, who
were split into two groups. Both groups completgdrity hours of study on
ecosystems, but only one group participated inlfwerk as part of their study
time. Knowledge based tests, attitude surveys r@tetviews were set before and
after the study period. They discovered that fieldnassisted with conceptual
understanding and also in developing positivelattéis towards the need to
protect ecosystems. Other studies have also deratatssimilar tendencies.
Brynjegard (2001) considered the use and impagaadens at three schools and
discovered that students displayed pride and cavartls their garden. They
were also knowledgeable about native plants anaadied positive attitudes
towards nature in general. Andrews (2001) fourad prarticipants in an outdoor
gardening programme developed problem solvingss&itid a stronger ‘local
community’ sense, developed through relationshipis the plants and
gardeners. Ballantyne & Packer (2002) surveydédpils in Australia
between the ages of eight and seventeen year®and that nature based visits
were popular amongst students of all ages. Thegareh also showed an
influence on the desire of pupils to look after #myironment, but also an
enduring impact upon their own household envirortadepractices. However,
Uzzell (1999) is doubtful about the permanenceuchsattitudinal changes
materialising from fieldwork. In his study a groapYear 10 students were
asked about environmental issues before, one wisskaad six weeks after a
field trip. Immediately after the trip concern fibbe environment increased, but
by six weeks concern had dipped to below the ppdéwels. Uzzel (1999)
concludes that environmental attitudes are faintyeched and are not
influenced by fieldwork other than in short ternielperception of impacts
beyond the fieldtrip is another area that | conswidéhin my thesis. A study by
Nairn (2005) also casts doubt upon the positiveachpf fieldtrips, whereby she
suggests that fieldwork can serve to reinforce amseptions held by students
prior to the trip. Hope (2009) however directlytiques her study suggesting
differentiated outcomes, with preconceptions cingjésl for some but reinforced
for others.
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The ‘social effectiveness’ of 177 Australian HigbhSol students attending an
outdoor education programme was studied by Putdie(@002). They
highlighted improvements in communication, funcirgnin social situations and
in all peer gender interactions amongst studerasveiter they found that in ‘co-
operative teamwork’ there was no improvement, ssijug that the
improvements were linked to the formation of sgedriendships during the five
day period, rather than being indicative of an ioyement in their ability to get
on with people. They suggest:
“The formation of specific friendph could be counter to the

development of co-operative teamibecause cliques and

gangs become competitive rathantinterdependent.”

(ibid, p38)
Farnham and Mutrie (1997) studied a four day regideoutdoor education
programme in Scotland for nineteen 13-17 year tldents with special
educational needs and emotional and behavioursssg hey found a reduction
in tension, aggression and loud behaviour, togetitran improvement in
group cohesion evidenced by a willingness to pasdte in activities and
discussions. In follow up interviews with staff astdidents, six weeks after the
visit, these revealed continuation of the improvetite group cohesion, but

regression on tension and aggression.

Several studies highlight the complexity and imtdated nature of multiple
impacts. The effectiveness of residential fieldrses amongst 365 Geography
and Geography related UK Higher Education studeatsexamined by Boyle et
al (2007). They based their research upon the gasumthat fieldwork is good

if it triggers positive emotional responses. Theyposed a chain of potential
emotional and learning responses, with high confideoroducing low anxiety
and a resultant high motivation which leads to @egpigh order learning and in
turn generates higher academic performance. Tinigasis with surface learning
where the motivation is external, driven by theide® pass an examination, is
associated with anxiety about failure and canIfkelan imposition (Moon,
2004). Boyle et al (2007) found that students whmonstrated very positive
affective responses, displayed higher motivatioelieand deeper approaches to
learning. They also discovered that issues aroooih sharing, working
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outdoors all day and physical challenges were faatdich generated most
anxiety and therefore were likely to disrupt theqasses they outlined. Cook
(2008) explored the perceptions of 338 Year 9 sttgjgrior to and after a day
of fieldwork. Her findings revealed a complex véyief educational, personal,
socio-cultural and spatial aspects. The most widigd educational experiences
were the opportunity to undertake first hand obatown in the field, the
opportunity to clarify understanding and aspectgrattical involvement. This
latter point was sometimes linked to traditionahatative data collection
techniques, including using equipment, samplingijrig and measuring. The
personal experience most commonly cited was ‘fwhijst working in groups
and being with friends were frequented noted assndtural aspects. An
interesting distinction is drawn between group w@k educational activity
organized by the teacher) and teamwork which skireteas “a more
spontaneous, student-led social interaction” (ipiéB) and is a distinctive social
benefit of out of the classroom learning. The ntyef visiting a different
location was perceived to be a spatial benefihefdaxperience, which concurs
with Rosenthal and Lee (2009) who emphasize tlsadeatial visits introduce
new environments and new social situations:

“By removing students from their familiamg@ronment and routine
or ‘comfort zone’, residentials exposenthenaking them more
susceptible to new experiences.” (ibid, p1

They suggest that students have to be open taehffevays of doing things and

that the experience therefore has an emotionatteffe

Besenyei et al (2004) refered to the difficultygoiantifying many of the impacts
of a fieldtrip, a point that | feel justifies the@oach and methodology | have
adopted. They surveyed undergraduate student§3wgestionnaires and a
follow up focus group interview with six studer#gl but one student felt that
fieldwork was an effective way to learn about thegieonment, with the most
frequently cited reasons being the opportunityubtpeory into practice and to
gain ‘hands on’ experience. In terms of persongissicommunication, learning
to work in groups, enhanced confidence and timeagament were seen as
areas in which students developed. As such, Besehgé(2004) contend that

many fieldwork experiences are immeasurable (fstaimce memories and life
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experiences) and that it is therefore hard to diyatfie benefits. This also links
with the assertion of Andrews et al (2003) who dode that the sustained
informal encounters on a fieldtrip are a valuablg, not overtly recognised, part

of the curriculum.

Research by Amos and Reiss (2006) covered a varidigidtrips involving 423
key stage 3 pupils and thirteen teachers from tamdbn schools. Their findings
highlighted an underlying difficulty in acceptingraments from respondents at
face value, a point which also gives support toadgpting an ethnographic
approach. All teachers felt that there were sigaift cognitive impacts, although
ten of them were unable to give any specific exaspleachers also reported
that attitudes to participation were good, anddvéttan at school, citing
improved enthusiasm and motivation. Levels of thettveen pupils also
increased, whilst they more readily accepted rispecially the vocal and
dominant males. All teachers observed new frienmsheing formed, which
sometimes continued at school afterwards. Puiriigs revealed that 97%
enjoyed their visit, but when asked to describé tiweo best memories, only 1%
of responses referred to learning something nesigAificant proportion (41%)
also referred to a problem during the trip, typieshmples being ‘an argument
with friends’, ‘strange food’ and ‘horrible showe(dmos & Reiss, 2006). They
conclude that the:

“...diffuse, non-subject specific effect of residial fieldwork is

likely to be familiar to anyone whas run residential trips but
probably needs further investigatidibid, p7)

This is a need that my thesis attempts to meetjtatbthe specific and non-
generalisable way outlined in Chapter 4. Similéamgible outcomes are
identified by Lambert & Balderstone, who commenbmiphe “intense group
feelings of achievement and togetherness” (20109 pthat often result from
residential fieldwork. These are the very tempprastions around community

sentiments that my research seeks to uncover.
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Research Methodologies Employed in Previous Studies
of Educational Visits
There have been a large number of studies intoatidnal visits in different

contexts but many of these have common foci, ofl@irapproaches. Bitgood
(1989) found that during the 1980’s much of theeaesh into educational visits
was focused upon what children learn, or on holdtigs are conducted.
Rickinson et al (2004) believed that this situatibianged little in the intervening
period. They also concluded that research on autelducation was largely
dominated by quantitative studies which follow pitgl pre-test and post-test
guestionnaire, focusing upon particular impactewttioor learning. Hattie et al
(1997) also found this and identified the needafgreater understanding of
process in outdoor education. They specificallycaaved the use of qualitative
research methods (most notably interviews) alorggichntitative approaches.
They also suggested that most studies tended tentmate on summative, as
opposed to formative, aspects of visits. Sincddte1990’s there have been
some qualitative and mixed method studies on stuglgreriences of outdoor
learning, such as the research of Ballantyne ackd?42002) and Farnham and
Mutrie (1997). However, there seem to be very séwdies that call themselves
ethnographies and which specifically focus uporoat education. Rickinson et
al (2004) suggest that Andrews (2001) and Bryng¢2002) use ‘ethnographic
observations’ in their research. Although bothadopt participant observation
as a means of data collection, neither providedetcriptions, seek to acquire
nor convey a sense of immersion, discuss the metbgyg employed, nor make
reference to reflexivity, implicitly or explicitlyl suggest that by framing my
research as an ethnography, exclusively adoptiafitgtive data collection
methods and focusing upon a case study | am makapgcific but unique
contribution to the field of research on educatiomsits.

Concluding Discussion
This chapter provides a contextual backdrop tatteelemic field where |

suggest my thesis rests, namely a study lookinigeaimpacts and process of an
educational visit. There are elements from othseaech studies which overlap
with the content of my thesis. These include tigaificance of ‘key episodes’
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within the fieldwork experience (Mackenzie & Whit982), the impacts of
fieldwork on personal and social relations (Dilletnal, 2005; Purdie et al, 2002),
notions that learning can be fun (Dillon et al, 20Cook, 2008), issues around
group cohesion (Franham & Mutrie, 1997), peer ietathips (Nundy, 1999) and
changing relationships between teachers and swd@ilion et al, 2005).
Questions around the permanence of impacts beymniihhespan of a particular
visit are contested in various studies (Ballantgacker, 2002; Uzzell, 1999;
Farnham & Mutrie, 1997) and this is also an isscensider within my analysis

chapters.

| found other studies useful in different ways dgrimy research. The
classification of Rickinson et al (2004) provedsaful tool in the early stages of
my data analysis, whilst the typology of Job (19@8% a helpful framework |
used in the analysis of relationships betweendhehers and the field centre

tutors.

Finally, | suggest that in attempting an ethnographse study, | am
approaching the field from a different methodoladjigerspective from much of
the current research. By adopting this approaeek $o capture some of the
diffuse social outcomes that Amos & Reiss (200@)gest warrant further
consideration, together with some specific insightis the intense togetherness
suggested by Lambert & Balderstone (2010). Suetmenhts of togetherness are
sometimes equated with community sentiments, aisdgta body of literature

that | examine in the next chapter.
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Chapter 7

What is a Community?

Notions around community inform and directly cobtrie to my analysis of the
week at Oaklands. Furthermore, my contentionastiie actions and sentiments
of many participants may suggest the developmeattemporary and fluid
community. This chapter provides a review of litara around the concept of
community, providing insights into the conceptuahfiework used to interrogate

the data in the following analysis chapters.

Context and Definitions
My interest in the concept of community originatesn my undergraduate

Geography dissertation in which | considered thpaot of second homes on
rural communities within particular districts oretlsle of Anglesey (Gee, 1990).
My focus was primarily on the perceived impact ofjish second home owners
upon the decline of traditional Welsh-speaking @agdtural based communities.
Although I used the word ‘community’ extensivelydhghout my dissertation, |
failed to devote much attention to understandingtwhight be meant by the
term. This issue still persists now, with geneaahiliarity and willingness to
refer to notions of community, but with little agraent upon its precise
meaning. Day suggests that it is one of the retestic’ terms in social science
but regards this as a benefit:

“Precisely because it is so elastic and variautsimeanings,

the idea of community continuegtip people’s imaginations,

and even grows in significancetaakes on new applications.”

(2006, p1)
The breadth of interpretations was demonstratedilbgry (1955) who reviewed
journal articles on community at the time and idfed ninety-four definitions of
the term. The only consensual element he couldviasl an involvement “with
people” (ibid, p117). Gereluk seems to concur i centrality of people,
suggesting that: “The basic human function of eténg with others forms the
basis of community” (2006, p59). This also enddisg Day (2006) who, more

specifically, states:
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“The essential meaning of community...refers to ¢hibsngs
which people have in common, whiamdaihem together and give
them a sense of belonging with onattzar.” (ibid, p1)
Belonging is also a key sentiment according to biglé2003), based upon the
premise that humans identify and feel solidaritthwhose around them,
especially when they share experiences. Sharegtiexpes for participants are
a key feature of residential fieldwork and | sugdbhsse were manifested during

the week at Oaklands.

Lee & Newby (1983) have classified definitions loé term community into
three categories. Firstly they contend that comtyugiused as a geographical
expression, to imply a fixed and bounded locatidns interpretation places
locality as the key determining factor and wasfigdiby the work of Parsons
(1951) who argued that community referred to aaagiouping where people
“share a common territorial area as their baseefations for daily activities”
(ibid, p91). This is perhaps the most rudimentatgripretation where a boundary
is drawn around a grouping and the term merely inesoa classificatory label
for the particular group. At a simple level | aeginat the bounded territory at
Oaklands equates to a fixed location, althougtstiwet term nature of the
bounded experience was perhaps not envisagedsimterpretation. Secondly
the term is sometimes used to refer to a localsmial system, focusing upon
the network of relationships occurring. This vensinakes no reference to, nor
assumptions about, the quality of the relationshiperely to their existence. In
this meaning it is effectively a given that accomipa lived interdependence
which ‘imposes itself’ upon people (Abrams & McQdk, 1976). During the
Oaklands fieldtrip | observed an evolving netwoflcomplex social
relationships, albeit in a temporary form, and ¢hae analysed in Chapter 9.
Thirdly, community is used to refer to a sensedehtity where there is a spirit
of commonality amongst a body of people based atdlieir shared experiences.
Here there is a:

“sense of common identity, enduring ties of atibn and harmony
based upon personal knowledge and face to fadaadh
(Lee & Newby, 1983 p52).
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This interpretation is perhaps more of an idealaed pure concept, against
which examples are sometimes compared and to vgagple strive. | have
considered the extent to which certain participaetseived the Oaklands
experience in an idealised way, perhaps exemplfieDan and his reference to
the ‘magic’ of Oaklands (See Chapter 2). Howef@rsome:

“Community remains an elusive prospegoal that is tantalizingly
plausible and yet never quite achievdis Teads some to conclude
that it is best regarded as an ideahilgophical dream, rather
than a real phenomenon.” (Day, 2006, @p-1

Other commentators have blended these three casgdrdefinition. For
example Frankenberg suggests that “the bases ahaaity are locality and
community sentiment” (1966, p15) where localityide$ the place and
community sentiments are generated by shared latyreciprocity. Day
(2006) suggests that community is both an ‘entitgmely a bounded locality,
and a ‘quality’ in terms of a grouping that engeisdemotional responses. This
interpretation underpins my understanding and usagee term ‘community’
within this thesis, but in order to shape my analysought specific detail on
possible community characteristics. Frazer (19@tifies a number of
elements, not all of which she suggests need frdésent, but none of which are
sufficient alone to create a community. These dveumded area, a dense
network of multiple relationships, a quality of rd#ication amongst members
and shared interests, values, norms or meaningedBgon these elements,
some resulting characteristics of community woalte argues, be commitment,
reciprocity, solidarity, wholeness and personalisvtoreover she contends that
experiences of community may only be:

“...euphoric and fleeting... (when) members experégea centred

and bounded entity; they engagexahanges and sharing that are

personalized; the orientation toheaiher and to the whole engages

the person...it is from such occasithrad the sense of community

is achieved.” (ibid, p83)
This definition encapsulates some of the feelimgs experiences | sought to
capture and represent. Social co-operation isaatral to many ideas about
community whereby individuals show concern and w@ration for each other
(Day, 2006), whilst other interpretations emphasieeimportance of common

identity, personal knowledge and face to face adr{taee & Newby, 1983). A
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further feature in several definitions is the seitaining nature of the unit, often
associated with restricted contact to the outsidddyLee & Newby, 1983) and

this latter element | specifically address in Cleagt

Community Studies
Influenced by my previous academic encounters thighconcept of

‘community’, | now consider a few significant Geaghical works on
community. Much research has focused upon the cosgpabetween rural and
urban areas, building upon the distinction betw&ameinschaft’ and
‘Gesellschaft’ advocated by Tonnies (1887). His original workigbt to
compare the traditional agrarian lifestyle with tieavly developing urban way
of life, by considering social relationships. Hesamed that all human
relationships were created by human will and tHénghness of individuals to
associate. Tonnies (1887) distinguished betweerktads of will, rational
(‘kurwille’) and natural (vesenwille’). The former involved desire to attain a
definite end, whilst in the latter the relationsinips considered valuable in itself.
‘Gemeinschaft’ is usually translated as ‘community’ and Tonnisgd the term
to describe human relationships which were persdaaimonious, enduring and
based upon natural will (Loomis, 1957). He linkeainmunal ties to traditional
village communities where there was a stable soctdr, mobility was limited
and the family and church were the two key soaaltiols. Gesellschaft’ is
translated as ‘society’ or ‘association’, which @ating to Tonnies (1887) was
characterized by impersonal, superficial and ttangirelationships which are
based upon rational will and the desire for ecormgondgress. Frankenberg
(1966) suggested that rather than the dichotomygs®d by Tonnies, there is a
continuum between the two extremes of ‘truly rueadd ‘thoroughly urban’.
The former may seem to echo the Gemeinschaft positiased upon an
established and traditional agricultural sociakasysbut:

“As we move towards the end of thetowum, redundancy in
social relations decreases, soclatiomships become less complex,
processes are formalized and buresiadorms introduced.”
(Frankenberg, 1966, p282)

Page | 87



Community studies in the UK tended to be investayet of small, self contained
social units. These were particularly common betwee 1930’s and the 1970’s
in both Geography and Sociology and often toolftie of individual case
studies. In particular three locations were redylstudied; villages/rural areas,
small towns and working class areas within citi@#though varied in nature and
location these studies did serve to foster strarggptions of ideas about
traditional communities. These were based arobaddeas of proximity,
continuity and stability (Day, 2006) and where induals experienced multiple
and repeated contacts with the same people. $mmaik were seen as self
sufficient and inward looking, thereby able to coamd the commitment and
loyalty of their inhabitants as in the case of Bawyl(Stacey, 1960) and Blaenau
Ffestiniog (Emmett, 1982). Villages were the argpat setting for traditional
communities, where the conception of a rural ishdls associated with ‘genuine’
community life (Newby, 1985). As small, self com@dl units, with an
underlying dependence upon agriculture, there waigbag common purpose.
Working class districts tended to have social, eatic and political conditions
which bound residents through their shared expee®rattitudes, ambitions and
outlook (Young & Willmot, 1962).

Community studies began to decline in number argbmance from the 1970’s,
and were criticized for being misrepresentationgeafity, or for becoming
irrelevant in modern society:

“As a concept community appeareddaooted firmly in the
conditions of a disappearing sootdler... this kind of all
embracing, self contained, socidlaniseems totally at odds
with modern conditions.” (Day, 20@®82)

Nonetheless, when | was a Geography undergradeateén 1987 and 1990

such studies were still considered academicallyifsognt.

The Loss of Community
Many discussions of community concentrate uporidbe or decline of

community. Lee & Newby (1983) suggest that wHlatain may have

experienced a loss of community, it is unclear isedg what or how this has
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been lost. However, Newby (1985) argues that eatufe which has been lost is
the traditional agricultural community in Englanehere modernization in
farming and the influx of newcomers into villagéteeed social relationships in
what were previously enclosed and self sufficientities, focused upon a
common purpose. Bauman (2001) suggests thatitnaalineighbourhood
institutions, for instance corner shops, which presly brought people together
in daily interactions have also declined. Indiatbutherefore do not tend to have
connections, or even daily interactions, with thassund them. Wittel (2001)
also contends that modernization has removed sacii@ity from localities and
suggests that mobility and new forms of communacgthave ‘emptied

meaning’ from the term community. Bauman even esghat community is

now ‘defunct’ other than in a “community of non-beging” (2001, p68). He
cites the proliferation of reality TV as a symptoifithis whereby people form

attachments with personalities rather than reapleeo

Problems with the Concept of Community
For many commentators, community is a value-ladem with in-built positive

connotations (Lee & Newby, 1983). Williams (1986pgested that the term was
never used unfavourably and felt there was an Uyidgrproblem of
perspective, with retrospective views hinting gbiar times. This opinion is
shared by Pahl who sees community linked to “ng&tand romantic notions of
a mythical past” (1996, p89). Williams explainedstim terms of:

“An idealization based upon a temppsatuation and on a deep

desire for stability which servedeteade the actual and bitter

contradictions of the time.” (19854%)
He also argued that, contrary to common ideas abaditional rural
communities, they were actually a harsh, brutal@xaloitative existence and
concluded that in reality a community did existt lbuthe form of “the mutuality
of the oppressed” (ibid, p104). Positive interptietes are therefore prone to
criticism as romanticized simplifications, whilstyafocus upon relationships
tends to concentrate upon the perceived positivibaties of harmony, affection,

consensus and stability (Lee & Newby, 1983). Queshantic notions and

Page | 89



perceptions of community sentiment based upon dhadeersity at Oaklands are

both addressed in my analysis chapters.

A second body of criticism surrounding the termncounity’ relates to the
potential neglect of individuals. It is suggestedttdifferences and individuality
are often overlooked by observers of communitidx) are instead pre-occupied
with a concern to emphasize what people have imoem(Frazer, 1999). This
can exacerbate the impression that communities@r®geneous and stable
entities. More concerning perhaps is the suggestiat individuals could feel
repressed in their desire to express their owrviddal views or feelings. Here
the collective rights of the group can swamp thafsedividuals and group
norms may cause individuals to lower their expéatatto the level of accepted
practices in order to fit in (Gereluk, 2006). Attatively, Cohen (1985) suggests
that individual understandings of the label ‘comrtyirare so flexible that this
enables differences to appear as similarities. G&amsoccur where people may
claim to feel part of the same community, but ict fheir outlooks and

perspectives are different, other than having ansomfeeling of belonging.

A third category of problems pertain to issues@umding difficulties in defining
the term. Aside from the lack of consensus preWoidentified, there are
specific arguments over the extent to which a eefiarea and the requirement to
be self contained should be pre-requisites. Sték@§9) argues that occupying
the same space does not automatically result ifotiheation of the relationships
or attitudes necessary to create feelings of conimubqually she suggests that
connections with the outside world are virtuallgseapable in most settings and
therefore questions the assumption that a trulywbed and self contained entity
can exist’. This is a pertinent issue within my analysis and where active
intervention by the accompanying teachers soughtamage conditions to
exclude external influences. Linked to the sedoclessential elements is the
suggestion that if some features of community ateated, there may be a

tendency to assume that others are also presep2(). This is a concern

7 Such debates have links with my discussion of sas#y (See Chapters 5 and 12) and inform my arsaiy<Chapter
9.
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that | am mindful of, although it is blurred by tlaek of consensus over whether

any elements are pre-requisites, which they arbparmany might be required.

Judgements about the ‘spirit of community’ ineviyadbepend upon the
subjective preferences and perspectives of indalgland even the mood they
are feeling at the time. For instance, in the ruilddge many traditional farm
workers consider the community to have been lostesihey perceived a
community arising out of living and working togetlover several generations.
Newcomers from urban areas however are actuatiycatid by the prospect of
living in a community and they tend to interpretilarant community on the

basis of a flourishing network of village clubsdasocieties (Newby, 1985).

Alternative Interpretations of Community
Several of the elements within traditional commymterpretations (e.g. face to

face contacts, a self contained bounded entityg leen displaced and as a
consequence the term is taking on new meanings iBwhe 1960’s Stacey
(1969) noticed the distancing between place andisedationships, whilst more
recent changes in society have led to declininigsséliciency and

distinctiveness of local settings throughout the. UK

Although there is considerable attention giverh®decline of traditional
communities there are also arguments that commisigrinventing itself in
new ways, most notably in the form of virtual conmities (Day 2006). Delanty
(2003) argues that technological developmentsabajlcommunications have
resulted in the ‘cosmopolization’ of community basgound long distance and
instantaneous social networks. These are still yongieed by a sense of
belonging, but individuals may ‘belong’ to overlapg and multiple
communities. Day (2006) suggests that communitis less of an highly
integrated entity, where people are the same, loué @ consideration of the
relationships that someone develops:

“There is no single bounded urtiieh persists unchanged
through time and absorbs thedathmitment of its members;
boundaries are variable, relafops are episodic and loyalties
are qualified and provisionalliid, p114)
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Other new interpretations also reveal a loosenfrigetraditional meanings of
the term. Tam (1998) proposes that any group wheople interact can exhibit
the characteristics of community, citing examplesahmools and businesses.
Little (2002) applies the concept to shared integesups such as sports clubs
and PTA’s where feelings of belonging are genera®aluman suggests that
attempts at community manifest themselves at oheweits such as music
festivals and sporting events, in what he term&asthetic community” (2001,
p72). These temporary and fluid communities arethasound issues and
interests and this interpretation seems to echdldeting and euphoric’

experiences cited by Frazer (1999).

An alternative position questions the very validfythe concept. Rapport
analyses community not as an entity, but as mareassemblage of individual
lives which influence, overlap and abut againshezber” (1993, p43) in which
people participate in fragmented social experienddss view was actually
articulated by at least one student on the figddind is examined in Chapter 7.
Cohen (1985) argues that communities only exitéenminds of members. He
claims that they are symbolically constructed, satoyely interpreted by
individuals and are therefore not objectively okabte. | reject his latter
assertion and aim to demonstrate evidence of contyranOaklands from my
participation and observation. The increased ftyidround definitions of
community facilitates this intention and | have gluto uncover community

elements together with fleeting and euphoric exgrees.

Community in Education
The previous sections in this chapter have offarbdoad context to academic

debates around notions of community. | now propogs®iefly consider use of
the term specifically in relation to educationatisgs. Gereluk (2006) suggests
that, contrary to declining and re-inventing notiaf community generally, in
educational contexts there is an increased usedélesirability for the concept.

This was reflected most notably in several polmyiatives in the early years of
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the twenty-first century, which encouraged schémlembrace and foster
community through direct teaching and participa(ibfCSF, 2008; DfES, 2003;
OFSTED, 2002). In school settings there is agaguent usage of the term, but
a lack of explicit understanding about its meaning:

“Community is placed in policy and eochdocuments in various
ways, never fully explored or expahdenly to be left dangling.”
(Gereluk, 2006, p12)

As a consequence it is: “a recurring aim in edwcathat captures and bewilders
educators” (ibid, p17). She suggests that schinbkrently exhibit several
important elements of community life in the formsaitial relationships,
common aims/objectives/values and shared customalots. This is especially
the case in faith schools, of which St. Catherime@n example. Sergeovanni
(1996) regards community as central to school $itgjgesting that community
building within school is the best way to improea¢hing and learning. He
argues that this is due to improved relationshgtsvben and amongst teachers
and students. Furthermore he argues that schio@lsdsnot be formal
organizations built around structures or agreemdiutiscommunities bound
together by common goals. Relationships and comyoais are features that |

analyse in forthcoming chapters.

Calderwood acknowledges the difficulty in fosteramgommunity in educational
settings, suggesting it is: “a slippery state afiglorelations...it is not a
commodity easily obtained” (2000, p2). Despite tiesalso argues that schools
do create the pre-conditions for community by \araf the lived, day to day
experience that come from being in a school. Conityean emerge through
the shared participation of its members, in bothablebration of success and the
solidarity of adversity. Calderwood (2000) als@eltes importance to the
informal social relationships that develop withathgols and which, he argues,
are as important determinants in developing a sehsemmunity at formal
times such as assemblies and lessons. GereluB)(2i#€s the importance of
specific factors in creating the conditions conglado community building. The
physical environment is one such variable, whegisn hallways and meeting
spaces facilitate informal networking, which makesommunity more likely to

flourish. Equally she suggests that smaller staftisnt ratios are also more
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likely to increase the likelihood of stronger commity relationships. In the
following chapters | analyse the influence of plgsspaces, together with the
management and organisation of students, in catitndp to the development of
community sentiments at Oaklands.

Conclusions and Implications for my Research
There is ambiguity and uncertainty surroundingwinespread and varied uses

of the term ‘community’ which is both elastic andbgective, but it is based
around ideas of human interactions and belongihgrdis contested discussion
over the importance, viability and the requiremein bounded setting, together
with questions over the nature of relationship®ived. There are a variety of
contested values and characteristics associateéccahmunity which include
common experience, commitment, mutuality, recigyocolidarity, co-
operation, common identity, self sufficiency, slbliging, and face to face
contact. For some, stability and harmony are ¢sdgme-requisites, whilst for
others community feelings are fleeting and euphdri® term is viewed as
misleading, neglecting individual rights, rootedaim outdated society and prone
to generalisation. Nonetheless, despite theseulifEs, it remains a relevant
and much debated concept in academic discoursggrenwhich underpins my

thesis.

More specifically this review of literature arouodmmunity raises a number of
issues which informed my data collection and shapgénalysis. Firstly | was
conscious of the ambiguity surrounding the term nablful of the implications
as to what this might mean for the fieldtrip at @akls, whilst also noting the
fluidity of its use. On balance, however, | feakthllowed me the freedom to
analyse my data around general guiding themestcadevise and refine my own
definitions and understandings of what might be mhésgt community. However

| was also aware that every individual (myself irted) could possibly have
different perceptions and expectations, therebgerkating the difficulty in
documenting, analysing and representing commueitggptions.
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In order to satisfy myself that | could refer taxamunity in relation to the
Oaklands trip | felt the need to verify both thatigy’ and the ‘quality’ aspects of
the term as identified by Day (2006), whilst acasgpthe temporary nature of
the fieldtrip experience. This short timespan wdwdgle been potentially
problematic in traditional interpretations of commity, but | was re-assured by
the suggestion that even fleeting and euphoric nméermould be equated with a
spirit of community (Frazer, 1999). Throughout data analysis | looked for
the occurrence and recurrence of elements whicld cantribute to perceptions
of community, including the ideas of a boundedisgtand multiple social
relationships (Lee & Newby, 1983). | also focusgdn common experiences
(Calderwood, 2000), sentiments of belonging (Digla2003) and feelings of
shared adversity (Williams, 1985). | was awar¢éhefpotential impact of
romanticized notions, either through the over latiting of explanations to
community factors, or by positively reflecting upevents retrospectively (Pahl,
1996). | examined the significance and actualftyestricted opportunities for
contact with the outside world (Stacey, 1969; LeRd&wvby, 1983) in
conjunction with the interventions by staff to mgaauch influences. Other
community forming factors such as space and phlysi@acteristics (Gereluk,
2006), informal relationships (Sergeovanni, 1998) eommon aims (Gereluk,
2006) are discussed in separate analysis chaptezsanalysis section begins

with the next chapter, focusing upon an individstaldent on the trip.
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Chapter 8

James

Observations and Commentary
As an introduction to the data analysis chaptetkiwthe thesis, | focus here

upon a case study of an individual student onitidtfip to compare some of his
experiences of becoming part of the temporary comiywith teacher
perspectives on this process. | signpost recuthemhes and discuss these in
relation to the literature previously discussedhlighting the analytical

framework for my analysis of the residential expece.

James first came to my attention after the evemegl on Monday, when |
noticed that he chose to spend his free time gittlone in front of the fireplace,
reading a book. Throughout the day he had, fronpergpective,
inconspicuously participated in the induction, rsesatd fieldwork, where a
group ethic apparently pervadédhbon reflection, the packed nature of the first
day, coupled with the establishment of routinesastiared common focus upon
the first fieldwork task had served to override tpportunity for individual

choice or expression, or certainly my observatibit. &esponding organically

to this early observation, | decided to make Jaomespotential focus of my
observations throughout the week. This initial emter, in addition to drawing
attention to the issue of neglecting individualspaaised some questions for me

about the use of space within the field study eentr

Later that evening | asked Janet about James.Xglaireed that he was a pupil
from Mereside High School (an 11-16 comprehensit®al in a small market
town, fifteen miles from St. Catherine’s) who eetkthe sixth form in
September 2008. She added that he was the stsltemtas most concerned
about on the trip, mainly due to his lack of soamiéraction with the others. To
address this she had spoken (in confidence) withpwpils on the trip whom she
knew well, and who werekéy, bubbly charactersShe asked them to try and
include him in activities that were going on andyemerally keep an eye on him.

She had also engineered it so that they were ghardormitory with him. Janet
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saw the fieldtrip as an opportunity to integrate mto the group, feeling that he
was isolated within the class. Janet recalletiiinen he first arrived in the
sixth form, in September, he was very keen andusnbktic. However she felt
that he had really changed as the year had pragtelsscoming increasingly
introverted as he failed to make any friends. Fh@nperspective:This week is
make or break for him, not academically but sogialThis illustrated the view

of Janet that the educational experience of aeasial fieldtrip had the potential
to make changes in individuals, to influence socidractions and to create new

group solidarities.

In my fieldnotes, there were several occasionsnguhe week when James
seemed to be participating socially and enjoyimgdalf. On Tuesday night
Georgina did the 11 pm check of dormitories to emgveryone was accounted
for, at which point it was discovered that James méassing. Anxiously, she
decided to follow up a suggestion from one of ttuelents who reported that he
was last seen about an hour previously with a gofupree girls. She went to
their dormitory and, just as she was asking theiiney knew where he was, he
fell out of the wardrobe where he had been hidioghe great hilarity of himself
and the other students. It was against the rulgse ia other students’
dormitories (particularly of the opposite gendént in this instance Georgina
decided to let it go:I“was so taken aback. | was relieved to find hioy, know. |
was really worried about him, and then it was siveghing to see him having a

laugh and enjoying himséif.

After dinner on Wednesday, James waited behindardining hall, with a group
of four girls, chatting with Janet. He often madé&rence to the green and
natural environment of Oaklands and seemed to ajgpeethe surroundings,
whilst also longing for the convenience of homliézé' never spent so much time
with nature...I think I'm a right city boy. | canope without my wi-fi, facebook
and my Starbucks (Laughtér)Janet later suggested to me that the lack of
internet access was beneficial to students likeedaffthose who are not
confident in making friends, they can’t just go gohalg themselves into a
computer and stay isolated. They’'ve got to kinfblbdw the groug’. The

physical isolation of the centre, coupled with ldek of mobile phone signal and
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internet provision, potentially served to createraporary, bounded setting
which in turn may facilitate the formation of comnity feelings. These features
also served to highlight different perspectivestemerits (or otherwise) of the
lack of communication opportunities with the ouésidorld.

On Wednesday evening James had been sitting Hiyreéhreading his book when
Janet, Dan and Georgina all came down and sat dowine vacant chairs next

to him. His immediate reaction wa®)6 you want me to g6?They replied that

it was ‘his spacgand of course he should stay. Within about twanigutes the
fireplace had become a gathering point for a datedents, all actively engaged
in conversation, including James. Later that evgnianet suggested that he had
really benefitted from the trip and was pleasedhby things were going. On
Thursday Dan appeared to concur with this view wheprompted, he
commented: We've had one or two outsiders who now seem erntiogbe
group...but now he’s happy, he’s smiling and he’saged” Dan also hinted at
cohesion amongst the whole group, whilst acknowtegljndividual differences:
“They seem to have the view that we accept — ewendb not necessarily like
each other - and get on, but you know they’re dnesso we look after
them...there is a group tolerantéle linked this to the residential experience
and specifically being at Oaklandd$t has a magic about the place which infects
everyone, erm and it's worked on this trip too. ¥ome into this little cocoon
and that is very beneficial for the group, it's goir relationship building and

its magic” This interpretation supports the notion of a boea entity, whilst

also revealing a possible romanticized view ofdkperience and setting.

Other events suggested that these views held bydbmut the magic of the
place and benefits for relationship building) wpeghaps not held by James
himself, nor indeed some of the other studentsth@ririday there was a whole
group photograph, organised after lunch on thetfi@mn, prior to departure.
No-one could find James and after much searchivegphotograph was taken
without him. There was a strong suspicion that he purposefully avoiding it
and Georgina hypothesised that with the trip neawlr, he was no longer

making an effort to fit in any more. This casts bibupon the permanent changes
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that Janet expressed hope for at the outset afdled and suggests that

individuals may employ coping strategies to fibuit of expediency.

| interviewed James on the Thursday afternoon. Eie working alone in one of
the classrooms, although there were two other grofipupils in the room on
other benches. | felt conscious of the presentkeske other students and
consequently my questioning was carefully wordedasto avoid potential
difficulty or embarrassment for James. Equally asvmindful that suggesting we
move somewhere else, more private, would seem &odikéerent arrangement to
the other student interviews | had conducted adfid hot wish to be seen to be
making alternative arrangements. Despite thisad tmken aback by the frank
responses | obtained and by James’ perceptiosedieldtrip which were at
odds, in many different respects, to all the othtrviews | conducted with both

students and teachers from the school.

Firstly, he actively appreciated the architectstgle and grandeur of the
building and also the attractive physical settuhgspite his previously stated
affinity with an urban lifestyle. He was also unégu hinting at the notion of
initial false impressions that | actually felt td®‘ou saw at first impression an
amazingly historic building, somewhere that teagbesple as a flagship of the
local authority. Well, | think they could have piged better facilities, | mean

it's rancid in the toilets and showetsThe general impressions and
interpretations of the week that he shared withfanased upon the buildings
and grounds, rather than on people, events orlsetaionships. This may have
been his interpretation of my questions, or alteévety may have been a
conscious attempt to keep the conversation awany fssues he was less keen to
discuss — for example, relationships, or potefgi@lings of isolation. This may
also reflect a limitation in my use of interviews aresearch method,
highlighting that my data here is a narrative carged for me by James.
Nonetheless, | felt that he did view me as difféfeom the teachers and that my
distance as a researcher resulted in him sharelmds and thoughts with me
that the teachers were clearly oblivious to. Jaatas stressed that he felt:
“removed from civilization, not having any interr@tphone signal. | asked

him whether he felt there was any sense of ‘comtyuloy virtue of living
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together at the centre, with shared routines, comgoals, or feelings of
belonging in a bounded and isolated setting. Hipaase: No, not really, just a
group of students who have been put togéttesrealed an awareness of the
artificiality and temporary nature of the experien€his view also contrasts

significantly with the romanticised ‘cocoon’ metaplused by Dan.

James was also ambivalent about the blurring obthadaries between school
and home in this environment. He was conscioubefritrusion upon his
privacy, saying that he felt he was being obsetyethe teachers. (Nonetheless
he reported that he liked the teachers and feltithdnad a good working
relationship with them.) Dan had previously comnednipon this as a
distinctive benefit of a residential experiencen@dso referred to a temporal
element whereby, without the strict regime of lessstudents were able to use
their time more flexibly to write up their finding$his he referred to as
‘blending’ and commented of his student§hey’re working in little groups and
being able to have a break and a cuppa and a Hiseitis blending — there isn’t
such a distinction between social enjoyment anckweéte progressed to imply
that this made the students better motivated ane productive. James,
however, felt that he had worked less hard théwe Wvas at school stating: feel

de-motivated and uninterested from overexpoSure.

The tone of the interview with James felt quiteeimde and serious, in contrast to
my other student interviews in which the informantse relaxed, cheerful and
bubbly. He seemed to give careful thought to hipoases, often pausing before
responding with answers which were succinct anduedat. He also seemed to
appreciate the fact that | was taking the timediestder his views. He concluded
the interview with the commentt tvish I'd stayed at homigwhilst also

reporting that his most memorable experiences werdreing cold, bored and

not being able to wait to leave.

On 3 April (three weeks after the trip) | interviedvJanet back at her school,
where she acknowledged that she may have intedptfetesituation with James
wrongly: “l thought it had done him the world of good. | tgbtihe really came

out of himselfbut subsequent events proved this not to haveaHadting
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impact. She also felt let down because she had to manage his integration
into the group and felt that this would have begrctessful, had he been willing
to co-operate:We were really quite angry and upset because wegbad out of
our way to ask students to include Hiffhis suggests that Janet, in her role as
teacher, felt responsible for creating feelingsamhmunity on the trip and that
the failure of James to integrate with the group @aoncrete and unsuccessful
outcome of the trip. She clearly perceived hersaling a social engineering
role, which also manifested itself her attitude @ogs internet access. Janet
recalled that after the trip he had became ever nisotated in lessons,
appearing to engage and relate less with his pParsagreed, citing one
occasion when he put his head on the desk and iegapeeafall asleep throughout
an hour long lesson. Janet was clear in layingebponsibility with JamesHe
isolated himself before he finally announced that he was leawalgool
altogether. This decision, they felt, reflectede@per unhappiness with school,
evidenced in his relief at leavingd& came to tell us that the decision had been
made and he was actually leaving. On his last daprought us some sweets as

a gift. He was so bubbly again. It was like a weigif his shoulders.

Dan still felt that James was positive about tige ti think he enjoyed it, but
he’'d already made up his mind that he was not stafat school). | think he
became part of the group and enjoyed it, but thdt’d make enough of a
difference in the end...he was miserable and heanasutsider and was
obviously going through a phase of | don’t like@ah I'm not friends with
anybody. | think we turned that round on the triphis perhaps shows how he
was labelled by staff as part of the group and higblights possible overly
positive interpretations about events on the 8ipce he left the school, Janet
commented that she had not heard any of the otin@ersts talk about him, other
than when they were looking at photographs in lesso which he appearedt “
was almost as though that week happened in isola@sofar as their relationship

with him. It was all very odd.

These observations highlight the contrasting petspes of James and the
teachers, over a range of issues including privegagce and group interaction,

which | will now expand on.
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Analysis and Emerging Themes
In this section | discuss a number of emerging #earound community in

relation to events surrounding James, before broageny analysis to the wider

fieldtrip.

Perceptions on Space and Place

Firstly, | consider the use of space within theteand, in particular, the
interpretation of places within the centre for pte&y and public use. James clearly
struggled to find a private space and felt reprebgsethe lack of privacy. His
dormitory, with the carefully selected studentsswat somewhere that James
felt comfortable, neither socially nor physicalliie preferred to socialise in one
of the girls dormitories, where he was discovenedanmre than one occasion
during the week. The fireplace, however, was hesgored location and during
his free time he would frequently pull up a chaidaead his book alone. This
was certainly the most imposing architectural featuithin the Centre, whilst
the warmth of the constantly stocked real fire tsda comfortable space.
Ironically, on several occasions the sight of Jasitting alone by the fire served
to attract the teachers to pull up chairs nextno dnd engage in conversation.
He strongly implied to me that he felt this wadrarasion of his privacy,
whereas the teachers saw it as part of the pogitiveess of breaking down the
barriers between staff and students. This refleatsrasting perspectives on
individual pursuits within the context of the resndial experience. Often, once
the teachers sat down, other students passingsbypalled up chairs and joined
in the chatter. As such, the fireplace actuallydmee a significant social focal
point most evenings, taking on the function of emowinity forming open space
as suggested by Gereluk (2006). James inadverieiitited this process,
although his motives for using this space were @ibbpthe opposite; he

identified it as a pleasing setting for a privatel @ersonal pursuit.

In a wider context, given the remote rural locatdd©Oaklands, there was no
realistic opportunity for students to leave the sither than by minibus, which
effectively created a bounded setting. Accordmge¢e & Newby (1983) this is

an important factor in potential community buildirgeyond the taught sessions,
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students were restricted as to the places wheyecthdd realistically ‘hang out’
(dormitories, the lounge, the library, the fire@athe dining room, the games
room, the classrooms, or outside). This was in&teol positively by Dan in his
description of a ‘magical cocoon’, whilst Janet eged to celebrate the fact that
the conditions effectively forced socialising. Thias exacerbated by the
absence of electronic communication. The physemlateness, in conjunction
with the dense tree cover inhibited mobile phogeals, whilst the absence of
the internet (imposed by the school teachers whoagted that centre staff did
not reveal the necessary computer passwords) pgeel/eacial networking
beyond face to face contact between those ateleedtudy centre. This actually
served to create a closed location, with multiptennal relationships and a
strong commonality of experience — all inherentdess in traditional
interpretations of communities (Lee & Newby, 1988cey, 1960). However, as
illustrated in the case of James, these conditimre not viewed positively by

all students, nor are they sufficient to guaratieegeneration of community
feelings. Rather, James shared the perspectivamidrt (1993) in showing an

insightful awareness of the artificiality and temgmy nature of the experience.

Changing Relationships

The fireplace in the evening served to illustrate example where the blurring
of boundaries between staff and students occuviagpontaneous social
interaction. This issue was viewed by all the ageanying teachers as a
significant advantage of residential fieldwork, a®atved to illustrate the view of
Bell (2005) that fieldtrips enable Geography teashe be seen as human beings
by their students. The teachers were also of pir@an that the fieldtrip was an
instrumental social learning experience, with theeptial to alter individual
relationships and group dynamics amongst the stadeemselves. This view is
supported by several research studies of educatrmiiz (Dillon et al, 2005;
Fuller et al, 2000; Nundy, 1999; Cook, 2008). hbhool staff also implied on
several occasions during the visit that changitatiosships they observed
within the group would have lasting impacts backdtool. This was not an
unrealistic assumption, as demonstrated by theregsef Amos & Reiss (2006)
in which some fieldtrip friendships continued batlschool. Specifically, the

teachers interpreted certain actions by James enteewas socialising and
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seemingly interacting, as indicative of changesigrelationship within the
group. James himself, however, was perhaps mengiggng in temporary
coping strategies, to enable him to complete thekwé&his parallels the research
findings of Uzzell (1999) who demonstrated thaeefifve changes occurring
during fieldwork were not sustained beyond thedfigh. Janet clearly laid blame
for the lack of social integration with James hitf)se that he worked against

her planned interventions.

The agenda of group relationship building (exprédseJanet as an objective to
“gel the group) served to potentially conflict with opportunitiéor individual
expression and preferences, whilst reinforcingamstiof staff control. This was
again evidenced by the private fireside readingamhes being transformed into
communal socialising. Working alongside this, tbatextual conditions all
seemed to promote and encourage the communalpaiihroutines and
procedures, the fixed agenda of fieldwork actiaityg the desired fieldwork
outcomes directed by the teachers and field catdfé | felt that there was a
danger (certainly from the teachers’ perspectittest) feelings of belonging
could be assumed, and projected onto the majdrpaxicipants by virtue of
their compliance. Equally, | was conscious of theet to which I, as an
observer, was directed and pre-occupied with lapkin communal activities
and relationships such as mutuality, reciprocity eo-operation (Day, 2006).
Clearly | observed nearly a full day before | wagsscious of any individuals,

despite my prior reading about this potential Hiffarazer, 1999).

The ‘blending’ of time, whereby work and socialgibecome blurred is another
distinctive residential fieldtrip element that Isko both space and changing
relationships. Dan clearly perceived this as drdautor to motivation and
engagement, claiming the students to be bettewvatetl and more productive.
This supports the findings of Amos & Reiss (2006) 8oyle et al (2007),

although James disagreed, citing an opposite dfiettim.

Common Experiences
Linked to the closed location and the blendingmktwas the limited range of

recreational activities. This was especially pentinin the evenings when it was
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too dark to venture outside and with the only desigd recreational space being
the games room. Traditional pastimes such as ceatien, playing cards,
chess/draughts, pool and table tennis became thereweational activities for
many, although James usually preferred to reackalbime nature of the
fieldwork and the structure of the days inevitatigated a significant amount of
common experience for all participants. Moreovieey¢ was also potential for
shared feelings (and possible group empathy) thréagjng shared adversity.
However, although James clearly experienced sosimds of adversity shared
by others (cold, boredom, hunger), he did not dgvel rapport nor seemingly
share camaraderie based upon these. Instead Hsiblygust added to the social

adversity he experienced from a lack of friendship.

The backdrop to the whole experience was a riduyrabsetting, together with a
communal approach to recycling and sustainabiNyghilst James displayed an
appreciation for the former, he eschewed any reter¢o the latter. However,
group adherence to these principles, introduceith&ygentre staff and strongly
and explicitly supported by the teachers, serveal sibliminal common agenda
and potentially added to feelings of belonging twommunity, by focusing
everyone on common ideals or values (Frazer, 1998ce again, adults were
instrumental in creating these, together with thgewrules and boundaries that
shaped the whole residential experience. This, wioepled with the very nature
of the intense shared living experiences, a comiigrd purpose (gathering
fieldwork data) and underlying feelings of sharddexsity, created potentially
powerful factors in developing community feelingsankenberg, 1966; Newby,
1985). Furthermore, despite the temporary natutheofesidential fieldwork
experience, some commentators have indicatedHisatéed not preclude

feelings of community (Bauman, 2002, Frazer 1999).

Concluding Discussion
The three themes discussed above shape the serdictuhe following three

analysis chapters. Whilst this could be regarded simplistic classification,
and there is inevitable overlap between these odteg | feel that this structure

assists in analysing and understanding some afdimplex experiences on the

Page | 105



residential fieldtrip. Underpinning this is a catexation of the extent to whether
and how the residential experience can be equatbdeelings of belonging to a
temporary community, in the manner described byniau(2002) or Frazer
(1999). In adopting this structure and approadnaw upon the analysis that
notions of space (Lee & Newby, 1983; Parsons 198lgtionships (Lee &
Newby, 1983; Abrams & McCullock, 1976; Gereluk, Bp@nd shared
experiences (Young & Willmott, 1957; Frankenber@6@) are important
characteristics in interpretations of what congtsua community.
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Chapter 9

Perceptions on Space and Territory within a Bounded
Setting

In this chapter | explore the use of space withsnd¢entre, both managed and
spontaneous. | also consider the use of spacemmemity building (Gereluk,
2006) and focus upon perceptions of the closeditwtand the extent to which
this creates a ‘bounded setting’ (Lee & Newby, )988e underlying issue of

teacher control is also examined.

The use of Space and Territory for Relaxation
Dormitories were allocated to staff and studentsiediately upon their arrival to

the centre, in accordance with the ‘Welcome to @adts Good Customer Care
Practices’ document for centre staff. Bruce (thad-@utor at Oaklands)
explained that he felt it was important to provisonal space as soon as
possible (albeit in the form of a bed, bedside matand wardrobe shelf within a
shared dormitory), although this was never raisethb students with me
directly, nor discussed within my earshot. Aftegsainbarking from the coach,
students stood around in the hall and after a lbaef informal welcome from
Bruce, Dan read out the previously unannounced doryrist, which he had
strategically selected. In withholding the informatuntil this point, and by
directly dictating the dormitory arrangements, tiegresented an overt
demonstration of his power. The dormitory as a wais perceived by Dan as a
significant territorial base and potentially an wnfant location for student
socialising. The Oaklands rule that students weteallowed in each other’s
dormitories was clearly emphasized by Emma (théred¢untor) during her
welcome talk, and this potentially served to redineetime spent in dormitories.
The allocation by Dan (which adopted a generalgipie of splitting large
groups of friends, but retaining friends in pawss designed to assimilate the
classes and help meet his objective of bondingtbep. The rather spartan and
drab interior decoration of the dormitories did nake for an attractive setting,
but there was evidence that socialising did ocelg. James falling out of the
wardrobe and Sue - the Head Housekeeper - findngg Inumbers of cups in
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dormitories during her morning inspections). Moregstudents Hugh and Mel
both independently regarded socialising in dornmesoas the highlight of their
whole trip. Hugh commentedWe have great fun in the dorms, after the work
finishes. That's the best thiiddoormitories were structured such that boys were
downstairs and girls upstairs, a Centre arrangethahtvas designed to facilitate
the policing of segregation. Despite this, andaimphasis from Emma, students
did not seem overly concerned by these particull@srand appeared to
flagrantly disregard them, without any obvious reglt The teachers, tutors and
students seemed to interpret student dormitorieslak-free zones, in terms of
socialising space. The teachers would poke theidfieound the door on
occasions (for example to do a headcount at thektiek day, or when

following up a specific issue with an individuahdaSue would undertake her
daily check, to retrieve crockery and report baclgeneral tidiness. | only
entered student dormitories on Monday morning,rgadhe arrival of the group,
feeling that my presence would be an unwelcomesnin. This does, however,
represent a gap in my data collection, since tlendory provided a unique
setting where students could talk uninhibited eyplossible presence of their

teachers.

After twenty minutes to settle into their dormi&sj all students were required to
meet back in the lounge for the official welcome amduction. My fieldnotes
indicate that this was “a rather low key and infatialk delivered by Emma,
with occasional interruptions from Dan to clarifgipts, ask questions or
reinforce rules. The talk, from my perspective,@@d relevant issues, but in a
random fashion and with a strong emphasis upofrules’ (no aerosols, no
running, no alcohol, no smoking, no outdoor footiyeaeal times, water and
tea/coffee provision, dormitory checks, no foodlarmitories, fire drill). This
approach served to indicate who was creating thaded space, and on what
terms, but interestingly to me also gave an insigat the particular rules which
Dan perceived to be important. The rule about dimmeis was seemingly not
one, and subsequent events served to illustrateadver of Dan in choosing
which rules were actively enforced. Dan interruptegltalk to explain his own
midnight rule, the time at which all students muestin their dormitories with

their lights out. At 11pm he explained a registeuld be taken in lounge and all
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students must be present, unless they wanted tw lged earlier in which case
they had to inform one of the teachers. Emma éxgdethat they were allowed
to use the whole grounds during their free timetbat, for health and safety
reasons, they must be in at least pairs and migstira teacher. She also
outlined some of the main recreational facilitied(e tennis tables, table
football, pool table) located in the games roomiclvhvas accessed by a key
signed out from the teachers. Other recreatioritfas also required signing
out, including the TV/video/DVD player (in a lockedit), piano (locked),
football, volleyball, frisbee, putting, rounderdtball and croquet (kept in the
teachers staff room). These seemingly tight cemoeedures effectively gave
the teachers some oversight of who had what andenthey might be. Dan was
keen to retain the key to the games room and bé&focth on Monday stressed to
students that he would release it only once hesatsfied that all the necessary
work had been completed. On Monday evening, irnégheher’s staff room, Dan
confided that the size of the group (which wasdatpan he had previously
taken) concerned him in that he did not know wlexeryone was:I“do feel
slightly uneasy about thisThis perhaps offered an insight into the heattl a
safety responsibilities he felt as trip leader, disuch it was a rare glimpse.
Once the welcome talk was completed, Emma led @unciron tour of buildings
and grounds, encompassing the ground floor comnrooats and parts of the
grounds to include the lawns immediately surrougdire Hall, the lake and the
walled vegetable garden. Emma saw the large groasmdsmajor attraction of
the centre, in terms of their diverse natural emvinents, recreational potential
and their contribution to health and safetyis a safe environment with lots of

outdoor spack she explained to the group.

Throughout the week | noticed some regular pattefse of space during free
time. My fieldnotes from 6.30-7.00 pm on Wednestaxealed:

“Decide to go on tour of site immediately afterm#n. Students have until 7 pm
when they have to meet back in classroom.

Hall: Group of 8 students, sliding along polishedquet floor in socks, trying to
do the largest skid. | ask if having fun, they wasp “Well wicked!”

Games Room: 12 students — table tennis/table &tittitting around. CD
playing in background — | don’t recognise song#hrti
Lounge/Library/Classrooms — all empty.
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Front lawn — 4 girls sitting huddled together unther large tree. Can’t see what
they are doing. Decide against heading over.

24/36 students accounted for. Assume rest must dermitories, having
showers or within grounds beyond immediate vicioitypuilding.

Teacher Staff Room: Dan & Janet — crouching ovetola, in discussion about
data.
Georgina — slouched in soft chair by fireplace.

Snug: Bruce — making a coffee, ready to head offidée final preparations for
classroom session. Informs me that it is his tarstay late — Emma has gone
home.”

(Fieldnotes, 11 March 2009)

| feel that a key issue with regard to the recoesti use of space pertained to the
rules and procedures imposed by the centre angadlcbers. Some were justified
by both sets of staff in terms of health and safsdyne to monitor equipment
and others to meet objectives of the visit. In casttto school, where the
boundaries of space and rules are ‘given’, therge avaeed to clarify the
expectations and limits. Many of these were accepyestudents, perhaps being
linked to pre-conceived norms from the school emvinent, such as the need to
follow health and safety guidelines and the acaeqgaf teacher autonomy over
student groupings. However there was greater fregdachoose from and use a
broad range of recreational spaces, whilst therealso potential for

successfully challenging territorial restrictioas, in the case of dormitories.

The use of Space and Territory for Work
After two and a half days of intensive offsite €ielork covering the topics of

heathlands (Monday afternoon), rivers (Tuesday)tandsm/environmental
quality (Wednesday), the arrangements for the neimgipart of the week were
very different. Dan and Janet decided that theesttgdshould select one of the
three field excursions and write up a detailed mnoject. For a half an hour on
Thursday morning all students gathered in the cdass, whereupon Dan
explained the requirements which involved creaéirgjructured report under

general headings. On Wednesday evening Dan hadrnegkp sheet outlining the
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contents for each section, together with a time&&on completion. This

indicated:

“Title Page/Map: by 10am Thursday

Introduction: by coffee break Thursday
Methodology: by lunch Thursday

Results: by dinner Thursday

Analysis & Conclusions: by 11pm Thursday
Evaluation: by Friday lunchtime

Bibliography: by Friday lunchtinie

(Source: Handout distributed Thursday 9am by Dan)

Students were instructed to complete individuajguts, but they were permitted
to work in groups of their choosing in order torghdata and discuss the work.
They were also told that they could use their tilagibly (breaks could be taken
within reason and students could help themselvesings) as long as the
deadlines for each section were adhered to. | dehsé the students perceived a
degree of freedom, whilst the teachers still felcontrol by defining the
boundaries. Some students chose to work deephiatevening, with the
intention of getting ahead of schedule and havitig-en on Friday morning.
Once the projects were finally completed the stislemre allowed to have free
time. They were also given scope to choose wheg\lished to work and this
generated a wide variety of different workspacd® feachers moved around,
providing support and checking upon progress, Witk arrangements gave me
plenty of scope to go and chat with students agwueked. My notes read:

“It feels quite hectic — pupils are scatteredoakr the place & staff are rushing
around trying to keep track of things. Workinghasphere feels informal,
although most students appear to be on task.”

(Fieldnotes, Thursday 12 March, 11.55am)

The choice and use of space, given the free reemealed several issues. The
library was selected and converted intalarf (their terminology) by group of
four male students who re-arranged three tablesant’ shape immediately
behind the door. This created a barrier betweepnramgntering and themselves
in the rest of the room. They sat on tables bethedL’ barrier to do their work
and didn’'t allow anyone beyond it into the restred room. Fergus proudly
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announced: This side is for us only — when Halls came to clwetks and help
us out we made him sit on that Sideleased that Dan seemingly respected their
‘space’. When | discussed the issue with Dan, Ipa@xed that he:couldn’t

really care less where or how they worked, as langhey put everything back at
the end and that they finish all the work. Actudllgannot believe how hard they
are working’ They took a teapot and mugs from the dining raord made
regular journeys back to the kettle to refill. Sosoft chairs were re-arranged
into ‘U’ shape around the bay window overlookingrrgarden, providing a
relaxation area for them. They were clearly eaggrersonalise their chosen
workspace, which also became their preferred detiglarea too. This
represented an example of blending, with a relaxatking atmosphere, in a self
styled workspace, focused upon meeting the wokkstaad deadlines. Dan and
Janet both independently commented to me how wepyassed they were by the
work and attitude of these students, whom theywfele quite lazy and de-
motivated at school. The students themselves cthtmée motivated, not
extrinsically by the work, but by their own strayagf finishing the work ahead

of the schedule imposed by Dan, in order to gdie-en on Friday morning,
followed by extended free time. Nonetheless thevatbn arose from the
relaxed working structures permitted by the teachéergus explainedWe

work a lot harder here. They wouldn'’t let us goile had finished the work.

So we blaze through everything. We were given respitity to get it done and

when it is completed we are free, so it's in oundwands.

The smaller classroom (which was previously onlgdusm the evenings for the
computers in order to undertake data analysisgrbeaquite a popular location
for the project write-ups. Four groups of studexsupied this room (fourteen
students in total), each group congregating ar@ucldster of tables. This was
the usual classroom of Emma (who based hersdtisréom) and it was also
the location where Janet seemed to spend most ¢iteeon Thursday and
Friday. Consequently this was a good location faeming regular support and
input, although | was unsure whether this was avedor selection, as it was
unclear whether the students would have been anvvdhes at the time. In fact
when | asked a couple of students from differentigs why they had chosen

this room, apathy seemed an equally likely mot&@phie explained:l“couldn’t
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be bothered to find anywhere else and this is nigixt to the other classrodm
whilst Paul stated merelyl had left my stuff in here from earlier in the \k&e
My fieldnotes indicated that the atmosphere in tha@m was “bustling, lively &
crowded but with a purposeful working atmospheif@iyrsday, 3.50 pm). Next
door, in the large classroom (which was the regtlssroom used for all whole
group teaching), a handful of isolated studentseho remain. In total there
were eight students; three working individuallyegrair of students and one
group of three. This was the only room with a c#iydarge enough to hold the
whole group - it was a large room, with five lorogus of tables each with twelve
seats. It felt very empty, especially as the stitsleere spread out throughout
the room. One of the individuals working alone Wwames, who was using a
computer in one corner. The atmosphere was vest,gtinot totally silent. It
struck me as the default location, used by thoseout a strong group

allegiance, or without any desire to find or creiEr own workspace.

The fireplace was the preferred location for ormugrof five students. Although
this represented a more imaginative location, & wat (in my opinion) an ideal
workspace. There were no tables at all, but theestis had pulled half a dozen
low slung soft armchairs around the fire in a semate. Whilst it made for a
warm and attractive location to relax, writing wagt easy and they had to work
with folders perched on their laps. Over time, salvstudents gave up with this,
instead opting to lie sprawled across the floordhaood) in order to lay out,
organise and more readily access their notes. Whikswas not conducive to
working from my perspective (accepting here thatnlan office-based middle
aged academic) it may have best replicated thefemed working environment
at home. However, the entrance hall was also the tharoughfare in the
building, with a resultant stream of deliveries cogithrough front door and
other students passing between dormitories, toilatsk locations and the dining
hall in order to fetch drinks. | noted that manydgints would invariably stop and
chatter with members of this group (who would rgadblige), interrupting their
progress. | also noted that only rarely were &k fyroup members around, in
contrast to the more focused groups in all therdtieations. When | enquired as

to why they had chosen this location | was tolth be next to dining room so we
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can make téaand “So we can keep an eye on what is going on froni,here

perhaps reflecting a desire to be at hub of things.

The staff common room was selected by two groups dtudents in total). This
was introduced by Emma as out-of-bounds to stugdbntdor the write-up Dan
was more than happy to allow students to locatesiedves in the visiting
teachers’ private staff room. One pair of studectupied the soft seating
area/coffee table around the fireplace, whilstarstidents took the desk and
computer overlooking the rear garden. They appearethke themselves at
home quite readily, helping themselves to staffcigifee facilities, whilst
acknowledging the perceived privilege of being ablase nominally staff only
facilities. They also chose the location becaused ‘Quiet’ and “out of the
way. This was in clear contrast to school, where tlaéf soom was completely
out-of-bounds to students, but in this contextdhuelents were able to

successfully implement a territorial shift.

The opportunity to work with greater freedom clgdrad varying impacts upon
different students. For some it afforded a welcapportunity to solidify
existing friendships, in their own specifically fteal locations. Some opted for
quiet, previously out-of-bound settings, whilstethspecifically selected the
most overtly sociable position. Some headed facation with strong
teacher/tutor support and some merely remainedemsual classroom,
indifferent to, or unconcerned about the opporiunihis ‘controlled’ freedom
enabled them to construct their own boundarieglation to space and time.
These elements also differed from their school,re/tienings were ruled by the
bell and determined by a centrally imposed timetaising clearly demarcated
territorial spaces. Having examined the use ofs@d Oaklands, | now consider
views around it being a bounded setting.

Perceptions on the Notion of a Bounded Setting
Notions of a bounded setting are considered infh@véghin many definitions of

a community (Lee & Newby, 1983) and particularly@hation to the traditional

occupational agricultural communities of early tivetin century Britain
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(Newby, 1985). It is suggested that such circuntgaywhere external
influences were excluded, can no longer exist inleno society (Stacey, 1969).
However the unique circumstances of Oaklands, begetith some active
management by the teachers, did conspire to argoaddte a temporary
manifestation of something akin to a closed locat/t a minimum it created a
temporary social grouping in which the studentachers and centre staff shared
a common territorial area as their base of opearatia pre-condition identified

by Lee & Newby (1983).

The remote physical situation, in conjunction whk busy schedule of the
daytime and the dark evenings effectively mearnttt@astudents were ‘trapped’
on site, unless the teachers or tutors took themadhe minibuses. Bruce
presented this as an advantag¢er®e you can take people out of their natural
environment, and it is a fairly isolated and unicgrevironment, with all the
woodland and grounds. They can't just wander offiithe street. There is
space for personal and social development in terhiw they interact with
each other and for teachers to learn about thepifsi’ The Course Planning
Guide for Teachers (written by Bruce and issueddn at the induction meeting
on 16 January 2009) also made reference to thil,the opening paragraph of
page three suggesting that as a result of thisaDdkt ‘bffers a brief refuge from
the hurly burly of modern lifé. Dan agreed with this, citing it as one of the
reasons why he chose to take the group to Oakl&fedalso addedIt's a very
safe environment...it's away. It might be possiblget to the pub in the town but
it's not easy, it's dark. We occupy them and pre\ad interest here in the place
itself” However, when talk of going offsite reached Dhaa,was quick to quash
it. On Wednesday evening Janet came into thérsiaf and reported to Dan
that she overheard a group of students plannimgatk into Wychwood for a
takeaway pizza. Dan immediately and flatly respandeo, they will nctand
after asking who it was he marched off to confittveim. When | subsequently
asked Fergus (one of the implicated students) aheuhcident he explained that
they had talked about it but that actually theyevéioo tired really... by the
time it gets to 9pm and we’ve finished our workcae't really be bothered

was unclear whether this was his genuine feelinpthat the idea was merely

only ever talk. Equally, this could have been asian’ for my benefit, as | do
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not know whether they did ever go off site. Altammaly, the talk from Dan
(according to FergusHe just said if we were thinking of going off-diea

pizza then forget’it may have genuinely dissuaded them and Fergusnogay
have wished to admit to this. Nonetheless, theded implied a wish (whether
real or theoretical) to escape from the locatidthoaigh this could be a response
to hunger as much as a desire to sample the owtsidé. Andy was more
explicit about his feelings, perceiving the phykisalation in terms of restricting
his freedom: We miss our freedom. We wanna go out into the towa.don’t
get enough freedom...we should be allowed to go argwdt our agé.Sophie
agreed: You lose your freedom here. You can’t leave ewgnuifvanted tg
whilst Pip reasonedWe are contained really in the evenings. No-one gk
but if people were to go we wouldn’t bond as a#arly recognising an

underlying rationale.

Dan also referred to his personal affection fordéging, as well as his
perception of its impacts upon the grouipféels like, especially when the
Oaklands staff go away (at night), like a countopse weekend. It's your own
private estate...It has a magic about the placectvimfects everybody and its
worked this trip as well...You come into this cotaad that is very beneficial

for the group, it's good for working and its magi¢he students were more
ambivalent about the advantages, some hintingoagssion, whilst
acknowledging the social impacts. Tess commentedi€icause everyone is
hemmed into the same location it is like a commubitt it is not a close-knit
on€, whilst Rachel thought:As we had the house to ourselves it allowed us to

become closeét.

Georgina acknowledged the opportunity to shut atgreal influences and to
concentrate exclusively on the fieldtripfGu are in your own little bubble here,
just focusing on one thing, just the students &iglgarticular part of the course.
It's really good not to have any outside distran86 Linked to this were
notions that time went quicker, without outsidduehces. Harry suggested:
“Time goes a lot quicker here and you lose traakag®, whilst Dan expanded:
“Time just whizzes by so quickly. | leave all theshand school behind, | think

it's wonderful. Cocoonetl. The escape from school life was seen as
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advantageous by several students. Hugh commenithd:Best thing is once you
go away you are sort of shut off and you don’tiseeare about anything, so
there’s no worries about school, or the next wegkwhilst Rose also suggested
this: “...it's more relaxing here... its nice not to know whajbing on back

home or anything to do with schddbuch sentiments were illustrated in practice
by Findley (and the teachers), who even forgot ah®uAS re-sit exam result
which was due out on Thursday. Janet only remendieand told him as they
were about to board the coach home after lunchriolay:

Aside from the physical isolation, the studentsenadso without other means of
communication with the outside world. The remotgalmn, coupled with the
dense tree cover, inhibited mobile phone signalsiten effectively rendering
them useless. Offsite, whilst undertaking fieldwaignals were intermittently
available and a few students did use the oppowtmitext or call family and
friends. However | did not observe any significanthusiasm or excitement over
this and indeed the view of Harry was typical ofnyid'l've left my phone in my
dorm all week. Even when we’ve gone off site andjht have been able to get a
signal | haven't bothered....I like being away frarh This view, however, was
expressed towards the end of the week (Thursdaytime) and | suspect was
based upon hindsight from the previous days. Indaieithe end of the Monday
morning induction talk there was a concern and olanfior access to the
television, which sat in a padlocked cabinet in comer of the lounge. Dan
responded to a question about how often they cachwiawith a soberly
expressedsometimes.In actual fact, the only time | observed telegisbeing
watched was a Champions League football match odnésslay evening, when
a group of about ten students assembled. On oteeairgys the TV set was used,
but to play fithess videos which generated audigractcipation. In interviews
with students on Thursday | asked them about thest memorable experience
of the week. Only one student responded to thistiprewith reference to an

‘external’ event, Arthur citing: Liverpool beating Real Madrid 4-0.

Bruce was keen to emphasize that there was norbarobile phones and that
TV and wi-fi access were available at the discrebbthe accompanying

teachers. He acknowledged thathe social side is important for this group in
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terms of bonding the group. This is a focus forelamd Dan, so the TV is
locked away and wi-fi access is banriéithe issue of wi-fi access did appear to
be an issue of concern to some students. Despaaravuncement from Dan in
the induction briefing that there was no interretess, by Tuesday evening there
was seemingly significant interest in accessingriternet. At 7.10 pm Findley
excitedly came rushing into the games room, clagne had overheard a
conversation between Georgina and Emma in whidmalediscovered the
password for logging onto the laptops (This wasafrse, different to the
internet password, but nonetheless representegbithrough in terms of ICT
security). He was convinced that the password wastainability’. A group of

six lads stopped their table tennis games and lkdeakr to the classroom in an
attempt to log on. | chose to follow. Several stidérad previously asked me for
the passwords, but as | had no need, nor inteénessing the centre machines |
had not enquired and therefore was honestly abiestmond that | did not know.
The students successfully logged onto the compatetsmmediately tried to
access the wi-fi, only to discover (to great dis@ppnent) that the password was
different. They then spent around twenty minatttsmpting different password
combinations, on the theme of sustainability ardethvironment, but without
success. It seemed to become more of a challertggdad break the password,
rather than reflecting a desperate desire to atbessi-fi. | overheard one of
them saying: This is so annoying...l really want to get this, it that I'm so
desperate to use it anymore, but | just want tosprim Miss that | have worked it
out” When rumours about the incident got back to Jahetfound it very
amusing and recounted to m@&hey were all really wanting to get on to check
their Bebo, MySpace, Facebook, MSN and so on,rmé pou say no and they
get the idea, they just get on withouit it.

Several students whilst missing the internet seemedtually appreciate the
advantages of its unavailability. They implied tHat were available they would
be inclined to use it, but this would be to theridetnt of the group experience.
Pip thought: ff everyone had the internet then no-one would dxojhining i’
whilst Holly confided: in the beginning | thought, what am | going to do
without the internet? It doesn’t force you, bumniéans people are more inclined

to mix. If everyone had their own thing then theyid be geared up on their
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laptops in their room and be unsociabBl8tronger sentiments were expressed by
Chloe but she also qualified her criticisthféel completely cut off from

everyone and as soon as | get back I'm literallyngdo be on the phone all
morning catching up. So it feels kind of lonely ahdf but it's brought loads of
people together because it's forcing people to talkach other and it's a good

thing.”

The conditions of physical isolation and the latlexposure to outside events at
home, school or in the wider world, created arosyective environment. This
was perceived positively by the teachers, witharatiof a magical cocoon.
Although such sentiments were shared by some stsidethers perceived a loss
of freedom or a sense of isolation. The virtualason, which deprived the
students of one of their main social networking rageffectively forced them to
engage in face-to-face interaction and group aws«iWhilst missing the
former, many students could see the benefits, tafisea temporary experience.
Once again the question of teacher power and domé® apparent, especially in
terms of their management of wi-fi access in otdeneet a central objective of
the trip. This demonstrated how the teachers,anaging strategies to meet
their objectives, were also constructing and featilng the conditions for a

temporary community to develop.

Reflections on my use of Space at Oaklands
| saw my role and the allocation of space to mgigsificant in the way | was

viewed by informants. | undertook a preliminaryitvise Oaklands on 12 January
2009, in order to familiarise myself with the prdoees and routines on arrival
day, with a party of twenty-three Year 6 pupils. Qi occasion | arrived at 9
am, an hour before the group arrived and was gaver of the building and

site by Bruce, introduced to all the staff and thensat and chatted in the centre
staff room. | was invited to use this as my bageftimy bag there and returned
at various points to write up my fieldnotes and@&bher my thoughts. On
occasions centre staff popped in and out, andlse@dgaged in brief banter. |
felt very welcome and accepted. Equally the accaowyipg staff (whom |

previously met at their school), were most welcagrtowards me in the visiting
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teachers’ staff room. With St. Catherine’s howewerarrival | was shown
straight to the teachers’ staffroom and was nateahinto the centre staffroom
until I conducted an interview there with Emma dwisday. The teachers’
staffroom therefore became my allocated workbaseh®week. By occupying
this space | felt that | would perhaps be iderdifiyy the students as close to the
teachers, a fact which may have influenced thénali®ur in my presence, or
affected what they chose to tell me. As | did nextceive it as a ‘neutral space’, |
tried to avoid using that room, instead locatingseiin the games room, dining
room, or the lounge during my free time. On a tmeasions | did feel the need
to ‘escape’ from the intensity of the experienct(ind the near constant nature
of data collection quite draining), whereupon reated to the privacy of my
small attic staff dormitory in order to temporanfyst and reflect. My reflective

journal records such feelings:

“| feel totally immersed in the experience and htpe | am getting some useful
data. It is hard to know, but with such a shortcgpaf time | feel under pressure
to note down as much as possible. However | antiyaehausted & need to
step back to clear my mind. | am loathed to doithisase | miss something, but
I need to reflect and analyse so | can move foryaoductively.”

(Reflective Journal, 10 March 2009, 8.30pm)

Concluding Discussion
This chapter addresses issues pertaining to thefisggce and perceptions of a

bounded setting, linked to an underlying themeafgr. Initially | will analyse
the notions of space and control in this sectiangusoncepts from Foucault
(1982, 1991) and Gereluk (2006). Whilst the foraealyses “the distribution of
individuals in space” (1991, p141) in the conteidlisciplinary strategies, the
latter considers space as a community forming fadiais approach enables me
to analyse situations through a different ‘leniséreby offering potentially
alternative perspectives on the situations encoedié&pecifically, the
management of individuals within spaces at Oaklaadsbe analysed in relation
to the notions of power discussed by Foucault (J.9Be rules and routines
based introduction tended to objectivise individugiving them a clear social
identity within the centre, subject to the rules @outines associated with their

position. Although not in the extreme way of prisoor mental health patients
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that Foucault referred to, some students did peeddiemselves as victims of
constraint. Foucault (1991) also suggested tleabtbanisation of space helps to
clarify the mechanisms of power. He linked thighanging attitudes towards
criminality and punishment in the eighteenth centuhich were:

“an effort to adjust the mechanisms of power thatke the

everyday lives of individuals; an adaptation amdfanement

of the machinery that assumes responsibility fal jplaces

under surveillance their everyday behaviour, tltentity, their

activity...” (ibid, p77)
The resulting shift in opinion, from public exeautito incarceration, created
several disciplinary strategies including the ‘@scire’ of space, to create a
closed setting and the ‘partitioning’ of individadb prevent group formation
and the creation of “collective dispositions” oaftjerous coagulations” (ibid,
pl43). Foucault (1991) also identified the creatd ‘functional spaces’, with
specific sites allocated for particular purposes| the establishment of a
hierarchical network of relations based upon ‘raiskich strategies, he argued,
were implemented across a range of institutionlsigieg schools, barracks and
hospitals, although the principles were perhaps learly expressed in the

Panopticon prison design of Jeremy Bentham.

Quite clearly the centre at Oaklands was not designor even adapted, to
facilitate continuous and anonymous power, althatugbuld be suggested that
some spatial management occurred to reinforce poeletions through the
distribution of individuals. This included teactalocation to private spaces
(dormitories) and the control of recreational sp@oel time), in addition to the
restriction of access to virtual space. When theausoutines, procedures and
spatial arrangements of the centre were altered oinsday and Friday) at the
request of the teachers, the centre tutors wetiadiy less enthusiastic about
these changes. (The next chapter includes a disouss the relationship
between the teachers and tutors.) The tutors &tvisicised the approach in
terms of student experience, suggesting that titeests ought to have greater
freedom in their learning. Nonetheless, the apgr@aopted by the school did
allow greater spatial freedom of expression, iniclgcome territorial claiming
and student use of teacher-only areas, in defiahttee social identity rules of

the centre. The students directly involved apptedighis freedom and
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responded with increased motivation to the tadkaimd. Furthermore, these
successful challenges perhaps imply an erosioneodlisciplinary power

relationships based around ‘functional spaces’taedarchical ‘rank’ (ibid).

Gereluk (2006) suggests that social spaces witthinas are potentially
significant in community building. She cites thepiontance of informal
networking locations, such as open corridors orroomrooms and suggests that
“making small adjustments...may create a better seheemmunity” (ibid,

pl79). This was manifested at Bishop McGregor Sklamaording to Burgess
(1983), where House Blocks were successfully desigmd utilised to promote
sentiments of community. At Oaklands, the dorméstfiormed an important
basis for informal networking, stretched the rutaposed by the centre and went
beyond the social engineering anticipated by Dariodis communal locations
took on a social function, often linked to specditivities, which provided a
common focus and harmonised potential communitiding feelings. For
example, the lounge became a location for the colie watching of football
(where | observed a crowd mentality at times ofigq@ad critical incidents

within the game), and for participating in aerolizs video. The games room
was used regularly and represented the main dociall point for some, whilst
the fireplace became a popular setting for thostwg to sit and chat.

The physical and virtual isolation was a charastiricited by tutors, teachers
and students. It was interpreted in different ways,did serve to effectively
create a bounded setting, which for some may halvélée punitive ‘enclosure’
as:

“the specification of a place heterogeneous tothakkrs

and closed in upon itself.” (Foucault, 1991, p141
The most rudimentary definitions of ‘community’ ,cacding to Lee & Newby
(1983), suggest that the term represents a grogvomgnd which a boundary can
be drawn and | argue this was largely met by thiddpas situation and
circumstances. | dispute the assertion of Dela2®®8), that notions of
communities as closed social systems are now retggtenodernization (in

response to new forms of communication), albeiemporary form. The
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managed exclusion of virtual networking at Oaklaeffsctively enforced social

activity into a localized and closed context.

The bounded setting was linked to health and s@ietyeptions; considerations
which influenced several decisions and practicesufhout the week. The
teachers and tutors seemingly adopted a sharepegotirsee on the good provision
at Oaklands in this respect. That such considersiimpacted upon the
experience is perhaps inevitable in the presentadnal climate. This pre-
occupation reinforces the view of Bell (2005), waumgests that health and
safety issues are of paramount concern to tripelsad he perceived threat or
fear of litigation in the event of an incident sekeavily with the trip leader
(Thomas, 1999) and on occasion Dan acknowledgegrdssure of this. It may
also account for some of the exertion of his powmgether with his appreciation
of the tight procedures and physical isolation. &y | suspected this was an
agenda that the pupils were familiar with from sarend | also perceived a
resigned acceptance to follow instructions deligarader the ‘health and safety
umbrella’. As a consequence of this | felt thevald potentially have been
scope for over-enthusiastic use of the term, wiff gustifying decisions under
this banner to add weight to their importance. Heavel did not feel that this
actually occurred, although once again my perspectiay be skewed, this time
by my previously having been a secondary schoo@giy teacher. The
creeping influence of health and safety was evéteat in the new AS
Geography examination syllabus the students welieenximg. This included (for
the first time) a requirement to understand heatith safety issues, including risk
assessments, associated with undertaking fieldimasgecific locations. | was
not aware that many students found specific healthsafety rules and
procedures unduly oppressive and from my perspe¢having participated in
large numbers of educational visits over many yeaxplicit reference to such
issues seemed proportionate and measured. Howevigst the students
appeared to accept the boundaries imposed undathtend safety’, | was
aware of challenges in respect of other areasu$hef dormitories was a clear
example with, | suspect, students quite frequemilygling in each other’s
rooms. This appeared not to be of huge concerratg Bor the other teachers, all

of whom seemingly turned a blind eye to such igfeiments. This represented
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another area where the students successfully mategunternal territorial
restrictions and challenged established ‘functiaitals’ and ‘ranking’ (Foucault,
1991).

This example also provides an effective contrasctmol, demonstrating how
the setting allowed students and teachers to amtsome of their own
boundaries, with regard to time and space, in battk and leisure. The
approach to project work in particular (on Thursdag Friday) could be
regarded as an empowering and enlightening appraathe part of the
teachers. This was in contrast to the quite presee and traditional hypothesis-
testing approach, based upon quantitative groug tlaty requested.
Nonetheless with the rigid timeline and their irtien to move around
monitoring progress, the teachers did attempttairreontrol (although in reality

this proved quite difficult to achieve).

To conclude | argue that the Oaklands setting digtige a clearly delimited
boundary, within which internal jostling over sdecterritory occurred. Frazer
(1999) suggests that such a bounded area is inmpa@rny group is to
experience community, although it is widely agré®at occupying common
space is alone insufficient. A detailed analysisafial relationships or attitudes
is required by many commentators in their integtiens of community, to
demonstrate the ‘quality’ that occupies the ‘entiBay 2006). | explore social
relationships at Oaklands in the next chapterydeioto consider whether or how
they exhibit the characteristics akin to those camipassociated with a

‘community’.
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Chapter 10

Changing Relationships: Perceptions of Identity,
Permanence and Power

In this chapter | explore aspects of the dense orétaf multiple relationships
between the three teachers, thirty-six studentd@mndfull-time field study

centre staff. | structure the analysis into theaegories of relationship; teacher-
student, student-student and centre staff-schesliels around changing
identities, the perceived permanence of these @saagd power relations are
explored in relation to the unique circumstancésrdéd by the residential

experience at Oaklands.

Changing Teacher-Student Relationships and

Identities

The Workout

It was 10.30 pm on Wednesday evening. | was irgtmes room, half listening
to and watching a group of six lads playing taklenis, whilst also writing up
my field notes from earlier in the day. Alice bumnto the room screaming:
“...come quick, in the lounge, Halls is doing a fitn@sleo. It's hilarious! She
was initially greeted with slight disdainS6 what, bugger off — can’t you see
were busy in heréHowever, she persistedCbme on, come ohThe lads
quickly relented and soon, with freshly found ersibam at the prospect, ran at
high speed to the lounge. By the time | arrivedn Ba@s on his own in front of
the TV set, following the moves to a workout videdilst behind him a huge
crowd of onlookers were cheering, laughing andifigmon mobile phones and
cameras. Dan, occasionally turning around, waglgleajoying the attention
and beckoned others to join him, several of whothn After a couple of minutes
the routine ended and Dan took the opportunityke fexhaustion by collapsing
into a heap on the floor to wild applause. Laughand lapping up the adulation,
he quickly scrambled to a chair at the side ofrtteen where, together with Janet
and Georgina, he proceeded to watch a large grbgpl®who were working

out to further routines. Some were engaging inri@se manner whilst others,
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perhaps inspired by Dan, participated in an exaggdror half-hearted manner.
The event served to congregate virtually the wigodeip (I did not mange to do
a headcount — but it felt like everyone was preseaxithough | was conscious
that James was not actually there). Some studesres @wen wearing slippers
and dressing gowns as they had obviously been &shauit of bed in order to

view the spectacle.

I moved over and sat down next to Dan, to ask lbouawhat had happened. He
reported that somebody had brought the ‘pump itidpo’ from home and that
some of the girls were copying the moves. He aedr@na were touring round
the rooms in arbutine sweepwhen they came across it, found it entertaining,
so decided to stay and watch for a while. UponngeBian standing and
watching, one of the pupils challenged him to join‘Believe it or not, actually

I quite enjoy that sort of thiridhe explained, before elaborating:Have also
been training in the martial art Tae Kwando and also a Morris Dancer and
a Molly Dancer’ He therefore did not require much persuasiorio jn and
copied as best as he could. After a while the gidsted to drop out (at which
point | entered the room) and when Dan turned dotebsolutely everyone
from the trip was at the back of the room photogwiag and filming, so | thought

I'd better carry on?

Later in the week, when chatting to Dan on Fridaymng, he referred back to
the incident reporting:It's done wonders for my reputatignmplying that this
single incident had changed the perception of stisd®wards him. He
progressed to emphasize the spontaneous naturé6bu can’t plan these
things... they happen sometimes. It's nice whentloidds like that happén
whilst also acknowledging the potential significaraf it upon his relationship

with students.

Janet viewed the event both as a source of amusemermlso as a critical
incident® which spontaneously served to bring together thelevgroup: For a
teacher nearing retirement to be doing keep fitfset to dance music... it was

18 | also viewed this as a critical incident in terafsny analysis of relationships.
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hilarious... and the way it went around the placéite kids came out from all
corners — even getting out of bed...The word wemd®o quickly, we had the
whole group cheering him... | mean that sort ofghis lovely. It'll be talked
about forever. | suggest that the incident was potentially aylepisode’, in the
analysis of Mackenzie & White (1982), in that ittntieeir description of a
colourful event on the visit that was likely to raimin the memory. More than
this though, in experiencing spontaneous and alonasersal whole group
excitement and participation, | argue that it cduddregarded as a ‘community
moment’. This adopts the interpretation of Frad®&90) who argues that
community sentiments may be “euphoric and fleetifi®99, p83).
Furthermore, it also offered the students (and @o=sibly the other
accompanying teachers) a shared insight into aréift identity of Dan, through
an unexpected experience that certainly made aressjpn upon many of them.
On Thursday and Friday, whilst chatting with studert was the most regularly
cited event of the whole week. For example, Hegflected the sentiments of
many by referring to it as the “most memorable thing on the whole ftrip.
Others picked up on some of the feelings Dan hadessed to me Ask him
about it, he is very proud. We got it on our phdnéslly told me, although |

never actually heard Dan discussing it with anglenis himself.

Some made reference to suggested impacts of tltemdeyond the trip, in
terms of their relationship with Dan. Whilst he iied that his reputation may
have been enhanced by the incident, some studiemied/it as an opportunity to
make fun of him in future, but in a light-heartedher than a malicious way.
Rose explained:It will be funny back at school ‘cos we can alwhyisig up the
pump it up dancing. It will be funny — we can makeof him? The incident

was significant in that it served to alter percapsi about a seemingly aging and
potentially boring Geography teacher, to someorik awipersonality and a sense
of fun. As such it represents an example of fieldnenabling teachers to be
viewed as ‘human beings’, a point highlighted byl B2005). Some students
cited it as indicative of a ‘different side’ to théeachers, which the residential
experience afforded. This was captured by Chldesimobservation: “.they’re

all mental herg but she qualified this with an awareness oftdmaporary nature

of the fieldtrip, hence her expectation that:they’ll be boring again at schodl.
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| have chosen this example to illustrate diffeqgertceptions on changes to the
relationship between Dan and his students based aigngle event. It
demonstrates the power of a spontaneous incidexanvening the group for a
few moments of shared fun but also raises questibogt the permanence of
changes exhibited on the fieldtrip. Moreover, aingle incident it emphasizes
the potential throughout the course of the wholekver multiple and complex
relationships between the students, teachers aricecstaff to develop. It also
demonstrates the dense network of multiple relatigps that Frazer (1999)
regards as one of the required crucial elemerdascommunity. (Other elements
include a bounded area, a quality of identificatamal shared norms, values or
interests, but she qualifies that not all need ssady be present). Calderwood
(2000) emphasizes, in particular, the significaoiceformal social relationships
in developing community feelings within a schootlahe following section

explores these on the trip.

Informal Teacher-Student Interactions: Identities and Boundaries

The week at Oaklands provided a breadth of oppiiesrand scope for
interaction between teachers and students, significbeyond those usually
afforded by the typical school environment. Forrapke, there were several
hours of ‘down time’ each day when students wetecéfely at leisure
(immediately before and after mealtimes and ineening once the work was
completed). These were spent, for instance, sitmgnd the fireplace in the
evening, hanging out in the games room playingetédainis, working out to a
fithess DVD or playing outdoor games (frisbee, badt rounders, manhunt) in
the grounds. Any students not wishing to sociakigh teachers could readily
retreat to their own dormitories, where they wadoddensured privacy. The
teachers rarely spent such time in their own staffn (nor in their own
dormitories) but preferred to have a presence aftli centre, joining in with
students where possible. As such, they effectitrelgted any group of students
they encountered as fair game for joining in witéit activity, or for engaging in
social chatter. Hugh acknowledged this and seemeukty it positively, rather
than intrusively as James didTHey’ll sit around and join in if everyone’s

talking...we have a good talk with them around the fihey act more friendly
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than they do in school... they are more like pedm@ just teachers. There
was not, according to Dan, a desire to closely toomvhat was going on, nor a
pre-determined strategy to interact with studdmis|t just “.. felt like the
sociable thing to dd.Georgina concurred addingt Want to be part of the
actiort, although Janet felt a heavy sense of respoiisild try and keep a
handle on where the students were and what they e@@ng. Dan was initially
concerned about this too (mainly due to the sizb@®fgroup) but after the first
night he felt more relaxed and able to trust teetts: They are all a sensible

bunch really:

All mealtimes afforded some semi-structured nomitesy time, when staff
strategically dispersed themselves and migrateddsst tables, in order to get to
know different students better across the weakaddition, there were other
informal opportunities for social chatter, suchrathe minibus between site
visits, walking to and from the minibus and at sangpsites during off-task
moments. On such occasions, | observed thatatdfstudents appeared eager
and willing to engage in conversations on broadjir@nissues, usually unrelated

to the Geography curriculum.

Furthermore, the Oaklands residential experierlogvatl opportunity for
‘blending’, whereby the clearly defined time bounda between working and
leisure were blurred. This links with the spatraedom identified in the
previous chapter and represents a further contiiisthe usual regime back at
St. Catherine’s. Some students opted to work deeghe evenings (9-10 pm),
happy to work less intensively, but with freedonw@ander, make drinks and
chatter as they pleased. Teachers were on hamty, t@aupport with advice and
encouragement about the work, but also to partieipeoff task discussions,
which served to create a much more relaxed woratngsphere. Dillon et al
(2005) suggest that the very nature of practiedti¥ork fosters a less formal
working environment than class-based teaching eaching, with greater

opportunities for sharing a joke.

The most formal classroom sessions held at theecé@mtiefing sessions prior to

departing on fieldwork in the morning and recapsg®ss upon returning to the
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centre when the evening follow up task was exp@imeere invariably led by
the centre tutors, whilst the teachers acted upparting role. These
circumstances facilitated opportunities for mor@imal interaction and altered
perceptions and attitudes between teachers andsthdents, a point raised by
Bruce: ‘it gives teachers the opportunity to see pupila different light and vice

versa’

The teachers seemed more willing to discuss maiggtaining to their own
personal lives. For instance on Monday lunchtirhe {irst mealtime of the
week) Georgina brought up the subject of her wegldiecounting that she and
her husband spontaneously eloped to Scotland tmageted without informing
anyone. She reported that her Mum in particular ‘mas too pleaseq but then
joked that her Dad was actually relieved becausengld saved him a lot of
money! The students were eager to question hdrdyrabout her dress, whether
her husband was dark or blond and on details dientoneymoon. Georgina
was most forthcoming with details delivered inghtthearted tone.

The teachers were also happy to share jokes wittests and on occasions this
was self mocking. For instance Georgina joked witldents in the entrance hall
on arrival over the huge size of her suitcase whetlected her vanity and
passion for numerous changes of footwear. Sometinggsmade fun of each
other in front of the students; on Wednesday aftennJanet joked that the only
reason Georgina wanted to lead the tourism stud¥fednesday was so she
could sneak off togig out on chips much to the amusement of the assembled
students. Teachers were also not reticent in pdkingt their students, even on
politically incorrect sexist terms. During the hdanhd study (on Monday
afternoon) Bruce demonstrated the use of a soératogobtain soil samples. Dan
interrupted his serious explanation with the comimi#tis a soil auger, not a

soil ogré, to which Holly sarcastically retortedHa, ha, very funny Sir!!

Bruce had by now lost the attention of the groulpowere enjoying the banter.
Dan continued: We are not going to have any problems with theeggtoups

are we!'l’, to which Lucy responded, to widespread groumldar: ‘How sexist

is that Sir’ Janet was not reticent to round upon the maldesits on Tuesday

afternoon when she noticed that not a single ortbeyh had gone in the river at

Page | 130



the deepest sampling site. They seemingly prefea¢ake on data recording
responsibilities on the river bank, whilst lettithge girls undertake all the
measuring in the river.The boys are full of talk, but when it comes tbhdly’'re
rubbish she yelled, to widespread applause from the gmld jeers from the
boys. Thus all three teachers felt able to makegak potentially sensitive
ground and in so doing challenged the student'sgption of their identity as

‘teachers’.

The teachers were also willing to engage in jokégted by the students. One
evening, Fergus was dared by the other lads iddnsitory to sneak down to
the fridge, in just his boxer shorts, after theaidl lights out at 12 pm. Harry
explained: We stitched him up something wicked. We were hdpatpachers
would still be about and that Fergus would run ithem” | was unclear as to
whether the students involved in planning the pramid anticipate the likely
reaction of the teachers. | sensed that theyleltd could range between
embarrassment, annoyance or amusement. Irrespettivis, they derived
amusement from the fact he was creeping throughdhescantily clad, whilst
the unpredictability of whether anyone would sea®,land if it were the teachers
how they would react, added to their enjoymentin€idently, Janet was in the
dining room, making herself a cup of tea when therdglowly opened and he
peered in the room, with his mates behind watchioigp half way up the stairs.
Upon seeing Janet he turned and fled back up #irs stollowing the others who
also charged upstairs whilst roaring with laughd@net too, shared the funny
side of this, shouting up after then€dme on in, you're not afraid of me are

you?!l’

In addition to a tendency to demonstrate a gresstiese of fun, the teachers also
appeared to me to be more tolerant of behaviouaitsl fielt would certainly be
frowned upon within school. Once again, | suggeistcontributed to the
changed teacher’s identity, as perceived by thaestis. During the induction
tour of the grounds, a group of lads decided fmd&ch other up. This quickly
escalated to them rugby-tackling each other, dftean exaggerated fashion,
before making attempts to pull each other’s trasigenwn. The teachers were

walking behind this fracas but opted not even tm@nt, instead adopting the
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behavioural management strategy of tactical igmpraivocated by Rogers
(1991). In classroom settings at Oaklands, urftentore relaxed regime
compared to school, pupils hugging each other andgypiggy back rides were
also permitted to continue without comment. Stusl@ticed this and
appreciated it, as Rose remarkethé teachers are a lot more relaxed here, a lot
more chilled...they treat us more like adults rattien picking us up on little
things. They are easier to get on witiA.he perception that they appear ‘less like
teachers’, | would argue, is a consequence ofrtin@uat of time spent together,
the broader range of contexts in which they sagalj the more informal

working conditions and the more relaxed demeanbthveoteachers afforded by
the particular setting. This latter point includszing able to wear their own
clothes, the lack of competing pressures on timeg {when compared to a
typical school day where they may be photocopymarking, preparing and
teaching five different classes, doing break datiending staff briefing, etc) and
a desire to enjoy the experience themselves. Thaesa's all contributed to a
changed identity that was manifested in the altdiscourse with their students.

However, each individual teacher did appear to hlage own personal, and
rather different, boundaries of acceptability. As youngest and most easy-
going individual, it was not unsurprising that Ggioa was seen as the most
approachable teacher on the trip by many studegtsally though, she was the
one whose relaxed manner was least remarkable @drepared with her
behaviour in school. Georgina, nonetheless, exddkacceptability boundaries.
During the Tuesday evening meal she was engagiptgity of lively banter

with the students at her table. This included jaiesut portion size, leading to a
competition between Paul and herself over who ceatdhe most seconds.
Conversations then veered towards a discussiothef teachers at the school,
including their habits and expressions. Examplekided the way a particular
teacher slouched in his chair with his legs spreigie apart and another teacher
“totally losing it in the classroom. Georgina was initially a wiliand eager
participant, appearing unperturbed by my preseaoeut frankly sharing her
own opinions, or laughing at jokes about her cgjless. The exception however,
was when reference was made about the swearintgather, whereupon

Georgina (despite obviously hearing) ignored themments and immediately
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withdrew from the conversation. | felt that in meind a line of acceptability had
been crossed. She later confided thateVeryone likes a good gosshuut
admitted: 1 feel a bit bad talking about other members offstaut nothing that
was said was too awful. I'm sure they talk abouth@leind my back tob.
Georgina explained that she found it interestingear about pupil perceptions
of other teachers, to see if they fitted with heno | was tempted to ask about
her opinion of the swearing teacher, but felt thatway she ignored it at the
time and then failed to acknowledge it in her asiglyf the situation, would
have potentially made my questioning appear intrusi did not wish to risk
even slight damage to my relationship with Geordipappearing to be overly
interrogative on this issue, quite early in the kvdavas still building
relationships, testing boundaries and mindful efithportance of establishing

amicable and productive field relations.

Janet was, from my perspective, the most formalveort-focused teacher, a
point not lost on some of the students. She dyspldhe least fluid interpretation
of the blending of work and social time when conggawrith Dan and Georgina,
maintaining a stronger work focus and demandingeernonsistent work ethic.
This gave her the most consistent teacher idemibgely representing her
school persona the majority of the time. She eistadd this tone upon her arrival
at Oaklands late on Monday afternoon, having agdradfuneral that morning.
She immediately headed for the classroom and wgspveactive in engaging
with the students about what they had done, wiest tieeded to do and why
they were doing it. My fieldnotes emphasized thiaher exchanges were
extremely work-focused throughout the two hour tlareof the session.
Similarly | noted on Tuesday evening that during tivers write-up, she spotted
a group of lads looking at photographs from the ddlyer than analysing data.
She promptly intervened, in a serious tone, to maference to the importance
of the task in relation to potential exam questjoasgterating the point she had
made consistently about this during the day. Fespased my interpretation of
Janet: Miss Wilkins really changes once we stop workiog, gan then joke

with her, but she is always quite strict when therstill any work to be dorie.
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Nonetheless on occasions she was happy to swikelamd act more like a
student during down-time. After Wednesday dinneradile phone was found
on one of dining tables and this was handed totJah® was supervising
students clearing crockery from her table. Shed#etto look at the call records
to establish whom it might belong to, announcirg hreviously made recent
calls to ‘Dad’, “ Virgin” and “AleX. Initially she adopted the teacher role,
assuming the associated power and responsibilggtablish the rightful owner
of the lost property. With the help of the studearsund it was quickly identified
as belonging to Tom, whereupon Janet continueddk through the phone
contents: Adam, Arse — who’s Arsé?Holly chipped in: ‘I think we've
established that it is Ton{$o laughter, as Janet continued to pry. Chlo@athe
suggested she look at his messages and photod) ydmet did, showing them

around to great hilarity.

Dan initially appeared to adopt a strict and scHikel demeanour. Upon entering
the lounge, where the students had assembleddaveélcome talk, many were
slouched with their feet upon the coffee tables: Datantly expressed his
displeasure at this and insisted upon full attenéind sitting up straight, prior to
the entrance of Emma, the centre tutor. Howevdéseguent events on the
Monday (rugby tackles on the walk which he blatarghored and his sexist
jokes with a group of girls on the heath) illustichthat he quickly banished any
such tendencies for strictness. He attributeddiisesquently more relaxed
attitude to the rhagic of Oaklands(which, if so, clearly worked quickly!)
although | suspect there was also possibly an eleofevanting to make a good
initial impression with the Oaklands staff and/oyself. Dan felt that he had
good relationships with many of the students befloedfieldtrip, suggesting that
quite a few of them had chosen to study the subijeatlevel because they got
on well with him. His supposition here supports tbegearch of Adey &
Biddulph (2001) who identified the relationship wvtheir teacher as a key
determinant in year 9 pupils selecting Geography@S8E level. For Dan,
getting to know some students a bit better was mapdso he strategically
positioned himself at mealtimes with students lterdit know as well.
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The effect of the passage of time on relationshias explicitly commented
upon by Janet in relation to the attitude of thwlehts: They’ve gone from the
beginning of the week being very sheepish talkimygossiping in front of us to
exchanging gossip about each other, about teadreisabout things going on in
their lives...they’re comfortable with us, therawt that warines$.This reflected
the changing nature of the relationship betweersthéents and teachers,
influenced by perceptions about changing identaied boundaries of

acceptability.

Different Perspectives on the Impacts of Changing &ationships

The overriding interpretation from the studentsalation to the changing
relationship with their teachers was that it cdnited to their enjoyment of the
trip. They regularly remarked about incidents inirgg their teachers as being
‘fun’. This sentiment coincides with the findinge@ook (2008) in her study of
perceptions of fieldwork, where ‘fun’ was the ovdimg experience felt by the
338 pupils she sampled. In the context of the &ald trip, improved social
relations with their teachers were perhaps vievged short term manifestation of
being around and living together for an intenseqokeof time. The ‘fun’ was
partly attributable to the more relaxed mannehefteachers, seeing them in
unfamiliar contexts and being able to get to knbant better. Findley
commented: We stop seeing them as teachers and their indil/jglergonality
comes out more because of the amount of time wnel speund them.

However, he thought that this was linked to thequaienvironment and
circumstances on the trip and did not feel thatatld carry back to school.
Another view was that the teachers treated thenerilee adults and that this
would have an impact upon relationships back abasicifom suggestedi “
consider my teachers as more human because thagdres like adults. | now
have more respect for thémvhilst Fergus went further by explaining thatibe
now likely to try harder back at school:¢are more what they think of me, so |
will try to do the work well.However, the closer interactions were not viewed
positively by all. Arthur felt that he had gaineeinsights into what the
teachers really thought of him statingféel like | have been patronised by my
teachers. | have also realised that they think Istapid. | think it is very rude of

them?” This was in response to, what he perceived asstaot checking up and
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correcting him whilst he was working, although thachers reported to me that
they did not regard him as one of the weaker stisdedis view links with the

repression and lack of privacy expressed by James.

The teachers, whilst deriving enjoyment from maorferimal relationships on the
trip, also appeared to view them as significargatentially having lasting
impacts back at school. They viewed the experiasdeaving the potential to
facilitate changes in the attainment, attitude laeldlaviour of their students.
Echoing the research of Amos & Reiss (2006), inclvlihey suggest that
residential fieldwork has long term impacts on pupotivation, Bruce suggested
that: “coming away, learning outdoors... it really helpsntihwhen they go back
into the classroom at school...it tends to make thmeme motivated. In an
interview with Georgina at the end of the week, foedest memories were:
“...the camaraderie really, the meal times. | reallyoged sitting down and sort
of chatting to everyone and getting to know theeis at a different level and
hearing their stories and opinions on school lifeldhe things that you don’t
maybe notice as a teachkdanet also emphasized the opportunity to gethtmk
students as individuals and for the students taaykbow her better:I“get a real
buzz out of the kids realizing that I'm human... itlarge classes it is hard to
get to know them as individuals, but after a reside you've got that rapport
with them, you've had a bit of a joke, you've hatktto sit and chat and find out
what jobs they do and what their families are likeeorgina highlighted a
concrete work-related impact based upon her expazien the trip and assumed
that it would continue back at school:Hey see us in a different light, we see
them in a different light and it just improves wiokrelationships. They are
more happy to speak to us if they don’t understamahing” In an interview at
the school on 3 April, Janet referred specificadlya group of four lads, feeling
that there had been lasting impacts of the trimupeir attitude. She felt that the
trip had: ‘definitely opened the channels of communicatidhégoint where
they’re now being very pro-active and telling meuatbstuff, asking for help and
following my advice ...it's a changed relationshipngdetely’ She progressed to
refer to the students generally asidre malleable in a classroom setting

perhaps reflecting the newfound respect some stsidhea talked of.
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Overall, perceptions on the impact of changes warible; some students
recognised the unique and temporary circumstaricie dieldtrip, whilst others
felt there would be longer term impacts. The teexbelieved in the potential of
the experience to make changes, both to their kedyd and understanding of
individual students and to their broader teachifipe classes. However, in both
these teacher interpretations, there is possiblynalerlying agenda of

strengthening teacher power when back at school.

Changing Student - Student Relationships

The potential of residential visits to influenc@easts of the social relationships
between students has been demonstrated in a rasgeles (Amos & Reiss,
2006; Cook, 2008; Dillon et al, 2005; Farnham & Keit1997; Nundy, 1999;
Purdie et al, 2002; Rosenthal & Lee, 2009). This eehoed in general terms by
Bruce, from his perspective as an experienced $eldy centre tutor:
“Residential trips are mostly about personal andaakills and developing

those as opposed to ticking boxes in terms ofulgcalum.”

Before the visit Dan had explained to me that he ta&ing two classes that did
not really know each other. They both containedesis from five different
previous schools (including St. Catherine’s). Heamphasized that compared
to previous years it was a much larger group anddseunsure, because of all
these factors, what the group dynamics would k& He recalled that one year a
group of ex-students came back to Oaklands duhiedi¢ldtrip to meet up
because they had enjoyed it so mudheé really interesting thing is they’re now
still in touch with each other even though theyirglaces like Colorado and
New England. They all seem to know what each aghsiwing... and quite a lot
of them are doing things related to Geographian appeared to attribute this,
at least in part, to the success of a previousdopfirming his belief in the
potential of fieldtrips to have lasting impactsie identified a main aim of this
visit was to gel the group$ but in the hope that this wouldimiprove

motivation for their AS and we’ll then have betgte up from AS to A2.In a
conversation with Emma on Monday, she explainetlibth Dan and Janet had

impressed upon her their strong desireltorid the grouf as she described it.
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“The Lads”

| will consider one particular group of studentsfdse examining relationships
within the wider party. This clearly identifiabdygouping comprised four male
students (Fergus, Hugh, Tom and Harry) who weeadl$ prior to the trip and
were often given a group identity by their teaché&tise group of lady. They

first came to my attention on the induction tourawhihey were conspicuously
boisterous, whilst they were also distinctive aga@up by spending most of their
free time in the games room together. Janet hilgtddyher potential concerns, in
terms of a perceived collective attitudé&s*a group they drag each other down
or push each other up, behaviourally and acaderyic¢abhe progressed to
identify one potential leaderHarry is the motivational force, if only we could
get him on side the others would follbvDespite referring collectively to the
behaviour and ability of the four students, | haeMmously been given their
predicted grades which ranged considerably (Feggiitugh C, Harry B and
Tom E).

Dan also regarded Harry as the leader and confidedat the Year 12 parents’
evening the week before fieldtrip he had takenojygortunity to talk to him
about the trip. In an indirect attempt at sociajiaaering, Dan had spoken to
him, praising his work improvements and emphasihioqy impressively he had
matured into a natural leader. Dan then asked ihifinpnt of his parents, to use
these qualities to lead his group of mates. Danclessly pleased with this
strategy, noting on Friday of the trip that: he.agreed with me in front of his
parents and he did just thatDan thought the lads could easilgd' off the rails
but felt that they developed a group work ethipeegally for the completion of
their projects. He linked this to the blending ofial enjoyment and work,
whereby they were able to take breaks, make duienever they liked and

work at their own pace.

Dan had allocated them all to the same dormitany hlad brought in a couple of
other boys to make up the number to six. The radftismall number of males
(eleven) on the trip had restricted his manoeulitglvith male dormitory

19 This was part of the contextual information that #ithool provided to me prior to the fieldtrip liretform of class
lists.
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allocations. His primary concern with the male sitd was to create a suitable,
supportive dormitory environment for James, and feé#rthat placing him with
any of the four ‘lads’ would not have provided thiBhe ‘lads’ automatically
gravitated towards each other for working groufthpoaigh on a couple of the
days Dan did make changes to split all four of thgmngiving them some girls to
work with “just to dilute the lads together cultur®uring free time, whilst
remaining together, they readily mixed with a wideamber of students (both
male and female) and teachers, enthusiasticaltyngiin a wide range of
activities. At meal times they often arrived lateeseupon they had to split up in
order to fill vacant places scattered across a murabtables. Once again |
noticed a willingness to integrate and socialis#n\the vast majority of students
on the trip. | did note from my observations howetnat they avoided verbal
interaction with two male students, James and Aady, at least two female
students (Abbie and Fran). These four were, acogtd Janet (and backed up
by my observations) the more reserved studentsranrsd likely to be: &ither
intimidated, or annoyed by their antit¥Vhilst this suggested a mutual desire
not to interact, it also demonstrated acceptanceraf a tolerance towards,
others. The ‘lads’ were very happy to hurl insalb®ut each other, and
occasionally to mimic other students for a laugbwidver | did not witness any
derogatory comments being made by them about tbasstudents on the trip.

It may be, of course, that my presence did infleethem in this respect and that

out of my earshot they behaved differently.

The ‘lads’ themselves unanimously talked of thejogment on the trip, in terms
of the social experience, and expressed a desfrekmdle it, we’ll reminiscé.
They all referred to social interactions as a grauith Hugh signalling his
highlight of the trip as:Hanging out in the dorms with your mate3.om, whilst
appreciating socialising with his friends in thegp, also referred to the wider
group: ‘It was a real social thing for us... you don’t rgadjet such intense
interaction just in lessons at school, so you sbdet to know everyone much
better” Thus the intensity of the experience clearly evdeal the bonding
amongst these existing friends and with the wideug. | will now consider

student relationships at the whole group level.
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Perceptions upon Relationships amongst the Whole Gup

One feature of inter-student relationships relatef@elings of belonging to, and
the development of, a whole group; a manifestapiothe ‘gelling’ Dan hoped
for. He seemed to imply that this was achievedy \wis perceptions on
inclusivity and tolerance and by references tocibigective ‘group’. ‘We look
after each other and there isn’t anyone left outhi@ cold, | don’t think. It’s that
tolerance as well, they’re one of us. Maybe youtdike someone but they’re
part of the group and there is no ill feelihdf.is perhaps worth noting that
tolerance is a specific quality Frankenberg (19€@§ards as characteristic of a
community. Janet felt that, whilst everyone did get on with each other all the
time, there was an overall co-operation and a denation for others. Tom
expressed stronger sentimentsféels like you are part of a massive farhily
whilst Holly cited the communal living arrangemeatsbeing instrumental in
generating such feelingsEveryone is together — living and eating togethed a
it feels like one close-knit grotplhe intensity of time around each other was
emphasized by Jamie: “we spend so much time together, sharing meals@and s
on” whilst Rose drew an analogy with the fictionakzards boarding school
Hogwarts (Rowling, 1997). Paul cited the commorppse of the work and
sensed belonging to a group peer support netwénkeryyone has joined
together as a group. Everyone has pulled togeth&r all ask each other for
help”” This view was also shared by Chlo&veryone works together trying to
achieve similar goals. Free time is also spent tioge giving more time to
integrate and socialise and have fuBuch comments implied some
improvements to group cohesion, a characterissic iglentified by Farnham &
Mutrie (1997) in their study of residential outdaatucation with SEN students.
Moreover, the notions of inclusivity, tolerancepaoon purpose and a sense of
belonging are features attributed to communityifegsl based around shared
living (Frankenberg, 1966) and social co-operaiday, 2006).

Emma, as a centre tutor, felt that she had theppetive of an ‘external
observer’ (in that she was not from the school,didrshe have any prior
knowledge about the group) and believed that asvdek progressed the group
dynamic changed. She noted on Thursdaiete is a whole group rapport, they
are comfortable around each other...things were ngusater on Monday.

However some students suggested it was unredlisgicoject a group identity to
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all: “In the evenings we all get together and we orgasiseething, like
manhunt, it's a whole group activity...there are & teny little cliques who don’t
join in, but there is a large central grouplhis supports the view of Day (2006)
who suggests that whilst people will identify wittose around them, there are
limits as to how far people empathise or feel alikgl. Equally, as an
identifiable whole, | feel it is perhaps easy tojpct universally assumed
generalisations upon ‘the group’, when in realitig tmay mask significant

internal differences.

The Formation of New Friendships at Oaklands

Several students specifically commented upon tip@pnity to meet new
people, invoking this as a positive outcome ofttle Some of these confided
that they did not even know the names of all tbein classmates prior to the
trip. Rose explainedi‘have really enjoyed working with different peqgieople
I've never really spoken to before and I've fornmedv friendships...some people
in the class | didn’t know before...we always usesitton the same tables (at
school)...but | didn’t even know everyone’s namd definitely do now.

Holly, reflecting back on the week commenteld:Has been a good laugh and it
is good to bond with people and mix with new pebfee suggested that this
occurred primarily during free time in the eveningsen: “.. we come together,
have a cup of tea, a bit of a feast and a chabmeone’s dormitory. Evenings
were the main opportunity for socialising with pgand on various occasions |
observed outside games in the dark (e.g. manhuatghing football in the
lounge, chatter around the fireplace, work/sodi@hing in classrooms, games
room activities and ‘hanging out’ in dormitoriesuihg a minibus ride on
Wednesday, five students behind me took the oppibytto share photos on
each other’s phones/cameras of their bedrooms, gaetgparents and holidays,
thereby gaining new insights into each other’sdii@aul also appreciated the
benefit of meeting new people, but linked this apyaity to the working
environment: We all help each other out with the work, | wilkgseople | would
not have asked before the trip point which also suggested improvements in
student co-operation. This is a particular outcarihesidential fieldwork noted
by the research of Nundy (1999). Fran attribukesito the fnformal

atmospheréalthough Janet was clear to attribute improvedaaohesion
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amongst students to the unique environment of @dktdThere is something
very special about Oaklands. We tend to bring gsoapd they don’t know each
other, they don’t want to work, but then it all siedly comes together. We've
never seen this happen anywhere &[Ebis appears to support Dan’s assertion
that there is a sense of ‘magic’ about the platedéhts did hint at the unique
opportunities afforded by the residential experggnicnot the specific Oaklands
centre itself. Paul notedl’fn going to miss the evenings — sort of being with
loads of friends because we all go back to our bemes and you never
socialise with that many people at once usuaiyndley hinted at a degree of
compulsion in making social relationships, befoualdying this to express
strong enjoyment of the experience — a sentimeot sthared by othersYbu are
forced to socialise here. At school you sit in yosual tables for lessons and
then disappear. I'm going to miss the atmosphetk @ieryone being together
and messing aroundSuch sentiments represent an example of the Suwsial
situations’ which arise during fieldwork, as higjfited by Rosenthal & Lee
(2009) in their study of a residential fieldtriplowever, it is perhaps important
to acknowledge that such social situations wereneoessarily random, nor
spontaneous; they were often actively manageddyetichers in charge. |

consider this issue in the next section.

The Role of Social Engineering in Influencing Relabnships

Some students were overt in acknowledging theabtkeir teachers in social
engineering, although | did not observe explicsicdission between teachers and
students about this. Chloe explaineBetause of the fact that classes have been
mixed in dormitories | have met new great people Wouldn’t normally talk
to.” Dan had strategically allocated students to dtonas, to facilitate the
‘gelling’ he sought. He ensured a mix of classa$ pmrevious schools in each of
the six student dormitories, but explained thaivas careful: fiot to split
particular friendships. | never heard students complaining about their
dormitory allocation, perhaps accepting teacherealied dormitories as the
norm on residential school trips. The large classrevas big enough to enable
all the students to be taught together, whilst thieye allowed to choose freely
which minibus they went in when travelling to sitédlocating students to work

groups also largely encompassed free choice, buitle of groups varied from
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day to day, according to the fieldwork tasks. Teas intervened to move
individuals on occasion, when group sizes were eneit mealtimes students
sat where they wished, with teachers spreadinggbkms around on different
tables. On Thursday and Friday, when students wati&g up a mini-project,
they were given total freedom to choose with whoeytworked. This resulted
in various size combinations, ranging from indiatkuworking alone up to the

largest single group of six students.

Georgina suggested that the teachers acted méaeiktstors, since the living
and working conditions effectively enforced numersocial interactionsit'is
guite nice them being forced into a situation whey have to interact with
each other...we try to mix it up a bit, but some pfdt happens naturally as
well.” Acknowledging this necessity to interact, somelsints hinted at
expediency in making the best of the circumstanogslying that superficial
impressions of harmony may mask underlying tensibosexample Sophie
commented: We’'re all in such close contact, we’ve just gotth glong, keep
smiling and make the best...it is only for a few daf/anyone is annoying you
there is enough space to keep out of their way..ensdhgot our own little
bedrooms so we can get away if need Aady distinguished between
socialising and working in groupsStme people are only friends here because
they have to be — ‘coz we have to live togetheafaeek, whilst noting that:
“...teamwork is required for data collection so it fescus to work together in
groups and teamSHe implied that both were imposed (for differeaisons)
and thus gave a different insight to the finding€ook (2008) who suggested
that group work was a teacher-led activity, wheteasnwork was a

spontaneous, student-led and seemingly more ‘atona of socialising.

For some students, the week afforded an opporttmispend extended time with
existing friends. This was often viewed positivély enhancing the friendship)
by the friends themselves, although others, indgdhe teachers, expressed
negative sentiments over this, implying a retredciigitude or a lack of effort to
integrate. Tellingly, it also represented failuretbe part of the teachers to
socially engineer a fully gelled group, hence ppsgiheir stance. On Tuesday

evening Dan disappointedly told Georgina in théf steom about a student
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whom he had not seen mixing with anyone other trerexisting friends.
Another student actually found the intensity of gx@erience detrimental to her
existing relationship explainingl think my friendships have slightly decreased
as being together so much gives more time to getoh other’s nervésa
finding shared by Amos & Reiss (2006).

Overall, | feel that the teachers perceived samgjineering within their remit of
managing the trip and evaluated their successilardaof this, alongside their

more overtly desired outcomes.

Lasting Impacts of the Oaklands Trip on Social Relaons

Even during the trip, both students and teachers waking comments that
implied there would be lasting social impacts bed/tive visit itself. Dan
identified one particular student, Andy, whom hédsed had feally come out
of himself and gained in confidence during the week. Daedcchis Peter Kay
impression to a group of students in the loung@lwursday evening as an
example of this. Paul predicted a change in ttiide of his whole class\We
all help each other out with the work, 1 will as&gple | would not have asked
before the trip...and once we get back to sixth fiottmmk the whole class will be
more united. Socially he also admitted!'fi probably try and keep in contact
with a few more people and be a bit more friendiyr whem in schodl.Others
referred to the private jokes and shared expergewtéch provided a
commonality of experience that students not attemthe fieldtrip would not
have. Tom elaboratedtt's weird though because we have this same expegje

so you sort of got something in common with everyonhe class.

When I interviewed the teachers back at schocdethveeks after the trip, they
were all able to cite specific examples of chan@es clearly felt that his aim of
gelling the group had been successflilis’ quite clear that there is now that
bond’ He also reported that one of language teacheiss Motrell, came to him
to say how much pupils had seemed to enjoy theTeps had allegedly told her
that it was: the best week of her lifePrior to the trip Janet found that her larger
class used to chatter in small groups, but aftets/trey chattered as a whole

group - often across tables - which was actuallyenglisruptive in lessons.
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However, she also noted that they were much batiestening, which had made
progress in lessons much quicker. It is interestiingote that her analysis was
very much from the perspective of teacher contrahe classroom. She
commented that they were more fluid where theyrskssons, with increased
migration between tables. Janet also found that\rexe much happier working
in teacher-directed groups, without the previousitagon to talk to each other.
Finally, Janet cited changes in individualgie' quiet ones — Abbie and Fran
were not quite so quiet any more, and were mordéaemnt working in groug$s
whilst Andy (identified by Jeff on the trip) waswp“academically and socially
flying.” Thus it would seem that short term lasting impantliuded improved
confidence in individuals, an outcome also suggelsyeDillon et al (2005).
However the improvements in groupwork appear tdreaoirct the study of
Purdie et al (2002) who suggest that the formadiospecific friendships on
residential trips can be counter-productive to perative teamwork outside of

the friendship groups.

In relation to such lasting impacts, it is impotténnote that my study only
provides a very limited perspective on this issueonducted follow-up
interviews with the three teachers and a seleci@tudents, three weeks after
the fieldtrip. Thus the trip was still fairly fresh the minds of participants, and
any impacts may not have had the chance to dimoushtime. Georgina had
found that her class did still sit in their samatsebut that they were more chatty
when coming in. She also recalled an incident whiedly was sitting alone (as
his usual neighbour was away) so Sophie came oxksat next to him to keep
him company: I'thought this was really nice... relationships hawproved in

the class and there is a much more positive atmergihGeorgina had also
experienced students reflecting back positivel\hwagr. For example, Holly and
Chloe had asked herCan’t we just move to Oaklands and live theteBluce,

the Lead Tutor, said that he occasionally hearthi soacnments second-hand from
teachers, but explained that from his perspectivas difficult to witness
significant social changes since by the time het@é&how the names of students
it was nearly time for them to leave. In the nesct®n, | will consider the field
centre staff in more detail, focusing upon thelatienship with the students and

teachers.
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Relationships between the Centre Staff and the School

Understandings of Roles and Responsibilities

The two centre tutors saw themselves, and wereeddwy the teachers and
students, as the primary deliverers of contentudjinout the week. This was also
consistent with the Oaklands Course Planning Guwtéten by Bruce, which
clearly outlined that fieldwork activities, assdeia planning and follow-up
would be led by the tutors, guided by the requineimand needs of the school.
Specifically the first page stated/isiting group leaders retain their ‘duty of
care’, remaining responsible for the disciplinereand welfare of course
participants. This cannot be delegated to CentedfSTo that end a responsible
member of visiting staff must be on site with sttglat all times.” Despite this,
the centre retained the ultimate sanctionto exclude, with no refund, any
student who does not behave in a reasonable fashig@spect of personal,
group, community or safety consideratior{€ourse Planning Guide, page 8). |
was particularly interested to note the use ofatbed ‘community’ here — the
only such reference within the Guide. | am uncarta to the exact meaning of
the term in this context; whether it refers to f@aklands community’ — on the
assumption that community sentiments are fosteyeal lvisiting groups, or to

the local community where fieldwork may take place.

There had been the customary pre-visit briefingtmgewhere details of the
programme were planned and discussed. This megtadield on 16 January
2009, although | was not aware of this, nor wawited to attend. However
Bruce did provide me with a copy of his handwrittertes from this meeting
when | arrived on the Monday (see Appendix B), tbgewith workbooks for
the week, complied by the centre tutors (see Appefdor an example of the
rivers sheets). Whilst acknowledging the significa of residential fieldwork
socially, both centre tutors expressed difficutipd mild frustration) at their own
failure to get to know the students. They perceivir primary role as
providing curricular input, despite admitting téagk of familiarity with the
particular examination specifications used by ttteosl| and their belief that the
primary outcomes were social rather than academawever the operation of

the centre and the organisation of the week dideedily facilitate the
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assimilation of centre tutors with the studenti€ally only one tutor addressed
the group, whilst the other was in the office fisglg resources, or in the store
room preparing, cleaning or checking equipmentManday, Emma formally
welcomed the group and conducted the induction teefore Bruce introduced
the fieldwork task. He explained that they rotatesl input throughout the week,
to give each other a break, to share out the eqnppreparation/checks and to
play to their own topic strengths. The teachemesnaked all taught sessions and
tended to chip on with comments and clarificatieriteey felt it necessary.
Sometimes this was largely without interruptiont inuother sessions, such as
the Rivers briefing session on Tuesday morningetlamerrupted Emma on
numerous occasions. From my perspective Janetieady the acknowledged
expert on the examination, but there were perhap&pdynamics occurring
over other river-related knowledge. Emma was cjeadre familiar with the
study sites and fieldwork techniques, but Janédt twr assertive manner seemed
keen to portray herself as the leading authorityiver techniques and processes

to her students.

Both tutors drove a centre minibus each and atteatlesessions in the field
where they led demonstrations, assisted individsalisgeographical boundaries
and time limits. However their interaction with dants was usually addressing
groups, and whilst they gave individual guidance smpport on various
occasions, | noted that this lacked a personala@pBruce and Emma both
acknowledged this too (even admitting to not rekfilgwing any student names)
whilst citing various reasons for this includinghé shortage of tinigBruce)

and the: big group, a busy week and not being as focused thad' (Emma).
Neither socialised with the group at mealtimeshiied off-site (eighteen
miles away in the nearest city) and so they atakast and dinner at home.
Centre policy meant they were not provided with areals, so they also had to
bring their own packed lunch. This was a causepfesresentment, particularly
from Emma, as she interpreted it in terms of haahgwer status than the
teachers. The two tutors tended to eat lunch tegéththe ‘snug’ and used this

as an opportunity to catch up on events from thening.
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I noticed fairly clearly understood distinctionstire respective roles of the
teachers and tutors. However, several events dthimgieek revealed
differences of opinion, which ultimately servediltostrate the balance of power
within this relationship. These are considerechmrext section.

Perspectives on Fieldwork Content and Approaches

Despite the supposedly pre-agreed programme caoattéime earlier meeting, |
observed that Dan and Janet were regular and fggisis requesting alterations
to the programme. As soon as Dan arrived at theeeafter greeting Emma, he
immediately initiated a discussion with her over grogramme content. Bruce
appeared from the dining hall and also joined endbnversation. Dan appeared
to be insisting that he wanted to use square qtsadral to do chi-square testing
in the afternoon. As this conversation was takilage, students were arriving
and carrying their suitcases into the Hall, whéeytbegin to congregate
awaiting further instructions. This created a leeghd haphazard initial
impression, as both tutors were clearly divertednftheir usual routine of
welcoming the students. One outcome of that dsonsvas that the first
classroom session with the students was re-scleethuteke place before lunch
on Monday morning, not a usual arrangement accgrdircEmma. She
confirmed that Dan was very keen to get them waylds soon as possible.
Bruce was clearly stretched by this decision amshsmuch of the remainder of
the morning dashing around, making final preparatir this earlier-than-
scheduled session. Bruce explained to me lateaftexhoon that he was happy
to be accommodating, although there was no redattdorequirement on the

pre-visit notes.

Different perspectives on the timing and expectetiof the afternoon fieldwork
materialised in the field on Monday. We arrivedrst Heath at 2.10 pm,
disembarked from the minibuses and walked a shstdrtte to an area of
expansive, open heathland. Bruce gathered afittigents around him,
explaining how to identify the different speciesptdints with the assistance of an
identification chart. Students were then sentmffioups to collect data at
twenty randomly selected sample sites. By 3.10adter an hour in the field, it
was starting to get appreciably colder. My fielthsindicated that | was feeling
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the cold myself, whilst the fieldwork appeared tépe and monotonous for the
students, but despite this they were purposefulaged, to my slight surprise.
Georgina concurred with me, stressing that thelpwyere doing really well,
whilst suggesting that she would like a cup oflieeself. By 3.40 pm a group of
girls had finished gathering data from twenty sangpsites within their study
area and they huddled together by the first aid bokopeful anticipation of an
imminent departure. Dan, leading by example, willhstavily involved in data
collection, engaged by and enthusiastic aboutasie 1 summised that he was
either oblivious to the cold students, or that lzes wactically modelling
enthusiasm. When Dan came over to the girls hetetsithat they get up and
collect data from an additional twenty sites. Thas greeted with groans and
moans of incredulity, but after issuing the instimic he wandered off and the
students eventually got up and carried on as icsds At 4.15 pm all the
students were still collecting data, but some veigsplaying signs of frustration.
Bruce, Emma and Georgina all independently stitede that they were keen
to tie up the activity, but Dan evidently expecédidstudents to collect data from
forty sample sites and he was not willing to samctieparture until he was
satisfied that it was all done. Bruce commentechéoas we stood around
waiting: “I feel they have done twenty points and that tlaese fyot the
technique. They are getting cold and bored, bist o, we must get another
twenty, we must get the datAn element of dissatisfaction came across,
together with a resigned acceptance to defer taviblges of Dan as trip leader.
The following day Emma explained her view.e€'sterday the pupils were fed up
and we were more than ready to go, but Dan walsketdn to keep going. | try to
fit in with the attitude of the teachets.

Perhaps more fundamentally, | also noticed a diffee of opinion over the
particular fieldwork techniques employed on thethed&8ruce suggested before
departure that the students collect data fromites 81 three different areas of
heath, but Dan wanted two areas with twenty sitesach. Bruce explained: “
disagree with him, but that is what he wanted. Tdreythe customers, so that is
what they did.He also explained that he had suggested to Datrthley use
square quadrats because of the height of the wegethut Dan again was

insistent that they use point quadrats. Bruce cented: 1 don't think that point
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quadrats worked well on that heathland — twenty@arg points in dense
heathland is not very easy. Last year the heathlaaer so point quadrats
worked well’ It felt slightly uncomfortable that | appearedte in the middle of
several disagreements during the first afternodietdwork and | was anxious
that this might continue, or even escalate, asviiek progressed. On the other
hand, it was apparent that | had gained the condel®f Bruce, who was not
reticent in giving me his frank opinion on proceegli. However, on subsequent
days there were less frequent or open disagreenieatsilld be that this was an
initial power struggle to exert authority and oiz@n had established this he felt
less need to actively contradict suggestions mgdbadcentre staff.
Alternatively, it may have been that Bruce hadgesd himself to heeding the
requests of Dan, aware of the futility of challerggthem.

| was conscious of some tweaks to the rivers pragra on Tuesday, with Janet
changing her mind over the sampling sites she wlisbeisit. However, as the
week progressed, | began to observe a differenopiafon over broader
fieldwork pedagogy between the teachers and tuidms. links to the
classification of Job (1999), outlined in ChapterBfuce felt that the whole
approach of the school was very structured. Hisaded preference was to:
“...let the pupils try things themselves and find outliemselve's suggesting
there was too much emphasis ospdon feeding with the school staHe
seemed to favour ‘discovery fieldwork’ in the typgly of Job (19997, as
opposed to the more traditional ‘field researchfdlewas favoured by the
school. He also mentioned that the school wera keea very tight structure to
everything and implied that the emphasis of thewras flawed: YWe have spent
an awful lot of time on data collection which Irtkiis quite odd as they don’t
really need the data, so | think a lot of time bagn wasted just collating data.
Yesterday evening (Wednesday) they spent hoursgpdéta onto the computer
and | felt it was a waste of an evening. To nieatbout learning the skills,
trying out the techniques and finding some of ittnéations and problems. |
don’t think they have got that quite right. | thitidere is too much emphasis on
the quality of data and | think we could spend ntore practising the

0 see Chapter 6.
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techniques and helping them understand thdimis perhaps reflected a different
emphasis from that of the teachers, which he pssgito acknowledge by
commenting that they do get very good exam resiiltis maybe suggested that
he saw Oaklands fulfilling a broader education& rbnked to the acquisition
and refinement of life skills, whilst the schoolnegerhaps more pre-occupied
with jumping through hoops to prepare their stugéntpass examinations:
“They know their own specifications, which we doamat ultimately they are
responsible for their own results(Incidentally the actual AS exam results for
this group wereVery disappointingaccording to Janet. She attributed this to the
fact it was a new examination specification whicl tepartment was still
adjusting to. She also felt that the exam papelf ¥gas ‘strangé and suggested
that some of the students wepobdrly motivated. Therefore the teachers were
not as knowledgeable about the forthcoming exaBrase perhaps had
thought).

On a couple of occasions, the teachers commengatinely to their students
about the resources supplied and created by thieece@n Tuesday morning,
whilst assisting a group of students with river mgaments, Janet voiced her
opinion: “It's a really badly set-up she&tLater that day, back at the centre,
Emma suggested using the Geopacks software whishnstalled on the
computers in the classroom. Janet, upon usingditeae, commented to a
group of pupils as they were workinthéat's rubbish whilst suggesting that they
should make hand drawn cross sections instead. & wwverhearing this
conversation, clarified that they used it becatiseas compatible with the
electronic flow meters. These incidents revealeahéathat Janet did not seem to
have a particularly strong sense of professionallty towards the field study

centre.

In several respects the centre tutors and teaap@eared to have different
agendas. The Oaklands tutors believed that sogiabmes were the most
important feature of residential fieldwork, desgheir own lack of involvement
in this. The teachers expressed multiple objectiteeprepare for a specific
exam, to gel the group, to improve student motoratind to enhance uptake at

A2. The centre tutors undertook the primary inldelivering the agreed
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curricular content (despite holding misgivings atitnve approach), although they
had no accountability for the ultimate outcomegemms of examination results.
They made frequent alterations to the programntieeatequest of the teachers,
despite disagreeing over fieldwork techniques adhgogy. This willingness
demonstrated the nature of the power relationseipvden the centre and the

school, which | explore further in the next section

Reflections on the Nature of the Relationship

On Thursday and Friday | interviewed all the teasltaand centre staff
individually and obtained some candid feelings allbe nature of their working
relationship. Bruce suggestedVe know they like coming here because we both
know how the other operates. They like coming heoause we are flexible and
basically we will do what they want. At the endhef day they are their students
and it is up to them what they want to"dde then progressed to identify
fundamental differences over the structure andaagmbr to the week:They have
decided that the best way to teach techniquesiamthtions is to do a project,

so they are spending one and a half days doing thEn’t think | would do it
that way...l personally think it is an awfully lotighe to spend on writing up
something that is then just going to be discartdé¢hilst hinting that this was
highly atypical, he acknowledged that all the teaslwere: ¥ery committed to
their students and getting the best out of thieefore suggesting that his own
expertise and experience was slightly under-udtisejust sometimes feel that
we know what works and what doesn’t. There neelis tdeally a better

balance between what they want to do and what we t@ado, or at least what
works well. | feel at times this week it would hawe more smoothly had we had
a proper lead in what we were doihdt times Bruce talked with a degree of
frustration, especially in relation to the plannmgeting, where he assumed that
the programme had been finalised only for it tacbestantly refined throughout
Monday and Tuesday. He noted that tweaks to thgramme and schedule
throughout the day were really “quite unusual - typically it is all decided at the
planning meeting and then it's all doheOn the other hand this could be
regarded as a slightly inflexible approach by teete, since programme
refinement based upon the reflection of eventsggsiought to be a feature of a

high quality fieldwork experience. Equally the ffitat few of the schools
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visiting Oaklands requested this could reflectgh®active nature of the St.
Catherine’s staff. Bruce explained that the ceotfered a list of options, but
tried to tailor what was done to the individual soh agreed in advance at the
planning meeting. He explained that the riverswag quite different from what
they would normally do and this was because of gharnhe school wanted on
the day. Emma specifically commented that sheamtidipated running a
“typical rivers day on Tuesday and suggested diplomatically thia&tiveen the
planning meeting and coming perhaps the staff éecttat they actually wanted
to concentrate on collecting data his implied a change of mind, rather than
refinement based upon evaluation. Bruce concludéh,a degree of resigned
acceptance,we are working togeth&rwhilst noting that the school was the
“customer’. This was also evident in the Course Planning @usdued to the
school, which included on the first page a welcontl the aim: We hope that
all of our visitors will leave us with happy menesrias satisfied customers.”
Bruce therefore accepted that, whilst accompantgaghers usually let centre
staff take the lead and havietal freedomwith the teaching, the St. Catherine’s

staff were different.

Dan was keen to emphasize that this was the ifingt they had run this
particular field course and he viewed it as an wative programme:l“mean,

I’'m a great believer in trying to set something ngwy like this, rather than
repeat something mindlessly year after yeble also seemed to imply that
Oaklands were less sensitive to the needs of bigpgfThey do it all generic —
generic data collection sheets for all year grotp#e also stressed that they
only deal with data collection and therefore lanka@preciation of student
outcomes: They never see what we go though — they don’tfellew up the
data’ Based upon this he also argue@héy tend to assume the kids all
understand, but they dor’tIn reference to the planning meeting he suggeste
that changes he had requested were not implemantedited the work booklets
for the week: It isn’t quite what we want, one size never daesallfi | have
found that, even though we asked for changes gil#mming meeting, | was not
surprised they have a set way of doing it andritgwout the sam&.The

planning meeting notes that | saw did refer toecs request by the school:

“Task sheet for each investigation in the booklietise with Janet/Dan on the
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format for thi$ (see Appendix B), but from my observations thésl mot
happened. However, Dan felt that he could discagschanges he required with
the centre tutors:l‘think this is a partnership — we know them fréma past —
and that is why we come hére.

Thus events in the week and the analysis aboveyithpt the school staff, and in
particular Dan as trip leader, held ultimate poasr how the programme was
structured and implemented. He was regarded amdhipaself as ‘the

customer’, being able to negotiate, or even dictatebtain his desired

‘product’. However, both Janet and Dan implied @tfzinges or requests were in
order to meet the new examination specificatioas tiey were following. They
were attempting to maximise the chances of thattestts in the forthcoming
skills exam. In this respect the students couldallt be viewed as the
customers. Janet also referred to the financialafake trip, which suggested
that she felt accountable to the parents of theesits, whom may be regarded as
‘customers’ in that they were paying for the triphe queried:How do you get
the skills — enough of a range of skills — to miakeorthwhile the parents paying
£230 and make it easy for ourselves so we areanonhg to follow it up with

extra techniques at school afterwarts?

Despite the slightly distant relationship betwes students and the Oaklands
tutors (which was partly caused by the centre gait meals), | noticed a
warmer and more personal relationship betweenttltests and Sue and Dave
(the Head Housekeeper and Chef). Both interpréteid toles in terms of
facilitating relationships with visiting groups. &explained: We try to make
them feel welcome...this is their home for a waak? Unlike the tutors, they
were highly visible at mealtimes with Sue serving alearing tables, whilst
Dave came out from the kitchen to chat with thelehis as they ate, at least
once every day. He readily struck up conversatitis students but, despite
commenting on misgivings over portion size andetasthis absence, the
students seemed unwilling to tell Dave directije“is a nice guy, doing his best
to feed us all... | don’t want to hurt his feelihggplained Findley. Sue felt it
was a $mall group, so you see everyone & é&oid despite her officious

demeanour she too engaged in bantéou'can have a laugh with the older
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groups like these — it makes the job moré,fumplying that it was as much for
her own benefit. Dave also referred to a degreselbfinterest, contrasting the

kitchen at Oaklands to the hotel trade wheyeu‘never get to see a custorher.

The customer-client relationship effectively gavenDpower over the
arrangements on the fieldtrip. He in turn was mihdf other considerations, in
particular examination results and parents, to whermltimately felt
accountable. The school felt that the Oaklandgsuaxrked an appreciation of
student outcomes and displayed a lack of attemtidheir specific requests. The
need to religiously serve the ‘customer’ was a sewf frustration to Bruce and,
to a lesser extent, Emma. They were charged witkead delivery, but without
autonomy over what and how it was delivered, degpi¢ir obvious academic

expertise and fieldwork experience.

Concluding Discussion
In the previous chapter | suggested that the paati@nd unique circumstances

of the week at Oaklands could be interpreted asuaded setting. In this chapter
| consider the changing social relationships withiat bounded setting to
develop my argument that temporary manifestatiéreommunity evolved

during the residential fieldtrip.

This chapter captures a sample of the multipldicgiahips that developed
between the stable set of individuals at Oaklahdsughout the particular week.
| argue that the events and structure of the weekiged evidence to meet the
fundamental assertion of Gereluk that: “The basiman function of interacting
with others forms the basis of community” (20069p5 A key feature of the
relationships at Oaklands pertained to their infarmature, in particular when
compared with corresponding relationships backlabal. Similar elements of
informality were actually identified by Burgess 83) within the Newsom
Department (a remedial non-examination group) sh& McGregor School, in
stark contrast to the procedures in the main sclio@mples included flexibility
over working time, overlooking incidents of poorlagiour, impromptu chats,

gossiping with students and allowing students t&erdrinks. Such informal
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relationships are described as key determinardsveloping a sense of
community within an educational context accordimgalderwood (2000). In
terms of specific characteristics, | suggest thatdommunity sentiments of
inclusivity and tolerance suggested by FrankenfE9§6) are evidenced,
together with social co-operation, a community ekgaristic cited by Day
(2006). Day also argues that in a community, hubengs tend to feel a sense
of identification with those around them and tilsispparent through the
developing and evolving dynamics of the week. Irtipalar, the incident of
Dan’s dancing led to the spontaneous assemblageudlly the whole group,
providing a focal point for much subsequent dismrsslt also became a
highlight of the week for many and resulted in sqraemanently re-defined
relationships. This also, arguably, representeexample of a “fleeting and

euphoric community moment” (Frazer, 1999, p83).

Within the broader analysis of community relatiapshl suggest that three
concepts shape my discussion; identity, power amh@anence. The Oaklands
setting was the backdrop to the teachers adoptffegeht and multiple

identities. These identities shifted throughoutweek and for each teacher there
was evidence of personal boundaries in relaticdhéo usual classroom persona.
For Janet, she clearly delimited work and sociadjsby not embracing the
characteristics of blending that Dan and Georgaesed to enjoy. Georgina felt
uncomfortable gossiping about colleagues, in paeicover the issue of them
swearing. For many students, Dan exhibited thesktrdeviation in behaviour
from his usual teacher identity, appearing far magkaxed’ and ‘human’ than
they had anticipated. He nonetheless retaineddasher-like’ focus on the work
(for example through his insistence upon relentiizga collection) although this
was largely directed at the centre staff, as hameche demanding ‘customer’
negotiating hard to obtain his required ‘produEte was also strategically astute

in persistently and actively pursuing his multiplgectives for the trip.

The teachers exerted power over both their studgershe tutors. This was done
overtly with the Oaklands staff, as they were dieatamed as ‘customers’, but
with the students some less explicit social engingeand hidden agendas (such

as improving A2 take-up) were operational. Thidsad dimension to the notion

Page | 156



of multiple relationships, perhaps implying thest&nce of ‘multiple
hierarchies’. Dan, as the trip leader and Headegddtment, was widely
perceived as the most powerful individual on thetvHowever his actions were
influenced by his feelings of accountability to gats and the school, both in
terms of delivering good examination results aralgling value for money.
Janet, with her assertive presence and frank maplaged a powerful role in
shaping the experience, particularly on days wbeics that she teaches were
covered (such as the rivers day). Bruce and Emingacgéntre tutors) attempted
to exert their authority, drawing upon their knodde and experience of what
usually worked well, but often they were over-rulBidnetheless, they held
deeper misgivings over the whole approach to #ldtfip that was requested by
the school, implying that it was a rather tradiiband prescriptive approach. |
felt that by adopting this stance they seemed teybe for the educational
higher ground, despite losing the daily ‘battleeoprogramme detail. This was
seemingly contradicted, however, by their relucéatacdeviate from
arrangements made at the planning meeting anditiflexible adherence to the

use of generic worksheets.

The adults (both teachers and tutors) perceiveddbml benefits of residential
fieldwork to be manifested beyond the actual visit, there were mixed views
from the students about the likelihood of this. Hibeless, it did provide an
intense social experience in which perceptionspifsubsequent actions, were
altered. A contested point was the extent to whatationships were shaped by
the Oaklands experience in particular, as oppasany residential field study
centre. Dan and Janet referred to the Oaklandsi@nag various occasions,
hinting at the combined influences of the remotérgg the grandeur of the
building and the freedom to develop socially withoentre staff involvement
(due to their absence at mealtimes and beingdtlly alone and in charge of
the site in the evenings). Dan referred to it ks having his own country house
estate, which appealed to his romantic notionslsivherhaps also demonstrating

his desire for power and authority.
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Having identified a bounded setting in which dynenmultiple and hierarchical
relationships developed, | plan to examine in tiet khapter the extent to which

feelings of common purpose were held by participant
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Chapter 11
Perceptions on Common Aims and Experiences

This chapter considers the extent to which feelmfgsommonality, solidarity
and a sense of belonging were felt, as these elsraenoften regarded as
defining community sentiments (Lee & Newby, 1983y[2006). Perspectives
on the issues of work, control and notions of sthaversity are also

specifically addressed.

The structure and organisation of the week resutéarge amounts of time
when the whole group were engaged in common agtivhis included
communal mealtimes, taught sessions and fieldwctikibes. The latter two
were strongly influenced by the agenda of the teessitoncentrating upon data
collection and the accuracy of fieldwork data. Thasns were regularly and
overtly referred to by the teachers throughoutikek. In addition, the approach
of the centre staff was to model good practiceslation to environmental
sustainability, thereby strategically presentirigubliminal backdrop’
underpinned by this common focus. | also obseeledhents of shared adversity
by some of the group, a potentially important feain the development of
solidarity (Day, 2006; Williams, 1985). In this gtar | consider examples of
shared routines, goals and adversity, examining#neeived impacts of these
and the extent to which such feelings were accegmedembraced. Against this
context | then consider the scope for, and exangdla@adividual values and

expression.

Daily Routines and Working Hours at Oaklands

The centre routines were outlined by Emma duringvh@nday morning
induction talk. Mealtimes were 8 am for breaki@stl 5.30 pm for dinner when
students were asked to wait outside the diningurdll a handbell was rung by
Sue. The students then entered and sat down, wiwr&ue brought plates and
food platters to each table. Students served aatadl away themselves

(following procedures on a written sheet). Thiduded instructions to wait until
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everyone had finished, to wipe down the table ansbtt the waste. Lunchtime

arrangements were variable, dependent upon tliiek activity of the day.

Working hours were from 9 am — 5 pm (with breaksbhe daytime, with

evening classroom sessions from 6.30 pm onwardsamfount of time spent
upon work was not lost on several of the studetis @xplicitly commented to
me about this. In an interview back at school dfterfieldtrip Tom reflected:

“We worked loads, 9-12 hours a day...for the whol&kWéeu are immersed in
the work of Geography.During the trip Findley expressed a similar vié\Wou
get a lot more done here as you are working late ‘ans you’re not working

hour slots it’'s easier to get down to work. Ireadon (at school) it can take half
an hour to get into the workHolly agreed about the time spent, but questioned
her own motivation because of the informal atmosgh# get more work done
here because of the amount of time we spend ¥outjust get an hour at a time
at school. But here it is more relaxed so | perhdps't feel like working as
much” Joe described it as amtense working experientéut qualified this by
suggesting that the: “work is made enjoyable as you are out and about and
working in groups.Paul jokingly noted: I've never thought about so much
geography in my lifé.Surprisingly to me, | did not encounter many nega
feelings about the time spent on work, other tihase expressed by James (see
Chapter 8). This suggests a different perceptfomask compared to that in
school and links to the blending of time and spaee Chapters 8 and 9) and the

altered teacher-student relationships discusseldapter 10.

Dan suggested that the students actually enjoyedvérall experience, in spite
of the fact that they were working long hours. iniaterview on 3 April back at
St. Catherine’s he reported: so pleased, we've just heard it being described
as a holiday...but the fact is they worked so hawdl they can regard it as a
holiday, is to me a success, because the workwmad hat is a real success of
the trip, they didn’t see it as work, yet they lddds of it Once again he
attributed this largely to the ‘magic of Oaklandsthough | suggest that it was
actually a combination of several factors includihg practical nature of the

fieldwork, the camaraderie of group work, the biegdf work/social time, the
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relaxed atmosphere and a willingness to attriburetd circumstances (see later
in this Chapter). Indeed, | found that the overagdreaction of the students to
the week was that it had been ‘fun’. Overall, thiive of the thirty-six students
reported to me (during conversations on Thursdayraiday) that they had
enjoyed the visit, the one exception being Jamkes. garallels the findings of
Amos and Reiss (2006) who sampled 423 pupils frérachools about
fieldwork experiences and found that 97% enjoyeir thisits. When | followed
up with questions about what particularly they kagyed, socialising and
personal relationships accounted for the majofityre responses (sixteen
students referred to these factors). Twelve stisdactually mentioned some
aspect of the work, including three students whosx@reference to the
practical nature of outdoor fieldwork, and five whepecifically referred to the

river study.

During the first teaching session (brought forwtrtefore lunch on Monday at
the request of Dan) Bruce outlined the genericestigation format’ for all
fieldwork topics during the week (heaths, riverd &murism). This common
approach involved hypothesis formation, selectibdata collection techniques,
recording of data, data presentation, data analysielusions and an evaluation.
In essence this follows the ‘field research’ appigan the classification
proposed by Job (1999) and outlined in Chapteldh presents this as a
traditional approach and, as such, it seeminglyradictts with the self-confessed
preference for student-centred ‘discovery fieldwepkpressed by Bruce.
Nonetheless, despite his ideals, | suspect he arastrained by the pragmatic
requirement of offering a menu of field coursesyrirwhich schools select.
Offering totally open-ended ‘discovery fieldwork'owld potentially necessitate
bespoke materials and approaches for each vigtimgp which would place an
impossible burden upon the tutors, in terms of aragoon. Bruce explained to
the students that the centre would provide a waskleach day, comprising
learning intentions, location maps and data catbectheets, before talking
through the resource book for Monday afternoonetaidl (Appendix A shows
the workbook sheets for the Rivers fieldwork on Jaeey.)
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Thus a simple and consistent pattern to the dalgdule and an approach to
fieldwork tasks were established early on, andrgmsained until Dan introduced

the individual projects on Thursday, described ihagter 9.

The Significance of Data Collection
During the induction walk on Monday morning, | adk2an what his main

priority was for the week. | had anticipated a msge along the lines of ‘gelling
the group’, since he had previously emphasizedntipertance of this to me in
an earlier conversation that morning. Howevennmaediately replied that it
was to improve student understanding of fieldwedhniques for their exams.
This highlighted the issue of changing aims anectijes throughout the week,
depending upon the time and circumstance. On Mpohatechtime | overheard
him stressing the importance of this to Georgimhis desire stemmed from the
fact that the students were to sit a new ‘Geogibt8kills’ examination in June
2009, instead of writing and submitting coursewaskn previous years. Janet
explained that without past papers, or mark schémssrutinise, they were:
“slightly in the dark as what to expédt.onsequently the emphasis they placed
rested upon their own assumptions of the knowleshgeunderstanding that
would be required, based upon their scrutiny ofetke@mination board syllabus
(AQA GCE AS & A level Specification: Geography, Z2)0This document
emphasizes thatcandidates will need to take part in investigativak in the
field” (2009, p9) without specifying any exact fieldwddchniques. The school
interpreted this by covering vegetation and sathgling on heathlands, river
surveys and a tourism study which included landmapping, questionnaires,
environmental quality indices and photography. €arh topic and technique,
the following aspects were covered; health andgafmsiderations, relevant
data collection processes and their limitationspreéing, collating and
presentation of the data and data analysis. Tabled a common approach to
each topic. A consideration of site specific detdilealth and safety issues and
data collection techniques were covered in a adassrbased session prior to
departure, led by one of the centre tutors. Prakmy data collation was started

upon returning to the centre prior to dinner, witlther data collation, data
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presentation and data analysis occurring in thaiage These evening sessions

were led by the teachers.

The teachers made regular (but speculative) retermlikely exam questions
throughout the week. For instance, Janet repeaietdigrupted Emma during the
rivers day on Tuesday to emphasize thBata collection has to be consistent
and repeatablé.The data collected by students was entirely gtetite and the
approaches were positivistic. This contrasted &gamtly with my personal data
collection method and approach and, despite myngtied explanations, | was
fairly certain that the teachers, tutors or stugleid not really understand what |

was actually doing.

Several students referred to specific data cotactkills that they felt they had
learnt on the fieldtrip. These included soil sam@l{Andy), pH testing (Tess),
setting out transects (Sophie), land use survegth@Cine and Findley) and river
techniques (Fran, Abbie, Rachel, Kate). In addjttaro analytical techniques for
data analysis were also mentioned; random numbbastgby Sophie, Louise,
Pip and Ruth) and statistical tests (by Alice amtb€). Other students were less
specific about particular skills, Lily citing foxxample: ‘l learnt about
investigative techniqueabout new techniques for the exand about data
collection?” Paul gave the broadest perspective on the isSMe:are all here for
our own benefit and we’ve got to do what we’vetgato’” Only one student,
Joe, felt that he did not learn any new technicugea result of the fieldtrip. He
also claimed that he had not made new friendshiper,ed existing friendships,
or changed relationships with his teachers. Nometkene was still positive

about the trip overall, stating simply that he leajbyed it.

The students seemed to accept the interpretatidhgio teachers as to what they
needed to study and what was important for thekmtov for their forthcoming
examinations and this perhaps relates to thein@llexpectations from school.
For the teachers, improved student knowledge addrmstanding of data
collection techniques was a primary success aitevrhilst for the majority of

students it was perhaps more about having fun.
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Subliminal Agendas: Environmental Sustainability
and Healthy Eating

A feature of the welcome and induction morning ttehe across to me (on both
of the induction talks and tours | experienced) aagmphasis upon the eco-
agenda. Although these inductions were pitchecterdor the differing ages of
students (Year 6 and Year 12) they addressed the ssues. The grounds tour,
whilst making specific curricular links relevantttee forthcoming week, was
broadened by Emma to make reference to nutrieetdewvithin the lake, soil
erosion issues along the footpaths and woodlanchgeament strategies to
manage diversity. The tours concluded in the wiadiarden, which was devoted
to growing fruit and vegetables, where she stdtieguarantee that every day
you will eat something from the walled gardeithis linked to a strong healthy
eating agenda, whereby the centre was eager &3 stseuse of fresh, local
produce to make healthy and wholesome food. At tineed students were
requested to separate food waste into bowls faifilhand compost, the

compost being returned to the walled garden. Thdsbfor each day were
weighed and published on a sheet in dining halktethese was an
information sheet entitled?bod at Oaklandswhich included the following
information for all to read:

“Oaklands is working towards improving the qualdgymeals for you and
reducing environmental impact.

We are making progress with:

Food leadership: with our whole centre approach &oald policy

Food quality and provenance: using seasonal, frestgl and organic
ingredients where possible

Food education: offering growing, farm visit ando&@ng opportunities

Food culture and community involvement: improving dining experience and
consulting with our users.”

(Source: Dining Room Noticeboard)

Dave (the Chef) was proud of his use of the waliadlen, for instance by
incorporating vegetables as hidden ingredientgems such as his chocolate and
beetroot cake. This point was also specificallyhhghted in bold type on the

daily menu sheets distributed on each table:

“Oaklands uses seasonal fresh, local and organgredients where possible.
Fruit and vegetables grown in our own Victorian {gdlgarden are included in
most of our meals.”

(Source: Dining Table Menu Cards)
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He acknowledged that the major use of the prodwsefar soups, before
expressing some irony over the fact that most effithit and vegetables grown
were ready in July and August, when the centreacaslly closed for the
school summer holidays. Dave believed that meate wesignificant part of the
overall student experience, so he strategicallgctetl the menus. This entailed
serving something familiar on the first nighStfepherd’s pie with seasonal
vegetables), before: “..we hit them with the slightly vegetarian dishes on
Tuesday. In fact there were two non-meat evening mealsnduthe week
(“vegetable fattee and homemade cheesel“tomato pizza with potato
wedges’). Whilst this was perhaps a strategic attemphtnge attitudes about
healthy food, it was not necessarily appreciatedlbthe students. Hugh
commented in relation to the Tuesday evening ni#&d:ridiculous, we had this
vegetarian meal. Everyone was so annoyed and htinGuyring Wednesday
dinner (‘homemade chicken and vegetable pie with roast pesand seasonal
vegetables) there was a lengthy discussion over the issymudifon sizes, which
were universally agreed to be too small by all gntatle. Dave seemed to be
aware of the clamour for larger portions but bedhe was catering for this,
commenting to me:lt's more like catering for a party of adults withis lot”

He felt a strong responsibility for cooking thingst the students would like,
believing that his experience enabled him toget.a feel for what goes down
well.” He also pointed out that there was always fogallable to eat: “. things
like marmite, jam, honey and bread so they can ntakaselves a sandwich any
time...and there is always fruit tdo.There were two vegetarians on the trip,
both of whom were particularly unimpressed by tbgetarian provision
(“Shepherdess pie with seasonal vegetabbesthe Monday andvegetable pie
with roast potatoes and seasonal vegetabtasthe Wednesday). One
commented: The vegetarian options are a joke, it is basicallst more
vegetables instead of méd\lot all students were critical of the food thoygh
Rose appreciated the menu and felt a personalibéoef the healthy eating
ideals of the centrel feel healthy. Normally | make my own tea at hame |
just get something out of the microwave, with ghio here is all vegetables
from the garden — fresh produce. | still miss csispough!

The Centre Planning Guide, provided to the visitegchers at the induction

meeting, also gave significant coverage to theeisaith two pages (out of
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twenty) devoted t6Catering Arrangements.’Whilst this included practical
information on routines and procedures, | felt gighificant emphasis was
placed upon linking healthy eating to sustainapillthe opening paragraphs set
the tone for this, with an emphasis upon their iogg “Food is the key driver

in our Sustainable Centre...As part of our food polie serve fresh, nutritious
and enjoyable food produced with animal welfare, ¢hvironment and the local
economy in mind{Course Planning Guide, page 2). Bruce explainedd his
view of the centre’s approachAs a field study centre we try to model best
practice in terms of sustainability to schools @adhelp visiting students to make
the right decision$. Emma offered her perspective during an interviewe
would rather it be subliminal and it be there arouem rather than ramming it
down their throats. We will try to build in the vabsustainable and get them
thinking about composting, but nothing too interdsest little things we can show
them that they might go home and’daan, a self-confessed environmentalist,
was mildly critical of the approach of the centredon’t feel that they hammer
sustainability at all; it's more ecology, it's geibld fashioned. We are much
more progressive in school — we are an eco-schd®aul concurred that the
sustainability agenda was not as strong at Oaklasdiswas in school,
attributing this to Dan’s passion about the envinent: ‘Mr Halls is really
passionate about that stuff and it rubs off. Mdsiohave chosen Geog anyway

because we have an interest in the environmenttangs like that.

There seemed to be acceptance, and some suppassues of environmental
sustainability, but there was less enthusiasm admiracing healthy eating.
Dave was conscious of his role in contributing faoaitive experience, but not

all students appreciated his efforts over menuaghor portion size.

Perceptions on Shared Adversity
Whilst the issue of food evoked some murmuringgisgatisfaction, | observed

other aspects of the visit in which adversity wagegienced and discussed more
overtly. Sometimes this was tinged with humour,lstfon other occasions |

sensed a perceived solidarity in response to slaheersity.
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The centre provision, in particular the dormitorgesl the shared bathroom
facilities, were far from luxurious. Even in thentext of youth hostel standards,
they did not compare favourably to me. Whilst clegaey were spartan, dated
and scruffy, in addition to suffering from somedamce of physical neglect, with
flaking paint and rotten window frames. Some stisleccepted the conditions
with a degree of humour; | overheard Fergus jolabgut sweating in the night
such that he could feel himself sticking to tlésgusting plastic mattressés.
Other comments | overheard centred on the bathrodtasry reported at
breakfast on Tuesdayt Went for a bath and it came out piss yellow...well
disgusting, whilst on Thursday evening Holly commented, watthone of
desperation:I‘really need to wash my hair in a decent shoW®n a similar
theme Sophie added: dlso feel really unclean — jumping in mud ancersvand
so on and the bathroom facilities are horrible ame have to sharél suspect
there may have been an element of unrealistic ¢éxip@as here, but Dan
explained to me that he had told the students bb&ord what it was going to be
like. Some, such as Tom, displayed recognitiothisfin relation to their
assessment of the facilitiest’s not the Ritz for sure, but we are not payintgR
prices” Others, whilst questioning the appearance, faimedconditions
acceptable. Hugh commented of the bed&e¥y do not look that great, but
when you sleep on it, it is quite cofipfhilst Rose displayed a broader
perspective with her comment on the beds, feehagthey were:riot pleasant,

but overall it has been godd.

The fieldwork itself was perhaps the most obvioxesneple of shared adversity
which generated tangible feelings of solidarityt thabserved. Vegetation and
soil sampling, on the exposed heathland during Mgradternoon, was a
monotonous and repetitive data collection taskoid and windy conditions. The
first student complaints that | overheard were.803®m (1 hour 20 minutes into
the activity). The remark:We should be going home now. This is just
ridiculous’ was greeted by great hilarity by the remainden@f group, one of
whom commented ten minutes latdind' so happy... I've never laughed so
much? This perhaps demonstrates the use of humourrntdab adversity and the

power of group dynamics to derive amusement frdificdlty.
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On the following day, the collection of river dateolved climbing in and out of
rivers, interspersed with painstaking and detaihegsuring and recording of
data. Although dry, the temperature was cold (8%at)y a strong breeze and the
water felt very cold through my wellington boot$eélpractical tasks and rapport
within working groups seemed sufficient to carrg #ctivity throughout the
morning but by 2 pm, at the third river sampling sl witnessed much less
enthusiasm. The students seemed very lethargingétemselves and the
equipment out of the minibus. The long walk to fiverbank, carrying the bulky
and wet equipment, staggered the group signifigaamtti the mood felt sombre
and subdued to me. Emma appeared to sense thasdoattempted to inject
some enthusiasm by splashing some of the studes¢sndled along the river
bank. In time the groups entered the river and éiga process of data
collection. The depth of the river at this siteulesd in many of those entering
getting wet above their wellington boots. Severldarly resigned to being wet,
proceeded to get even wetter by splashing thensp@dter 55 minutes at the site
Janet and Emma announced that it was time to movB\othis time | counted
that twelve students were wearing some wet itencdodtiing, seven girls were
extremely wet (trousers and coat both sodden) dadteer three were
completely soaked through, with water literallypihing off them. The temporary
euphoria from the small scale water fight, turnedroans of disbelief with the
recognition that there was a long walk back torttieibus, that they did not have
a change of clothes and that it would probably beuple of hours before there
was any prospect of returning to the centre as Whaik for the day was not
complete. The students moaned and laughed amdwgstselves, but despite
their obvious (albeit in part self inflicted) disofort, they did not attempt to
persuade Janet to alter the plans for the remawofdee afternoon. Janet
explained to me, as we walked back to the bus hegetThey know | am not
particularly sympathetic when it comes to the ctd wet, so they get on with it
without complaining to me&As we passed two wet and struggling students she
cheerily called back to themThis is what fieldwork is all about, getting freszi
and soaked. In the minibus to the next location | overheasVveral comments
covering a range of viewpointd’rh starting to get really pissed off with this
now’ and “I'm so fed up with rivers — | just want to get backOaklands.

Whilst | sensed a mood of genuine discomfort, dgudélt there was an
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element of camaraderie and a willingness to seeshark in the funny side of
things where possible. In the row of seats behedhere was a discussion
between Paul, Sophie and Ruth over the pronunniafithe word ‘scones’.

After several minutes of debate, someone shoutetiau back of bus: Will

you lot bloody well shut up about scones...it's ngkire really want one and we
haven’t got any The whole minibus concurred with laughter. lasv4.15 pm
when we finally returned to centre and the studest® able to change and get a
hot drink. At 7 pm Emma started the evening sessjomaking reference to the
conditions: Thanks for all your hard work in the field todaisInot always nice
and hot, but we still have to do the fieldwbikater in the week, when | asked
students to reflect back on highlights, many quabedriver study. For example,
Pip stated: The river study was the best thing we have donausecit was

active and fun and we got Wethilst Rose agreed citing: “getting wet in the
freezing river. Catherine explicitly made a link between advsrsibd the

impact of this upon relationshipsBécause everyone was going through the
same thing, getting cold and wet and suffering tlogeit is now easier to relate
to each othef. Mel aptly summed up her feelings on adversitgrote whole
week, whilst noting an ironic dichotomyi don’t like the food, not being able to
do what | like, having to get up really early, hayito work all the time and
getting cold and wet, but for some reason | haiMersally enjoyed it!"

There were feelings of adversity exhibited by s@tuelents which served to
intensify notions of shared experience amongstalvosicerned and these
potentially served to foster and enhance commuwatyiments. These echo
notions of a “mutuality of the oppressed”, a phnased by Williams (1985,
p104) in relation to the hard and brutal traditidd& agricultural community.
Obviously the temporary and managed adversitybfethe students contrasted
significantly with the harsh agricultural existerafenineteenth century workers
who faced exploitation, crop failure and burningl &woting. However, despite
the differences in scale, severity and timespanrekulting emotions of

camaraderie and solidarity were a common feature.
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Individual Expression within the Communal
Environment
In this chapter | have so far concentrated uponnsomactivities to identify

whether these may contribute to, or be regardesesiments of solidarity. This
perspective potentially neglects the scope for,iastAnces of, individual
expression. Indeed this is a significant criticikhmany studies of community
according to Frazer (1999). Notwithstanding thi;mpdRapport argues that a
community as a homogeneous entity does not acterity, instead there are
just:

“an assemblage of individual lives @hinfluence, overlap
and abut against each other.” (19493)

In this section | attempt to focus upon a few eghka® of individual expression

within the evolving community at Oaklands.

In a study focusing upon perceptions of commuraslihgs, | am perhaps guilty
of a pre-occupation with observing and analysiraugs, commonality and
shared associations. However, in being aware ofktue, | did attempt to focus
upon individuals and individual expression as, bew it arose and | noted that
there were various opportunities throughout thekwBeiring free time, whilst
students were constrained by being on site, thaseplenty of space for them to
find room to engage in individual pursuits. For @xde, on Monday evening |
encountered Bethany alone in the lounge practisaligt (upon entering |
apologised and swiftly left), whilst after lunch ®hursday | could hear the
piano being played in the lounge so | ventureaisde, whereupon | discovered
Alice playing alone in the room. As | did not gadrstudent dormitories | am
uncertain as to the extent to which these were hgeddividual students as a

private refuge during the week.

| also became aware of two particular studentadiition to James, who was
considered in depth in Chapter 8) who stood ouhftiee group in that they did
not seek, nor seemingly require, the company @&reerglly stable sub-group of
peers. Paul was a confident and outgoing studeatdigplayed floating

allegiances throughout the week and developed aslandual through the
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communal aspects of the residential experienceinstance, he was comfortable
talking to many students and appeared readily aeddyy any group of students
with whom he chose to socialise, or work. Paul aix@d to me that he had made
“...about twenty new friends during the weekaiming that the conditions had
enabled him to: “. speak to many different people who | hadn’t done
previously’ He displayed the confidence to work alone on smoas, and had

the inter-personal skills to integrate swiftly. Tiexibility, maturity and
sociability he consistently demonstrated, acrofsréint contexts, drew my
attention and he consequently stood out from tbamgr On Thursday and Friday
the working regime (introduced at the request af)Davolved individual
projects, whereby every student was required ttevap and submit their own
completed project. There were a limited choiceopids, a free choice of
workspace and the option to work in groups if deirl sensed that many
students readily organised themselves into groapsdupon friendships (both
pre-existing and newly formed on the trip), befsubsequently deciding upon
which topic to select. This is an example of thenpmade by Gereluk (2006)
whereby the wishes of the group can supersede tfdke individual. | felt that
some students, with a preference for one partic¢afac, ended up studying a
different topic in order to fit in with a particulgroup of students with whom
they wished to work. Abbie, however, (together witmes and Emily) was one
of only three students who chose to work alone.&tpdained that she selected
this option as she wished to retain autonomy oeeichoice of topic and also
because she enjoyed working alone. This decisiompted a remark of
disappointment from Janet as, from her perspeatigerved to illustrate that she
had not taken the opportunity to integrate socidnen | spoke with Abbie on
Friday morning she reported that, in addition taling the fieldtrip enjoyable,
she felt more motivated about Geography as a rekthie week. She
acknowledged strengthening her existing friendstupth Holly and Bethany),
without forming any new ones. When the studentsheat AS level

examinations in June 2009, Abbie was the only stugteeither class to achieve

a grade A.
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Floating allegiances, preferences for working alane the desire for space and
privacy all reflect individual personalities. Indktiney also serve to reflect the

internal diversity inherent within communities segted by Calderwood (2000).

Concluding Discussion
In this chapter | have illustrated some common grexperiences in relation to

mealtimes and working routines, as well as a ctersisalbeit contested,
approach to fieldwork. The over-riding goal ofalabllection was clearly
imposed by the teachers upon both the centre tatatghe students. Whilst the
tutors accepted this somewhat grudgingly, in sgrireir customers (see
Chapter 10), the students apparently did so uniqunesgly. The students may
not have regarded this as the prime outcome ofitiie but some cited

individual skills they had learnt, whilst otherkaowledged the broader
necessity of preparing for the techniques exanonationetheless, the existence
of explicitly stated aims and objectives (which articulated by some students
and met by others) represented a feature commdnseiitool life which,

according to Gereluk (2006), encourages commueityiments.

The centre clearly subscribed to a sustainablenaatthy eating agenda which
was pursued via literature and practices implentehilst Bruce and Emma
saw this as secondary and subliminal, the centtesed”lanning Guide gave it
significant prominence. Dave, as Chef, was chavgéddimplementing the food
aspects of the approach through his incorporati@ek-grown produce and
control over the menu. He seemed to happily emifasebut was also mindful
of a broader responsibility to meet the needs @ivikiting students and to bring
about a happy community. On occasion these id@geaaed to conflict, as with
his decision to serve two non-meat meals duringek.

There were different student perceptions on workiogrs, menu choices, size of
portions, standard of accommodation and condit@m®untered during
fieldwork. To varying extents, and with differingdividuals, these acted as
potential foci for sentiments of shared adverssych notions were experienced

by some students and according to Calderwood (28&@munity is likely to
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emerge through the participation of members ineshadversity. Sometimes
these sentiments were manifested by extracting bufmom the situation, which
perhaps served to transform an element of the ady@nto enjoyment. This
seemed to be particularly the case when reflettauk. Indeed ‘fun’ was the
most commonly cited sentiment attached by studerttse whole trip, despite
occasional, or in some cases many, elements widdahod meet approval. This
again supports the research findings of Amos & RE&606) in which 97% of
423 residential fieldtrip participants sampled e the experience, despite

41% experiencing at least one problem.

The shared elements outlined in this chapter, U@rgreated some common
ground between all participants on the trip, whethey were actively willing or
compliant out of perceived necessity. As Day (20@gues, human beings have
something in common with those whom they share reapees. Nonetheless this
may not be the same as community where, accordifgazer (1999), members
share something that builds a sense of soliddfiigthermore, Sergeovanni
suggests that in relation to school communitieanecations must be due to
“commitment rather than compliance” (1994, p58ha@lgh this is perhaps
difficult to definitively establish.

Issues surrounding privacy and individual expressiil not appear to be of
primary importance to the teachers. The teachets,their pre-determined aims
for the trip, had a very strong influence upon eésehrough their emphasis upon
data collection and their desire to gel the groDgviation from these aims by
individual students was interpreted negatively.HBaitns were actively managed
through strategic and direct interventions by #echers, whilst the operating
procedures of the centre facilitated their impletagan. Oaklands also
contributed an additional sustainability agendtnalgh aspects of this were less
readily accepted and it partially served to foetings of adversity with some

students.

This chapter adds further insights to the consuchent relationship, whereby
the tutors were obliged to accept the wishes ofdéhehers and focus intensively

on repetitive data collection. Issues around teacbetrol, previously evident in
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the use of space (see Chapter 9) and managingnslhips (see Chapter 10),
also recur. Once again the teachers were instrahierghaping the conditions
that contributed to the construction of the temppocmmunity. In particular
they controlled the work agenda, over-ruling theieel of the tutors in order to
achieve their desired and consistent emphasis dgtan Perhaps less overtly,
but arguably more significantly, they indirectly naged some sentiments of
controlled adversity. For example, they activeljuanced the arrangements of
the rivers fieldwork, consciously pressing on itespf student discomfort,
despite requesting tweaks for data needs. | suipgtchad they perceived a
health and safety issue, for example a risk of bygmnia, then they would have
immediately intervened to modify the programme, riatier they viewed the
situation as part and parcel of the fieldwork eigare. As a by-product, the
perceived adversity felt by the students and teeltieg camaraderie solidified
feelings of solidarity and represented a key eldnrethe development of a

temporary community.
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Chapter 12
Conclusions

In this chapter | revisit my aims for this researobfore outlining the broad
argument throughout my thesis. | then identifyfietors that | consider
contributed to the development of community feediag Oaklands. | also make
links between my findings and previous researctiefuin the field of
educational visits, before considering the distugctontribution made by my

thesis and the implications of my findings.

My Aims Re-visited

At the outset my original and over-riding aim wasapture and convey the
multi-sensory experiences of being on a residef@&dgraphy fieldtrip. My
evolving research questions were based aroundnsotify and factors
contributing to, the temporary and fluid communitihese focused upon the
themes of space, relationships and experiencgmrticular | look at perceptions
around Oaklands as a bounded setting, the natuhe @hanging relationships
between the individuals present and the extenthiciwfeelings of camaraderie
and group solidarity develop from shared experientilst linked by a
conceptual framework related to community, othetdarlying issues, namely
teacher control, conflicting agendas and challengeshool norms also
underpin these three themes. In undertaking astadg | was seeking to
provide insights into the specific fieldtrip madg $t. Catherine’s High School
to Oaklands Field Study Centre during the week bfa®ch 2009. As such my
thesis is based upon a study of the particulaunistances of that week and | am
not seeking to draw broad generalisations aboldtfips, nor significantly
inform policy as a result of my findings. Howeverdpe to draw some
conceptual generalisations (Hammersley, 1984) wtaechd perhaps be applied
to other contexts and to contribute to theoreticalerstanding and debate. My
personal success criteria are also to produce@uatwhich is readable (Stake,
2000), with rich descriptions which give credihjilib my participation and
observations (Geertz, 1988). In terms of buildipgn previous research | am

seeking to capture some of the unquantifiable aifiglseé social interactions and
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outcomes that occur on residential fieldtrips (Am8oReiss, 2006) by adopting
an ethnographic approach. Furthermore, | am ajsugtto investigate the nature
and extent of perceptions around the feelings géttterness shared by
participants on residential fieldtrips (Lambert &IBerstone, 2010). Finally, in a
broader context, | am exploring the value and douation of an ethnographic
approach in the field of educational visits and-¢f@e hope to identify
implications for both educational researchers andHe organisers of school

visits.

Therefore, whilst | approached this thesis witlngle broad question (what are
the experiences of being on a residential fiel@ipny research evolved to
consider threads based around community, teachezrpapproaches to

fieldwork and challenges to norms at school.

My Thesis

| argue that the setting, the evolving relationshigithin that space and the
shared experiences and goals of the week sernaddte circumstances which
can justifiably be equated with the sentiments ®é@porary community’.
Moreover, | explain some of the processes assacwith the development of
this community and facilitated by its creation. Myerpretation of community
here is based upon the definition of Day (200&)uad the requirements for a
bounded area (the ‘entity’) within which a grouphaiman beings share
something in common and experience emotional fgglsuch as belonging (the
‘quality’). | suggest that the latter emotions ktbinclude the ‘intense group
feelings of achievement and togetherness’ deschligdcambert & Balderstone
(2010), but equally I am conscious of the diffiguht providing evidence of this.
My use of the term ‘community’ requires the loosenof certain characteristics
previously associated with traditional interpreiat of community, such as
stability and harmony (Tonnies, 1887). It alsoaglupon interpretations that
short term or temporary gatherings warrant uséefdescription (Bauman,
2001; Frazer, 1999).
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| argue that the centre itself effectively creatdabunded setting, being
physically remote, and with restricted opportumsitier interaction with the
outside world. This in turn created a shared amdmon territorial area, which
served as the basis for social interactions betwleefixed group of individuals
present. The resulting multiple social relatiopstresulted in various changes
that | observed including the strengthening of taxgsfriendships, the formation
of new friendships and the retrenchment of existirndships. There were also
some social impacts for both whole group dynamickiadividual students. |
argue that there was a local social system, inhwvbacial relationships took
place wholly or mostly within a fixed locality, theby meeting a community
characteristic proposed by Lee & Newby (1983). tlr@nmore, albeit in
temporary form and small in scale, the multipletaots between the limited
group of individuals based around certain routimega practices possibly
resonate with some parts of the notion of a tradéi rural community (Newby,
1985). Evidencing community sentiments or feeliofsmotional belonging is
harder to achieve, but this is one of the areagevaie ethnographic approach
can yield insights based upon observations of tiaaging actions, words or
behaviour of individuals. | also withessed oneipaftar incident which
spontaneously galvanised the group and also pravitehighlight of the week
for several students. The aerobics routine perfdrbnyeDan became a
memorable and unexpected key episode (Mackenzieh®\W1982) which
challenged student perceptions of his teacheriigetitalso represents a
‘fleeting and euphoric’ community moment (Frazed99) and an example of an
‘aesthetic community’ (Bauman, 2001) which epitogsishe sentiments of
togetherness from enjoyment (and even disbelied)sitared spontaneous
experience. Whether one such moment against a tmacké bounded multiple
relations and shared experiences equates to cortymoanild perhaps be
contested. Equally, whilst this was an impromptergythe broader experience
was strongly influenced by the agenda of the teadeading the trip, perhaps

suggesting a consciously created community.

My suggestions of community sentiments are probtenaa variety of
respects. Some students hinted at, whilst otheguiécély referred to, expediency

as a motive for their behaviour. Consequently @nmpypperceptions of harmony,
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co-operation and common endeavour may in fact baea a superficial gloss,
deployed in order to make the experience more b&sarather than reflecting
deeply held sentiments. This raises the issuewkether the behaviour and
feelings | observed were the result of commitmerdampliance. It also links to
points raised about the likely permanence of impeesulting from the fieldtrip.
All three teachers tended to feel, perhaps opticaiy, that changes in group
dynamics, motivation and behaviour would be permarfgeveral students
focused upon impacts related to discovering a i@diffeidentity of their teachers,
but assumed that back in school their ‘usual’ teaathentity would return. The
former views held by the teachers perhaps relat@etceptions about the
Oaklands ‘magic’, tied up in romanticised notiob®at escaping to ebtibbleé
(Georgina), alittle cocoori (Dan) or *your own private country estdtéDan).
Some students on the other hand interpreted thditcms less favourably, in

terms of isolation, a lack of privacy or a losdreedom.

Furthermore, any conclusions | draw are potentiatigermined by issues
relating to the reliability of my data. Such issaes not just particular to my
research however, but are common to many ethnoigrapldies. Capturing
multiple perspectives was a challenging task wianels compounded by the
shifting perceptions held by individuals. Observas were perhaps skewed by
what | chose to focus upon and in turn this mayehasen influenced by my
previous experiences as a teacher and/or a visitdaklands. Problems with
access, for example to student dormitories andutioes’ staff room (the ‘snug’),
potentially deprived me of a valuable source oadity attempts to manage
field relations could have influenced informantstgeptions of me, oral data
may have been a narrative crafted specificallynigrbenefit, whilst my very
presence at Oaklands may have distorted proceetliags Nonetheless | have
sought to identify and emphasise these issuesghout my thesis, rather than

concealing them, by making myself a visible chaaand narrator throughout.

Community Forming Factors
| am aware that my arguments around temporary camtynsentiments

developing at Oaklands could be contested. Thenfotieis section | approach
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the issue from a different perspective and se@xamine the factors and
processes which, | argue, contributed to this teamyccommunity. | suggest that
a variety of factors combined to enhance the deweént of community feelings
at Oaklands. Some of these appeared to occuratigtwhilst others were
perhaps a result of managed circumstances. | asugggesting that such
conditions were necessarily strategically manigdatith the prime intention of
generating a community, but that in implementingeotagendas circumstances
conspired to foster such sentiments.

Space

Gereluk (2006) suggests that the organisation aéesgan influence the
cultivation of community feelings and | argue thlas occurred at Oaklands.
Dormitories provided private locations for someoimmhal student socialising and
this was cited as a highlight of the trip by seVstadents. Communal spaces, in
particular the fireplace, the library and the loerfgn different and separate
occasions), acted as the setting for significantadmetworking. Teachers did
not seem to actively pursue a consistent strataggdaround the use of space.
Through dormitory arrangements they directly soughhanage the allocation of
space, but in relation to project work the spatrglacts were perhaps more a
consequence of their broader agenda to improvevatain for the task. The free
choice of work spaces for projects was associattddthhe opportunity for
students to challenge territorial rules, for exarpy using the visiting teachers’
staff room, or by actively creating their own spasewith ‘the lads’ in the

library. This latter example also links to the ldamg of time that occurred,
whereby the boundaries between work and leisurarbedlurred, creating a

sense of informality.

Informality

The importance of an informal atmosphere in crgatmmmunity feelings within
schools has been emphasized by Sergeovanni (1886)saiggest that this also
happened at Oaklands. Informality around workingregements (including
where, when and how work was done) and behaviexgzctations (such as
greater tolerance and the opportunity to succdgsfobllenge certain rules)

contrasted with norms from school. Challenges taldished teacher identities,
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whereby new and different sides to their persopaliherged, were associated by
some students as contributing to the fun of thekwerhaps surprisingly, fun

was also an emotion attached by some studentelinde of adversity.

Shared Adversity

Williams (1985) casts doubt upon idealised notiohthe traditional English
rural community, but suggests that commonality likaedy to develop around a
“mutuality of the oppressed” (ibid, p104) based mgbared adversity. At
Oaklands various students perceived aspects ofsitivin respect of the
accommodation, food, weather or working conditionghe field. However, such
references were quite often linked with humoroushexges, which may have
been another manifestation of coping strategiesefsiments held by several
students concurrently, | suggest they representeed®emotional responses
which hint at a sense of togetherness. HoweveQsxe to adversity was in part
controlled by the teachers who had the power,tan®le, to decide when
conditions necessitated, or when work completiorravded, returning back to
the centre. As such | suggest that teacher cowaaslanother important

community forming factor which | explore in the neection.

Teacher Power

The teachers controlled and indirectly shaped tioévgng community at
Oaklands through the implementation of varioussaed decisions. Procedures
around the use of space (e.g. via the signing fortoveational equipment)
effectively gave them a powerful motivational irdhce over some students,
whilst also furnishing them with a partial overdigito who was doing what,
when and where. More significantly, they overtlyppted social engineering to
meet their desired aim of gelling the group throtlghallocation of dormitories
and the restriction of external influences (TV avidi), the latter in order to
“enforce socialisingin the words of Janet. This added to the intgnsitthe
bounded setting and focused students upon develdgoe to face relationships
with their peers, rather than escaping to virtwehmunities. A pre-occupation
with this agenda conflicted with desires for freedand scope for individual

expression favoured by some students. A furthex ewrevhich teacher power
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was exerted, this time over the centre tutors, iwaslation to the work

undertaken by the students.

Work

Completion of the work was perceived by many stiglas a common and fixed
agenda, perhaps again linked to established naoonsdchool. The particular
emphasis upon detailed (and sometimes painstakiaghtitive) data collection
was at the request of the teachers, in particuéar &d Janet. They, in turn, felt
this was the best preparation for the forthcomkitissexamination, for which
they felt accountable to the students and theermiar The seemingly united goal
(from the student perspective) in fact masked figant differences between the
teachers and the centre tutors in relation toweltk content, approach,
outcomes and accountabilities. The tutors quedtidime pre-occupation with
data, allocating so much time to a project writeangd the prescriptive manner in
which the project was framed. However, some stuwappreciated the informal
working conditions under which it was completedjahhcontributed to blending
and informality. The tutors, despite criticisingttata-intensive, hypothesis
testing approach adopted (claiming to favour opweited ‘discovery’ or ‘sensory
fieldwork’ in the classification of Job, 1999 — Sekapter 5), relied upon generic
worksheets and seemed inflexible in response testemands for deviation
from their usual practices. This also relates karger methodological issue,
whereby ethnography reveals differences between pdaple do compared to
what they may say, or believe, they do. In maspeets Dan assumed the
identity of the customer and was able to securevlsbes to the occasional
frustration of Bruce, the Lead Tutor. Accompanyihg student focus upon data
was an underlying subliminal agenda of sustaingipliojected by the centre,
which served to create a further common goal, aljhanot all students
embraced this. For many students their primaryativie was simply to have fun.
Nonetheless, common goals (or a perception of camgoals) and experiences
are important community forming elements accordm@alderwood (2000) and

| argue these features were also present duringdle& at Oaklands.
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In this section | argue that use of space, infoitjyadhared adversity, teacher
influence and a projected common purpose all p@iintontributed to

developing the temporary community at Oaklands.

Links to Research on Educational Visits
Throughout this thesis | have thrown up findingsclisupport previous

research studies on educational visits. Most caitggty, | can perhaps suggest
that the vast majority of students (thirty-five aifithe thirty-six directly
expressed this to me) felt that the fieldtrip wlas’, supporting the study of
(Cook, 2008). | can cite some instances where there improvements in group
cohesion, a point also identified by Farnham & Mu{d997). For certain
groupings of students and individuals | can identiiproved peer relationships
(Nundy, 1999), whilst | have presented lots of matavhich relates to the
changing relationships between students and taaahiers (Dillon et al, 2005).
Other characteristics that | cite include examplesnproved motivation (Amos
& Reiss, 2006; Nundy, 1999), camaraderie (Bell,3Ghd new friendships
(Amos & Reiss, 2006). | also argue that my thpsiwvides some detailed
insights into the ‘new social situations’ propo$gdRosenthal & Lee (2009),
where students are pushed beyond their usual emwent and routines.
However, given the timescale of my research andetlagively short period
within which any lasting changes were exhibitedrnmot contribute significantly
to debates on the longer term impacts of educdtiosiés. Nonetheless, | feel
that my thesis does make a worthwhile contributthe field of research on

educational visits.

By undertaking a case study of a particular fielalg centre based upon a single
fieldtrip, my research sets out to make a uniquesgpecific study. Whilst there
have been numerous studies of educational viditayé found few that embrace
an ethnographic methodology in the manner emplaydhis research. Indeed |
suggest that the application of the methodologyédfield is one distinctive
contribution of my thesis. Much current researdi educational visits has been
pre-occupied with comparing pre-trip and post-tnygcomes, whether by

guestionnaire, interview, or a combination of bdk.focusing upon the
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evolving processes during the fieldtrip | have suug capture the complex and
multi-faceted nature of the residential fieldtrperience. This approach has
enabled me to explore the complexities and cordtiadis within my data,
retaining and analysing them, rather than seelkarrgdolve them. | have been
able to capture and analyse, for example, theipheiind changing priorities of
the teachers, the conflicting and contradictoryspectives of field study centre
staff and the differing student opinions and pectipes on issues such as
freedom, privacy and adversity. My continuous ipgration and observation
enabled me to examine the evolving nature of latiips, perceptions and
emotions throughout the week, whilst also captutirggspontaneous critical
incidents that shaped community sentiments. | ifletite potential for students
to challenge and shape their own use of time aadespn a way that is not
usually possible within the constrained environnadra school. Similarly, the
opportunity to see a different identity of theia¢ders is a luxury that the
intensity of the experience affords, in contraghi® hectic and focused regime of
a school. In both these respects | am able to shewrocesses and impacts for
particular individuals or groups of students. drsfore suggest that my research
directly responds to the view of Besenyei et ab@0vho emphasize the
difficulties in quantifying the impacts of fieldps. By adopting an ethnographic
approach | argue that | am able to address sortieafaps in research identified
by Amos & Reiss (2006) and Lambert & Balderstor@l(® relating to diffuse,
non-subject specific impacts and the sentimentegdtherness associated with

residential fieldtrips.

My Methodological and Conceptual Contribution
| contend that my thesis also contributes to kndg#ein the field of sensory

ethnography, by embracing some of the “emergenhaoast’ (2009, p9)
identified by Pink, in an attempt to:

“bring researchers and their audiences closehter ggteople’s multi-
sensory experiences, knowing, practice, memoriddraaginations.”
(ibid, p132)

| sought to achieve this with my sensory engagergatighout the field

research, my approach to data analysis and thnmygiext construction. My
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understandings and perceptions were often infornyedlly engaging in
numerous activities with the participants on tleddfirip. These entailed many
multi-sensorial activities including the varietydifferent Geography fieldwork
tasks themselves and the related follow-up datbysisal also participated in
leisure time activities such as table tennis, reusdnd socialising around the
fireplace, communal activities including mealtimasd informal social time
such as travelling to sites in the minibus, or wajlbetween locations,
sometimes whilst carrying equipment. In sharinghsembodied practices, | feel
that my own experiences assisted in developingaeeshempathy with my
informants, such that | too, for example, felt mtasions cold, bored, frustrated
or buoyed by a sense of camararderie. Such ensotronld not necessarily
always be visible to an observer, but they sereqatdvide me with meanings
and insights, which also sometimes offered explanatfor subsequent
comments or events. Consequently my own experieasssted in my
understanding of the experiences of others andaalded a further dimension to
my data triangulation. | was not merely gatheudliata by observing others, but
was knowing and understanding through participagiod by immersing myself
in the sensory sociality of the residential experee Furthermore, | feel that
being an active participant assisted with my adation into the evolving
community, removing potential barriers between rifyas the researcher, and
the other fieldtrip participants. Without conscilyusontriving to focus
systematically upon all five senses, | believe thgtimmersed approach,
together with sensitivities to my own feelings dhdse of others, resulted in
inter-connected reference to all senses. Moredhmugh direct and sustained
living with others in this communal setting, | feltspatial affinity and a sense of
belonging within a shared sense of place. Inha&iéé respects | suggest that |
engaged with my research participants, buildingeustéinding and knowledge
based upon embodied, emplaced, empathetic andseulsiory shared

experiences.

However, having experienced the richness of theireehsory experience my
challenge was to accurately represent this throexgh in a way that could bring
the intense and fluid sense of community to lifdy fieldnotes were often

scribbled down in what | perceived to be opportmmmments although | was
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usually poised to recall and jot down potentiabatim quotes. | also
subsequently found that the strength of my emotiengagement at the time
enabled me to re-live (often quite vividly) the tnslensory experiences in my
mind, when re-reading my fieldnotes. My task, #fiere, was to convey these
emotions to the reader through the resulting thesis a task complicated by the
fact that it must primarily be an academic piecevofing. To engage the reader
in ways that are sensorial and empathetic | chmspén my thesis with three
chapters of ethnographic rich description, unbueddny academic conventions
such as referencing. | also adopt literary conweestassociated with fiction,
developing characters, plots and settings (Ricluar,ds997), in a conscious
attempt to enhance readability and to furnish tiredrof the reader with images
of the real lived experience.

“The task of the sensory ethnographer is in pantvite her or his reader

or audience to imagine themselves into the platése...represented.”

(Pink, 2009, p42)
From this contextual backdrop, (and after providimgthodological, theoretical
and conceptual literature reviews), | strategically to engage the reader with
my analytical interweaving of evocative descripticeflexive commentary and
conceptual discussion in the analysis chaptefs such, | have sought to
construct a thesis in which the embodied expergnt@articipants generate
visual ‘figments’ (Ingold, 2010) in the mind of theader.

| also argue that my research gives support teiti®lity of undertaking
immersed and focused ethnographic research ovesraand condensed
timespan. However, the condensed period of ddkection removed from my
perspective any lingering or evolving processemfsezhool, leaving me with
what could be seen as an isolated snapshot. EqdaBpite the interviews three
weeks after the visit, my chosen approach and desigvented detailed
consideration of longer term lasting impacts aggimom the fieldtrip. Issues
over the perceived permanence of changes obsenviggkdrip arose through my
data and this required me to construct the casly telyond the perhaps obvious
and assumed spatial and temporal boundaries @fatieular week. This

perhaps raises into question whether framing mganreh as a case study was

2L Chapter 8, 9, 10 and 11.
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helpful, or even whether it has restricted my ambg by initially imposing such
boundaries? However, | argue that the idea ailg bounded ‘case study’ is
perhaps less relevant now, in postmodern times, pheviously when we were
more inclined to believe in the possibility of setintained research sites or in
one ‘grand narrative’. However, in seeking to depeds full an understanding as
possible of the particularity of a single fieldotri feel my case study framing
helped me to focus upon the task of data collectiomas conscious that there
would not be a second opportunity to undertaken&rror subsequent
observations beyond the trip itself. | also feleaio manipulate the boundaries
of the case in order to consider short term effeatdeel that the time and word
constraints imposed by an academic thesis wermpartant factor in restricting

my exploration of longer term impacts.

Moreover, by employing notions of ‘community’ as rgnceptual framework |
am perhaps also contributing a nuanced interpoetati that concept. Indeed
my perspective and understanding of ‘community’nded during this research,
away from one informed by my Geographical undeditanof the traditional
English rural community. The Oaklands community wlad exhibit the qualities
of homogeneity, harmony nor stability, inherensuch traditional
interpretations of the concept. Rather, | feet thg research provides an insight
into the differences, disagreements and diverkay are inherent within a group
of individuals. | also capture the changing reaxgiof individuals over time, for
example, as the need for coping strategies inatesse waned throughout the
week. Nor do | suggest that community sentimen@akands manifested
themselves as a ‘given’ of shared living, altholigbpport the established
assertion that shared adversity is an importanofae developing solidarity and
camaraderie. | argue that, under specifically gadacircumstances, conditions
akin to a bounded setting can be created in thg tdron, given a physically
isolated location. | also demonstrate how commusigctively constructed by
the teachers, centre staff and students, in a mamaieis not visible in a more
permanent educational community such as a scheoélly my research reveals

that community is still a relevant concept, inap®rary and fluid form.
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Opportunities
Building upon both my approach and findings, theme= perhaps opportunities

for further research. There is obvious scope fah&r consideration of the
longer term impacts of residential visits whichnlytouch upon briefly within
this thesis. Secondly | suggest that it would hergsting to undertake a similar
study, but under circumstances when there was theeananagement to create
or intensify the bounded setting, for example with@strictions on internet
access. | believe that research into ‘sensory/andiscovery fieldwork’ (Job,
1999) using an ethnographic approach would not balinteresting, but would

also fill a vacuum within current research on ediocal visits.

For organisers of educational visits | hope thatthegis provides useful insights
into some of the advantages that can be derived &oesidential fieldtrip and
how these could perhaps be maximised. These inelwdeiety of social and
behavioural benefits for students. Furthermore ctiance to challenge spatial
and temporal norms from school can reap benefitsrms of attitudes towards
work, with increased enjoyment, motivation and tispent. Also by providing
situations in which established teacher identaiestransformed, this can alter
student perceptions and revise the working relatiges with their teachers. |
also highlight potential areas for consideratiorpbyspective trip leaders. Issues
relating to the desirability and feasibility of ateng a bounded setting, the
importance of communal and private spaces, the tteedderstand pedagogical
perspectives and the impact of programme design gpoial relationships are
all such examples. However, for trip leaders oft{dd@sgroups | caution against
the micro-management of a visit and suggest thaesaf the most formative and
enjoyable experiences are such, largely becaudeinfspontaneity. Whilst
fieldwork is a compulsory element within the sch@a&ography curriculum, this
requirement can be met by a day visit. Howeveugigest that the broader
educational benefits associated with a resideexiperience warrant the
expansion and development of such opportunitiélerahan contraction as a
result of financial, bureaucratic, health and satettime concerns.
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The conclusion that | can draw with the most degifesuthority is that the
multi-sensory experience of participating in thedtrip to Oaklands did feel like
belonging to a temporary community for me. This waspite my obvious
outsider status at the outset. | felt welcomedoived, enveloped by the intensity
of the experience and united with others throughroon feelings and emotions
(although I felt reluctant to openly declare thest others because of my role
as researcher). | suggest that feeling and shtresg sentiments characterises
my participation as a sensory ethnographer (PidR92and serves to
demonstrate the embracing potency of the experie@cethe Thursday evening
my reflective journal entry recorded my feelingssafiness at the inevitable and
impending break-up of the temporary community, éidko the impossibility of
replicating the experiences of which | had been. Fdnis thesis attempts to

recount and analyse some of those irreplicablereqees.
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APPENDIX A

Example Student Workbook Sheets: Rivers

These sheets were written by centre tutors andluis¢d to students during the
Tuesday morning classroom session, prior to unkiagdieldwork on Rivers.

Field Study Centre

Rivers and Management
A/AS level

Learning Intentions

= To investigate how a river changes as it flows
downstream. :

* To use fieldwork equipment to gather data.
To record information as field sketches.
To observe methods of river management.
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Summary of Results:

@{"id Reference

Width
(m)
Depth
(m)
Velocity
(ms™)
Bankfull Width
(m)
Bankfull Depth
(m)
Wetted
Perimeter
(measured) (m)
Wetted
Perimeter
(calculated) (m)

Cross Sectional
Area (m%)

Discharge
(m’s™)

Hydraulic Radius

Cross Sectional Area Discharge
= meandepth (m) x width (m) = cross sectional x mean flow
area (m%) (ms™)

Hydraulic Radius
= cross sectional area (m?) / wetted perimeter (m)
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APPENDIX B

Pre-visit Briefing Notes

These notes were written up by Bruce, during tleevsit induction meeting
with Dan on 16 January, 2009 at Oaklands. Bruaened the original form, to
assist with planning for the visit, whilst Dan re@s a photocopy for his
records. | was provided with a photocopy by BruseMmnday 9 March, prior to
the arrival of the group.

Gpiron fo/.
lenctuic /Vw]f‘/"i gle

(at least two weeks prior to visit) minal roll for staff and pupils including emergency
contact details and medical information

Please return to @//B/e’gmom List mdical Dietary Requirements Form

wLUL t’{_
ﬁfk Jhee F /C" ed bin Lb\/d‘L‘j‘ﬁ‘/a"\‘ i i
a N ~

i e " = e
/pfwu:aJ // U\/«ﬁ -

772»»’“ Jed et ) g, /’E‘l V’Q:/O -

(,A/rLCC w‘(.j’ FEN, 1’-’/‘(1/{/‘" alee < e
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APPENDIX C

An Ethnographic Case Study of a Residential Fieldt3dy Centre

Institutional Research Consent Form

| am undertaking a research project for my doctthrasis into the benefits of
residential Geography fieldwork. To this end, | Wbuery much appreciate

it if I could accompany the school group from:

(school) to:

enudy between:

(dates).

Research Remit:

* The nature of my research is upon the value oflessial Geography
fieldwork.

« The research is conducted in my capacity as a tidasearch student
and any data obtained will be used solely for etlogal research
purposes.

« Data collection will include observation, makinglél notes,
questionnaires and interviews.

« Data collection may involve various aspects ofrémdential experience
including meal times, free time, recreational atiég and taught
sessions.

» Participant consent forms will be completed prmconducting
interviews with any individuals.

» Parents and pupils will be made aware of my presand role on the
fieldtrip in advance.

« All participants, named individuals, schools areddistudy centres will
be anonymised in the final thesis.

Nick Gee, School of Education & Lifelong LearningUniversity of East
Anglia
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I name( & position)

of (institution)

agree to the participation of Nick Gee, from thé@&u of Education & Lifelong
Learning, University of East Anglia, in accordamaéh the remit overleatf.

(signature)

(date)

This form was completed by:

Trip Leader

Governing Body

Head Teacher

Field Study Centre Lead Teacher

Local Authority Educational Visits Advisor
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APPENDIX D

Pre-visit Information for Parents and Students

Paragraph included in the visit letter to parents

“Nick Gee, a lecturer and researcher from the SkcbibBducation and Lifelong
Learning at the University of East Anglia, will albe at the field study centre
with our group. He is investigating the value dfidential Geography fieldwork
for his doctoral thesis. His research will involvien observing and participating
in all sessions and activities throughout the visit

Summary of points raised at the visit informatioe®@ng

In addition to the letter, a more detailed accafnmhy research (covering the
following items) was delivered to parents and ppil the Visit Information
Evening by Dan, the trip leader. He briefed thenttenbasis of this list which |
provided to him:

« The nature of my research is upon the value ofleesial Geography
fieldwork.

« The research is conducted in my capacity as a tidasearch student
and any data obtained will be used solely for etlogal research
purposes.

e Data collection will include observation, makinglél notes and
interviews.

» Data collection may involve various aspects ofrésdential experience
including meal times, free time, recreational atiég and taught
sessions.

» Participant consent forms will be completed primconducting
interviews with any individuals.

* All participants, named individuals, schools aredistudy centres will
be anonymised in the final thesis.

« Parents and pupils are invited to ask questionatahy proposed
research. My contact details and those of my sug@rvAnna Robinson-
Pant, are provided.
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APPENDIX E

An Ethnographic Case Study of a Residential Fieldt8dy Centre

Interview Participant Consent Form

| am undertaking a research project for my docttresis into residential
Geography fieldwork. To this end, | would very muwgpreciate if you could
spare some time for a short interview based upam grperiences.

If you are happy to participate in this interviesmpject to the conditions
specified below, please complete & sign this foimdjcating your
willingness to be involved.

Nick Gee, School of Education & Lifelong LearningUniversity of East Anglia

I (print namehagpy to
participate in a voluntary interview with Nick Gdesed around my

experiences on this fieldtrip.

| understand that:

* The interview will cover issues related to residgariteldwork.

* The interview is conducted for doctoral researctppses only and any
responses provided will be used solely for eduoaticesearch.

* | have the freedom to refuse to answer any quesatonmay withdraw at
any point.

« All participants, named individuals, schools areldistudy centres will
be anonymised in the final thesis.

» Extracts from interviews may be quoted verbatimhimithe finished
thesis and research findings may also be usednfe@nces or
publications.

» The nature of the research is upon the experiehgarticipating in
residential Geography fieldwork.

Signed

Date
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APPENDIXF

Example Fieldnotes

This is an extract of some fieldnotes that | madend) the fieldtrip. Names and
locations have been deleted to preserve anonyiitigse notes were made
chronologically, using timed entries in the fielthe coding in the margin was
added after the trip, once | had re-read all miglfietes and devised a coding
classification based upon emerging themes frona#te.
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The diagram below shows an annotated plan of iddails at one of the
sampling sites, which | drew in my fieldnotes.
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APPENDIX G

Coding Classification used in Fieldnotes Analysis

This shows the coding classification that | usedrnotate all my data, upon

returning from the field. The concepts and themaerg m the
H ) ed frO th
collected. (| he orlglnal sheet was in (:()|0||r) data |

M‘ Analysis 1deas

Notions of Community underpin all sections

Intro — Case Study of -g

Concept 1: Relationshins *
Themes:

A w/l’é'acher-smdﬁt/-

i@ ~Teacher-tutor ‘—/c@;lsmmer

i€ CStiident-studerff— groupings: insider/outsider

i) 86cial impacts of experience — issue of permanence =~
6. Tdividuals/individualism —uxs 3. 7
\f_—Different perspectives — change over time 7 p
iCr_-Blurring boundaries between between sch/home ?
i H_Teacher control — social engineering

Concept 2: Space/Territory P T

28 Themes: e

A, Private/privacy

2§, ecmmunal spaces — community building -

2¢ Freedom/restrictions (dormitories, cating, fireplace, working, grounds) — social
engineering —i~

2D _Tosed location/external influences _—

22« Bounded setting — influence on community building -~

Concept 3: Common experiences/zoals j§yc. e

Themes:
7 A Afduction/routines —
3B 7}5011tmt/pr0gramme — data, eco agenda ~
3L ~Adversity/food — ’

3 Xialising

3€. portunity for individ activity/individualism

3F «Nature/environmental experience =

Yo~ Tsolation — physical & electronic — (&~ L

%Y{Closed location — iy 2 _ %

3L —Temporary & artificial nature of the experience ~ -~ LA :
Y, ~Use of time — social/work blurring & impact on motivation - blending e b

IX CAample-dancing - A /,f)

i - foaosl (et
/ )&C\"‘*
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APPENDIX H

Extract of Cateqorised Fieldnotes

This shows an example of my fieldnotes, typed-mpngmised and categorised.
| adopted the approach of typing up and collatingdata by each theme (see
Appendix G for a full list of the themes). This exale is part of my data for
theme 1C. The handwritten notes and numbers wéseguently added, to
assist me with the internal structuring and sequenaf the material.

1 C Student — Student Zw 5?1-—»—&»‘ TS VQA»QD'L?)

Monday evening: variety of different groups undertake own activities in small - S Céirz
friendship groups: Man hunt (10-12 female students), pump it up video (5 female GiRoc AT
students), games room — table tennis/music (8-10 male students) @ L

WNK& Sharing food/snacks brought from home @

N Waiting around in minibus — looking through photos stored on digital camera —@
>y 6 holidays, new puppy, own bedroom

a | . - : . Z
Il cormments onfiiix “Has really come out of himself” Doing Peter Kay @ Ve o
impressions in the evening. Really gained in confidence. ey
iec however, not mixed with anyone other than her own 2 friends — Jeff on Tues ]
evening

R ootcs “Residential trips are mostly about personal and social skills and@@\/@‘bﬂ(,
developing those as well as ticking boxes in terms of the curriculum™

As the week progress-) felt that the group dynamic had changed “there is @ %Jlfi
rapport, they are comfortable. Things were quieter on Monday™ oe

Erefen—ed to the group of lads whom he felt could “go off the rails” but he felt that
ey developed a group work ethic for the completion of their projects. He linked thj <401

ety

to the blending of social enjoyment and work whereby they are able to take breaks to
make drinks whenever they like.

Bl W look after each other and there is'nt anyone left out in the cold, I don’t think. Cide
Its that tolerance as well, they’re one of us maybe you don’t like someone but they’re s
part of the group and there is no ill feeling” W
Janet “You’ve got people who’d rather not be spending time with each other” y

W inccrview at school 3 April, one of language staff come upto him to say how
much pupils had seemed to enjoy the trip. INIEGEGM s=2id it was “the best week of

her life”.
“It is also quite clear that there is that bond. There are still friendships groups withi “ELE 8-
the classroom & they have’nt fully inter-mixed, but I have a general feeling” M

L-t “There is something very special about Oaklands. We tend to bring groups and i
they don’t know cach other, they don’t want to work but the it all suddenly come ac,}'_'
together. We’ve never seen this happen anywhere else” @W

/8’63‘*:'\.';/\/_

_Thursday “It has been a good laugh and it is good to bond with people and

mix with new people™ In the evnings “we come together, have a cup of tea, a bit of a A&y
feast and a chat™ Do a game outside — manhunt. Watched videos in lounge, the My )
in dormitories 2 3 ; 5
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Feel friendship is even closer — amount of time spent together

“Hanging out in the dorms with your mates” — signalled as the highlight of the trip

“Tt was a real social thing, we made new friends there.. you don’t really get such Gl
intense interaction just in lessons at school, so you sort of get to know everyone much

better”

Lads talk of ““we’ll rekindle it , we’ll reminisce. @
2 beps

Bl T have really enjoyed working with different people, people I've never really N,
spoken to before and I’ve formed new friendships...some people in the class I did’nt )

know before...we always used to sit on the same tables.. but 1 did'nt even knm@ A2 Tty
everyone’s name but I definitely do now”

“In the evenings we all get together and we organise something, like manhunt, it's a .
whole group activity...there are a few tiny little cliques who don’t join in, but is

a large central group™ GlaP

I ‘friendships have definitely strengthened” and “people who did'nt mix.hefore s
in school now mix in this more informal setting” 7 ’Wf
e,

W <] socialise with a larger group of people than I would do normally. We also <
spend so much time together, sharing meals and so on and this has strengthened my
() A

friendships” )
e Socud
{‘}a/-u‘

%

Il “We all help each other out with the work, I will ask people I would not have Ao @

asked before the trip...and once we get back to sixth form I think the whole class will , «

be more united” i ‘W/@r
“I'm going to miss the evenings —sort of being with loads of friends because we =~ —

all go back to our own homes and you never socialise with that many people at once Len/fcg

usually” > M@MV
Private jokes & shared experinces - -

P S , ‘75?)
I VW e’re all in such close contact, we’ve just gotta get along, keep smiling and
make the best...it is only for a few days..if anyone is annoying you there is enough )

away if need be”
*“We are all still in our old friendship groups”

o
space to keep out of their way...we’ve all got our own little bedrooms so we can get @/5“(@

INLIY v/ T e
I [ vwould'nt talk to some people but I talk to them here” “asking for help” e 7
“I will miss it — everyone being together & messing around” MBS (R e

K “some people are only friends here because they have to be — ‘cause we have to Wﬁﬂ/ﬁdcé
live together for a week” ’

“teamwork is required for data collection so it forces us to work together in groups A

and teams” l N ot \pe

et G
Il T think my friendships have slightly decreased as being together so much gives %
more time to get on each others nerves” £ N g
Yo
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N cxpleined that he had very carefully allocated students to dormitories, mixing

classcs, but did not want to split particular friendships. . @

ON {
Il cxplains 2 classes; groups don’t really know each other. Large groiup - 36 Z}/"
students ‘ - ~
Friendships groups complex — St. Catherine’s & non- St Catherine’s students @
- main aim is to gel the groups

Heathland study — I instrumental in allocation of students to groups. 10 groups of 3 %@
or 4. Asks students to hold hands with who want to work with. Many not keen, but he U <
explains that he expects them to do it. Students comply. m

On Tuesday morning, in the briefing session, It made an explicit point of sharing
the medical condition of gpe of the students with the whole class, emphasizing the 77
joint responsibility of evﬁne to watch her — especially when wading in water.

IOR:xplained tha B and W had impressed upon her the desire to “bond the group”
through working together. ¢ @
[, 7&)‘;’—

When I interviewed Wilon Thursday T asked him what his aims were for the visit. His
response was”The aim was to teach techniques and to get them to write up a piece of
cowsework and to finish it by the end of the week.” When I prompted him about his
previously stated intention to gel the group he continued “we are hoping it will gel the
group so that they will actually work bettet for their AS and we’ll have better take up C
from AS to A2. After the filedtrip and the weeding out process the A2 groups are just, 6, -
you know magic. They’re solid, they’re enjoying it”. He progressed to recall that one ?1'?;\
year, a group of Geographers came back to St Catherines during the fieldtrip the

following year because they had enjoyed it so much. One of them came into school

the following year and “the really interesting thing is they’re all still in touch with

each other even though they’re in places like Colorado and New England.. they all

know what each other is doing.. and quite a lot of them are doing things related to

geography”, ~] "'amz‘k“_ e /d/» /W‘f ;

Y12 parents evening week before fieldtrip I had taken the opportunity to talk to{v}o
students in front of their parents. W, whom he described as a charismatic boy )

who leads the others I spoke to him praising his improvements in work and Lo 2/
emphasizing how he had matured and a natural leader, W asked him, in front of his ?%
parents, to use these attributes to lead the group of lad JWMT felt “he agreed with me 1:5(.4;11 @
in [ront of his parents and he did just that” G
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WO It feels like you are part of a massive family” .., Hoté (%(Mo @

W2 “Everyone is together - living and eating together and it feels like one close-knit @
group” (et k &anf

I <[t does feel like 2 big overall community, but there are sub-communities 2 )

developing within this as well” When asked he felt that teachers were part of the (s, 6
community, rather than being a distinct sub-group. UnfortunatelyWW came into the ~ “%4g
room at this point and overhearing the conversation: & s
“T'll go away. Be-honest” but proceeded to hang zbout to listen to the response: of
I 1 think they fit in better then I though they would”

I Y ou are orced to socialise here. At school you sit in usual tables & then 4, At @
disappear” “I'm going to miss the atmosphere” 7

¢, '(Cw
“T'll probably try & keep in contact with a few more people and be a bit more friendly ————
with them in school” ) mf s @
W “Everyone has joined together as a group. Everyone has pulled together. We all
ask each other for help” DHoLf gM O
WD ecausc of the fact that we have been told to mix groups and who we workwith
I have met new great people who [ would’nt normally talk to” VAL - % ;ﬁ(

W veryone works together trying to achieve similar goals, Free time is also
spent together giving mote time to integrate and socialise and have fun” DVELALL

6
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