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Geography – Making Connections and 
Creating Futures

What an exciting year for geographical 
education in Australia! It started 
in January with the well-attended 

AGTA Conference in Launceston, Tasmania. 
The Conference theme ‘Geography – making 
connections and creating futures’ is taken 
up in this volume of Geographical Education. 
Participants in the Conference were not only 
provided with significant learning opportunities 
throughout the quality program, but with 
numerous opportunities to further the strong 
networks in a creative and collegial environment. 
You will read more about this and other activities 
of AGTA in Nick Hutchinson’s comprehensive 
report as Chair of Directors. If you missed the 
International Geographical Union’s Commission 
for Geographical Education (IGU-CGE) Conference 
in Brisbane in late June and early July, you will 
be in for some great reading in both Margaret 
Robertson’s and Nick’s reports.

As the reader you should enjoy the rich and 
extensive range of contributions to this volume. 
In sharing ideas it is hoped that we can further 
contribute to a vibrant and vital future of 
geographical education and its extraordinary place 
in informing society and contributing significantly 
to creating preferred futures.

In this volume we also have the great pleasure 
of reading about aspects of the early history 
of AGTA and particularly the journal by Dr 
Don Biddle, AM. 2007 marks the 40th year of 
AGTA (originally called the National Geography 
Teachers’ Association and its first meeting was 
in Melbourne on �0 June �967). With Don’s 
permission, this extensive article is presented in 
two parts – the first half in this volume and the 
second next year in volume 20.

Do ensure that you read Bill Pritchard and Nick 
Hutchinson’s treatise for studying geography.

Congratulations to Dr Susan Bliss who won one 
of the NSW Institute for Educational Research 
Awards for an outstanding thesis in 2006. Susan’s 
EdD portfolio included information on the NSW 
Secondary Global Education Project.

In this volume we examine a number of issues 
related to the role of geography in making 
connections and creating futures. To begin, 

Kenneth Lynch takes up the theme of this volume 
‘Geography – making connections and creating 
futures’ in the title of his paper and examines 
the nature of connections within and beyond 
the discipline. He concludes that ‘geography 
education is at a crucial point in its history 
. . . there are unique opportunities for creating 
more dynamic futures for the discipline by 
embracing these links and finding new models 
of working in geographical education’. Kenneth 
also observes that geography needs ‘to create 
learning communities that reinforce our existing 
connections across disciplines and institutions, 
between teachers and learners, and beyond the 
classroom into the communities and lives of our 
students’. 

Jeana Kriewaldt provides valuable insights into 
the importance of inquiry-based learning in 
geography and the key role of metacognition. 
Jeana establishes links between theory – in 
particular constructivist theory – and practice. 
Jeana observes that ‘it is when geographic 
educators incorporate an inquiry approach 
which is underpinned by constructivist beliefs 
and actions that metacognition can be fully 
incorporated’. Jeana concludes that for students 
to be lifelong learners, metacognition is critical to 
underpin all learning in geography.

Fran Martin explores geography in the primary 
classroom and argues the importance of 
developing a new paradigm to better make 
connections and create futures. Fran states 
that what is needed is a ‘new paradigm that is 
suited to, and draws on the voices of, primary 
teachers and pupils alike; a paradigm that is 
directly relevant to them, their lives and their 
concerns about the world’. Reconceptualising 
the curriculum and pedagogy into what Fran 
calls ‘Everyday geography’ to better connect to 
the lives of learners, provides some fascinating 
insights that focus on learners and learning which 
complements Jeana’s thesis on the importance of 
metacognition in geographical education.

The impact of an extended residential experience 
for middle years learners in a natural environment 
is then discussed by Ken Purnell. The program 
was designed to engage students in making 
connections – especially with nature, and to assist 

Associate Professor Ken Purnell

Editor, Geographical Education
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them and their schools to create preferred and 
more sustainable futures. Ken concludes that 
action plans that are developed, implemented and 
monitored by participating students are integral to 
making connections that contribute positively to 
student learning and to sustainability practices.

Neil Taylor, Julie Kennelly, Kathy Jenkins and 
Rosemary Callingham report on their investigation 
on how to use a socially critical approach to 
environmental education. This approach they 
contend should lead to not only knowledge gains 
but also actions for a more sustainable future. 
These authors examine the use of this approach 
in an education for sustainability subject for 
preservice teachers. The students were involved 
in reflective thinking, democratic decision making, 
futures thinking and collaborative planning. 
The analysis of pre- and post-instruction test 
results showed an improvement in knowledge 
and attitudes of participants. The audits done 
by the students on their own environmental 
impacts contributed to the learning. The methods 
used in this investigation will be of interest to 
other geography teachers. From the fourteen 
week course the authors note that ‘there was no 

opportunity to determine whether the changes in 
knowledge and perceptions amongst the students 
were enduring . . . (and) it was impossible to 
determine if the attitudinal changes translated 
into lifestyle changes’. Employing similar 
methodologies reported on by Neil, Julie, Kathy 
and Rosemary by those of us who have contact 
with the same students over several years would 
provide a very interesting report for a future 
volume.

An extensive range of reviews of resources then 
follows. You may be interested in considering 
relevant ones to you for use in your classroom 
and in your own professional learning. Our thanks 
again to Geoffrey Paterson for overseeing those 
reviews and providing a wealth of information to 
our readers.

The theme for the next volume of Geographical 
Education will be ‘Geography: Making a 
difference’. Should you or a colleague wish to 
submit an article for review for the next volume of 
Geographical Education, please do so by the end 
of May 2007.
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AGTA Meetings

The 94th meeting of AGTA Limited was 
held in Melbourne on the weekend of 
the �5–�6 October 2005. Both the Board 

meeting and the AGM were conducted at this 
time. The new AGTA Board members are: Nick 
Hutchinson (Chair, GTANSW), Margaret McIvor 
(Deputy Chair, GTAQ), Jeana Kriewaldt (Elected 
Director, GTAV), Grant Kleeman (Elected Director, 
GTANSW), Rita Shepherd (Elected Director, 
GTASA), Bronwen Perry (Company Treasurer), 
Debbie Doyle (Company Secretary, TGTA) and 
Emmy Terry (Immediate Past Chair, GAWA).

The 95th meeting of AGTA Limited occurred 
in Launceston on �3 January 2006. The 96th 
meeting of AGTA Limited occurred in Brisbane on 
�–2 July 2006.

Committee Work
AGTA has responded to a National Institute for 
Quality Teaching and School Leadership (Teaching 
Australia) questionnaire: Standards for School 
Leadership Project. AGTA has also responded to a 
questionnaire regarding a Charter for the Teaching 
Profession from Teaching Australia and a 
questionnaire from the Department of Education, 
Science and Training regarding a proposed 
Australian Certificate of Education. 

AGTA is represented on the Australian Academy 
of Science’s National Committee for Geography, 
Australian Federation of Societies for Studies of 
Society and Environment, National Education 
Forum, National Geographic Channel Australian 
Geography Competition Committee, National 
Geography Support Group, Institute of Australian 
Geographers, Spatial Education Advisory 
Committee, and Spatial Science Institute.

AGTA liaises with Asia Education Foundation, 
AusAid, International Geographical Union and the 
Geographical Association (UK).

AGTA has endorsed the development of a 
geography careers website providing seed funding 
of up to $5,000 for the project.

At the February 2006 Institute of Australian 
Geographers meeting, Ruth Fincher encouraged 

AGTA to pursue the National Mapping Project 
referred to in the 2003 AGM report. AGTA has 
moved that up to $8,000 be allocated for a 
scoping study for the National Mapping Project. 

AGTA has resolved to develop standards for 
geography teachers in Australia. AGTA has 
empowered Jeana Kriewaldt to seek funding to 
develop Professional Standards for Geography.

AGTA supports the geographical literacies project 
proposed by the Geographical Society of NSW.

Involvement with the Spatial Education Advisory 
Committee promises the production of spatial 
career information for schools, the release of data 
sets and the promotion of a GIS day in schools. 
Malcolm McInerney continues to forge useful 
links between AGTA and the spatial industries.

Treasury
AGTA’s financial position has been much improved 
as a result of sales of Keys to Geography, profits 
from the 2006 Conference and consultancy fees 
from the Weather Channel. Treasurer Bronwen 
Perry’s unstinting efforts are much appreciated.

Geographical Education
The journal is an important flagship for the 
Association. Its relevance and direction owes 
much to the forward thinking of Editor, Associate 
Professor Ken Purnell. The journal contains an 
extensive review section, thanks to the dedicated 
efforts of Reviews Editor, Geoffrey Paterson.

Don Biddle has been asked to write a short history 
of AGTA for the occasion of our 40th anniversary 
in 2007.

AGTA Conference 2006 
A highly successful Australian Geography 
Teachers’ Association Conference Geography – 
making the connections and creating futures took 
place in Launceston Tasmania from 8–�2 January, 
2006. This conference could be described as the 
first that has been truly organised by the national 
body, rather than one of the affiliate associations. 

Chair of Director’s Annual Report 2005/06

Nick Hutchinson 

AGTA Limited, Chair of Directors
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There were �06 full registrations, �7 day 
registrations and �4 accompanying persons. 

Malcolm McInerney was able to negotiate 
sponsorship with ESRI Australia for $5,000 and 
this has certainly contributed to the profit made. 
Some of this money was used to provide IT labs 
for GIS workshops.

Other sponsors included Teaching Australia, the 
Tasmanian Department of Education, GeoFlight, 
The National Geographic Channel and Emergency 
Management Australia. Approximately $�0,000 
was raised. The Geography Channel provided 
satchels.

Prizes in the form of books and CD-ROMs 
were provided by Macmillan and the National 
Geographic Channel.

Publication on AGTA’s website was offered 
to keynotes and workshop presenters. Three 
keynotes and 6 workshop presenters have taken 
advantage of this.

The $�4,203 profit is an excellent outcome for the 
two years of work by conference convenor Debbie 
Doyle. Conference Presentations may be viewed at 
www.agta.asn.au/htm_files/conf06/presentations/
presentations.htm

AGTA Awards
Awards were made at the AGTA Conference in 
Launceston in the following categories: primary 
and high school textbooks, atlases, videos, 
CD-ROMs, websites, non-commercial teacher-
produced resources, geography teaching source 
material, geographical education publications, 
specific issues of periodicals and other geography 
teaching material or equipment. The AGTA Awards 
are listed at the end of this Report.

Affiliates
AGTA regrets the Geographical Association of 
Western Australia Inc has chosen to disaffiliate 
from AGTA. The AGTA Board is endeavouring to 
build reconciliation with GAWA.

Affiliate activities include:

• reviews of external examinations;
• reviews of other test items;
• annual conferences and regional conferences;
• student lectures;
• geographical skills workshops for new 

teachers or teachers of history;
• introducing new curricula;
• publishing textbooks;
• writing syllabus documents;
• supporting the AGTA Conference;

• collaboration with other geographical societies 
and associations; and

• co-developing vocational courses in Spatial 
Information Systems.

http://www.agta.asn.au/htm_files/affiliates/a_conf.htm 

AGTA Website
Thanks are offered to Mark Manuel for 
pioneering work regarding the establishment and 
maintenance of the website over some six years. 
Rob Berry, from Victoria, has recently assumed 
the role of website manager. The website currently 
receives an average of 4� unique visits per day.

National Geographic Channel Australian 
Geography Competition
The Competition promotes the study of geography 
in Australian secondary schools. It is open to 
students studying geography, or an integrated 
social science that includes geography, in all years 
of secondary school.

Initially held in �995, the Competition has a wide 
and growing appeal to students, their families and 
teachers. In 2006 it attracted entries from over 
92,000 students in 835 schools.

The Competition is held each year in late March. 
It consists of multiple-choice questions that 
test geographical knowledge and skills. The 
answer sheets are centrally marked and all the 
participants receive certificates. Students are 
graded at three levels depending on their age – 
junior for students �3 and under; intermediate for 
students �4 and �5 years old; senior for students 
�6 and over.

Australia’s teams to the National Geographic 
World Championship and the International 
Geography Olympiad are chosen from students 
who excel in this competition.

Students under �6 who come first in their state 
or the combined territories compete in a Final in 
early June. The top student each year wins an 
all-expenses paid trip to represent Australia in the 
biennial National Geographic Society competitions 
(www.rgsq.gil.com.au/igoc.htm) organised and 
sponsored by the National Geographic Society. 
Our second-placed students from two years play 
off for the third team position.

High-scoring students, �6 years and over, form 
a pool from which are chosen the four students 
who will represent Australia at the International 
Geography Olympiad (www.rgsq.gil.com.au/
IGeO.htm) organised under the auspices of the 
International Geographical Union.



GEOGRAPHICAL EDUCATION    VOLUME �9, 20066

2006 International Geography Olympiad
The International Geography Olympiad (IGEO) 
is a challenging competition for senior students 
held under the auspices of the International 
Geographical Union (IGU). The most recent 
Olympiad has been hosted by AGTA and Royal 
Geographical Society of Queensland (RGSQ). 
It was held in Brisbane from 28 June to 3 July 
2006 in conjunction with the IGU Regional 
Conference (3–7 July) and the IGU Commission 
on Geographical Education Symposium (26 
June–2 July). 

It was managed by the Australian Geography 
Competition Committee whose members are 
Kath Berg (RGSQ), Iraphne Childs (geography 
lecturer), Margaret McIvor (AGTA Deputy 
Chairperson) and Peter Nunan (retired geography 
teacher).

Following consultations with AGTA to allow 
some flexibility in the budget, 23 countries have 
been accepted as participants in the Olympiad 
– Australia, Belarus, Belgium, Bulgaria, China-
Beijing, China-Taipei, Czech Republic, Estonia, 
Finland, Germany, Hungary, Latvia, Lithuania, 
Mexico, Netherlands, New Zealand, Poland, 
Romania, Russia, Saudi Arabia, Slovakia, 
Slovenia and United Kingdom. This compares 
very favourably with the �6 countries, only two 
of them non-European, that attended the 2004 
Olympiad. Congratulations to the very able young 
geographers from Poland.

Geographia Australis
Geographia Australis is the new Occasional 
Newsletter of the Association. Thanks to Emilia 
Terry for preparing copy and to Bronwen Perry 
for desktop publishing the newsletter. Geographia 
can be accessed from the website www.agta.asn.
au/htm_files/agta_news/index.htm.

Geography Week 2006
The adopted theme is ‘deserts and desertification’, 
using material supported by AusAid. AGTA has 
developed a ‘quirky’ poster set (A2 size) with 
3–5 posters in the set. The willingness of Susan 
Bliss and Grant Kleeman to follow these projects 
through is welcomed.

Weather Channel
AGTA is supporting a Weather Channel film 
production project developed in 2006. ‘Beyond 
the Forecast’ is a series of ten 30-minute 
episodes created primarily for secondary 

schools’ geography curricula, for broadcast and 
communication on The Weather Channel on 
FOXTEL and AUSTAR subscription platforms from 
24 July 2006, and for release by way of DVD.

Asia Education Foundation
The Asia Education Foundation (AEF) Linking 
Latitudes Conference 2007 will be held in New 
Delhi, in early October. AGTA was a successful 
partner with the AEF at the Linking Latitudes 
Conferences 2003 in Shanghai and 2005 in Hanoi. 

Keys to Fieldwork
AGTA is developing a textbook titled Keys to 
fieldwork as a follow-up to the highly successful 
skills book Keys to geography: essential tools and 
skills. It is intended that the book will be student-
focused.

Thanks
I am sure that the late Dr Geoff Conolly would 
be delighted with the positive directions that 
the AGTA Board has adopted. The energy and 
dedication of Secretary Debbie Doyle and the eye 
for detail of Treasurer Bronwen Perry are much 
appreciated. The drive and imagination of Director 
Jeana Kriewaldt is welcomed. The expertise of 
Malcolm McInerney and Rob Berry admired. The 
professionalism and wise counsel of Dr Grant 
Kleeman and Rita Shepherd is esteemed. The 
willingness of Emilia Terry to assist in many 
endeavours is commended. The hard work of 
Margaret McIvor in the National Geographic 
Channel Australian Geography Competition and 
Geography Olympiad is applauded. The elected 
Board is well supported by the Presidents of 
affiliated Geography Teachers’ Associations. 
Finally, Past President Steve Cranby is thanked for 
his assistance in revising the Standing Orders of 
the Association.

AGTA Awards 2006 
The following awards were made at the AGTA 
Conference in Launceston.
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Category Award Winner Highly Commended

1. Primary school textbook

2. Junior secondary school 
textbook

Geography for Global Citizens, Second 
Edition
Brian Parker, Kate Lanceley, Debra 
Owens & Rebecca Fitzpatrick
Macmillan Education Australia

SOSE Alive: Geography 2
Mark Easton, Judy Mraz, Kathy Bedson & Jenny 
Brown
Jacaranda

3.   Senior secondary school 
textbook

Geoactive 2, Second edition
John Paine & Susan Bliss
Jacaranda 

Geography for Australian 
Citizens
Brian Parker, Kate Lancely, Debra Owens & 
Rebecca Fitzpatrick
Macmillan Education Australia

4.  Broadsheet, chart, wall map

5.  Atlas Heinemann Atlas, Fourth edition) 
Executive Editor: Raymond Pask
Heinemann – Harcourt Education

Longman Atlas, Fifth Edition
Malcolm Stacey & Brian Ralph
Pearson Education Australia

6. Video

7.  CD-ROM GeoFlight – Brisbane
No author given
McMullen Nolan

Australia’s Coastline from the Air Volume � 
– South Australia and Victoria
Mark Manuel & Roger Smith
Manuel Smith Professional Education Services

8.  Web site Longman Atlas, Fifth Edition 
Companion Website
Malcolm Stacey et al. 
Pearson Education Australia

9.   Non-commercial, teacher 
produced resource

Global Education – (�) Sustainable Environment
(2) Global Inequalities
Susan Bliss
Global Education

10.  Geography teaching source 
material

Geographic Characteristics: poster and 
postcards
Geography Teachers’ Association of 
Victoria

Sports Geography
Judy Mraz, Jeana Kriewaldt & Bob Digby
Australian Geography Teachers’ Association

11.  Geographical education 
publication

GIS in the Field
Geography Teachers’ Association of 
South Australia

The Essence of Geography – Using Spatial 
Concepts
Megan Bourke
Geography Teachers’ Association of Victoria

12.  A specific issue of a periodical Geodate Volume �8 Numbers �–4 
Dr David Chapman, Dr Sean 
Fitzsimons, Nick Hutchinson & Jeana 
Kriewaldt
Warringal Publications 

Interaction
Editors: Judy Mraz & Denise Miles
Geography Teachers’ Association of Victoria

Geography Bulletin – Global Education – Vol 37 
No � 
Susan Bliss
Geography Teachers’ Association of NSW

13.  Other geography teaching 
material or equipment

GSI Kids
Anne Chesher
National Geographic Channel

Atlas Skills Workbook
Malcolm Stacey
Pearson Education Australia
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Bill Pritchard & Nick Hutchinson

Dr Bill Pritchard, Senior Lecturer in Economic Geography, School of Geosciences, The University of 
Sydney

Nick Hutchinson, AGTA Chair

History and geography are the warp and 
woof of the social sciences. Our personal, 
community, national and global lives are 

the outcome of interconnections between time 
and space. To understand why and who we are, 
we need to understand both where we have come 
from (our history) and what places we are in (our 
geography).

The ‘history wars’ of recent years and the 
Prime Minister’s History Summit have put the 
former into the spotlight. Now is the time for a 
comparable debate on the latter.

This needs to happen for reasons of national 
interest. The great irony of our times is that the 
conquest of geography, thus making the world 
smaller and more accessible, actually makes the 
study of geography more pressing. In the colonial 
times of Phinneas Fogg, when it took 80 days to 
go around the world, knowledge of geography 
could be a luxury of the rich. Nowadays, when 
the world rushes in on us, geographical literacy is 
critical both to aspirations of national and global 
citizenry, and to the challenge of competing in a 
global economy.

When we talk of geographical literacy in these 
terms, we do not mean the recitation of capital 
city names. Geography is more than just a 
category in ‘Trivial Pursuit’. What we are referring 
to is a capacity to understand the workings of 
the world’s physical and societal systems, and 
the interactions between them. It is concerned 
with human-environment interactions in the 
context of specific places and locations There is 
a geographical story behind every telemarketing 
call from Bangalore; every hike in the petrol price, 
and the fact that global stock indices moved not a 
basis point when the Indian Ocean tsunami killed 
over one 250,000 people. Geography’s task is to 
write the Earth.

The problem is that the discipline needs re-
energising. It has been bruised by competing 
claims in crowded high school and university 
curricula. In New South Wales, the number of 
students taking HSC geography is less than one 
third of its level of �5 years ago. This reduced 
catchment has impacted on entry-level university 
geography programs. Aggravating this problem 
has been the loss of geography as an academic 

‘True Blue Geography’, an Op-Ed article

masthead in its own right, following decisions by 
university administrators to merge Departments 
of Geography into multi-disciplinary ‘Schools’ 
with various non-specific names. There are no 
longer any stand-alone Departments of Geography 
in the country.

In this challenging climate, geography’s broad-
ranging ambitions and scope are often seen 
as its weakness. A graduate with Honours in 
Geography may not, on the surface at least, sound 
as well-credentialled as one with Honours in, 
say, Econometrics. In our experiences however, 
tapping the disparate intellectual reservoirs 
required within geography obliges a more 
taxing pursuit of knowledge than is often the 
case for a student lounging in the comfort of a 
narrow academic specialism. Geographers are 
inveterately promiscuous in the ways they borrow 
and synthesise ideas, frameworks and knowledge 
from elsewhere. Far from being a weakness of 
the discipline, it seems to us that this should be 
a model for how we research and teach in the 
complex world of the twenty-first century.

So what should be done? University-based 
geographers should not be complacent, but it 
occurs to us that the chief problem exists at the 
high school level. If HSC geography numbers 
begin to fire up again, then university geographers 
will feel the warmth. As with the comparable 
debate regarding the teaching of Australian 
history, the focus of attention should be on the 
year 9–�0 curriculum. These are the years in 
which high school geography teachers have a 
captive audience. Successes in years 9 and �0 will 
flow through into years �� and �2. There is no 
reason not to think that with a bit of imagination 
in the curriculum, years 9–�0 geography could be 
(re)presented as a field of study which is central 
to national and global environmental and social 
futures. ‘Where do you want to go today?’ was 
used as the centrepiece of Microsoft’s marketing 
campaign in the early Internet years. ‘Do 
geography to understand and change the world’, 
should be the credo of a revitalised geography 
curriculum.

But what would such a curriculum contain? A 
framework is provided by the recently revised 
International Charter for Geographic Education, 
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which specified five organising principles for the 
teaching of geography. 

If we apply these principles to the problem of 
‘how should students learn about Australia’ 
– although a full geographical education should 
also include examination of Asia-Pacific and 
global contexts – we are provided with a number 
of fruitful pathways:

Locations and places, in order to set national 
and international events within a geographical 
framework and to understand basic spatial 
relationships.

A revitalised geography curriculum should 
encompass the examination of locations and 
places that have special resonance to Australian 
national life and its place in the world. It could 
and should examine how places such as Lake 
Mungo, Myall Creek, the ‘Dig Tree’, Kakadu, 
the iron ore deposits of the Hamersley Ranges, 
Port Arthur, and the Sydney Olympic Games site 
inform national cultures, economics and politics. 
Examination of these places provides launch pads 
for asking questions about the spatial interactions 
that create economic wealth, cultural meanings 
and political influence in specific places, for 
specific groups of people, in specific ways.

Major biophysical systems of the Earth 
(landforms, soils, water bodies, climate, 
vegetation) in order to understand the 
interaction within and between ecosystems.

Our Gondwanan heritage is a fascinating story 
involving the marooning of monotremes and 
marsupials, eucalypts and wattles in a continent 
that still drifts northwards at a rate of eight 
centimetres a year. An appreciation of the 
interactions operating within the Great Barrier 
Reef ecosystem is mind-boggling in its extent. 
Tides pulse, waves crash, predators lurk on the 
coralline ridges, tiny sea creatures exchange 
gas to produce rain-inducing aerosols in the 
atmosphere, tropical cyclones carve out chunks of 
coral and produce new channels and the rich soup 
of plants and animals leave the water crystal clear 
stripped of its nutrients. This sense of uniqueness 
can be enhanced by well-targeted comparisons 
with the environments of our near neighbours.

Major socioeconomic systems of the Earth 
(agriculture, settlement, transport, industry, 
trade, energy, population and others) in order to 
achieve a sense of place.

In rural and urban Australia, socioeconomic 
change is constant and this reshapes the life 
chances of people and communities. Towns 
and cities are being incorporated into regional, 
national and global economies and communities 
in evermore complex ways, involving global 

lattices of movement of goods, information and 
services. In turn, these are bringing to the fore 
new environmental and energy-use challenges. 
The question of how large Australia’s population 
should be is ever-present in these contexts. 

Different ways of creating environments 
according to differing cultural values, religious 
beliefs, technical, economic and political 
systems. This helps facilitate understanding of 
the diversity of peoples and societies on Earth 
and the cultural richness of humanity.

Aboriginal people were divided into some 600 
different language groups when Europeans set 
foot in Australia. Cultural values and spiritual 
beliefs about the land extended beyond any 
European sense of ownership. With the premise 
of ‘land as mother’, Aboriginal people have duties 
and obligations focused on the conservation and 
protection of their country. Debating whether 
Aboriginal occupance was benign or whether 
‘firestick’ farming existed; or whether strange 
megafauna were hunted to extinction and the 
use of fire evolved after the extinction of virtually 
all the large herbivores; or whether the island 
continent has always been fashioned by fires are 
interesting conversations to be had. Australian 
geography should include the palimpsest of 
European technical, economic and political 
systems laid on enduring Aboriginal and Torres 
Strait Islander systems. It should also consider 
the significance of our more recent diversity of 
heritage and ways in which the built environment, 
at least, reflects different cultural imprints. 
Observing, documenting and discussing these 
processes provide an entry-point into questions 
relating to the changing senses of place within 
Australia; how different people, in different places, 
understand their surrounds.

The structure and processes of the home region 
and country as daily action space; and the 
challenges of, and opportunities for, global 
interdependence.

Australian geography has much to contribute on 
the interaction of the lived lives of its inhabitants 
and the constructs and constraints of scale. 
Individual lives in the Latrobe or Tallebudgera 
valleys express their identities in relation to rural 
Victoria or the Gold Coast, but are also citizens 
and consumers of Eastern Australia, take their 
vacations in the Asia Pacific and obtain their 
motor vehicles from the entire globe. They are knit 
together by the perplexing links of the Web: the 
richness that it brings to their daily lives and the 
threats that appear on the horizon. In this paradox 
of the geography of nowhere, place resurfaces 
as an important concept: the local becomes even 
more important in the context of an interlinked 
global village. Within this home space no longer 
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can Australians remain in ignorance of conflict, 
war and terrorism but they can take advantage of 
interconnectedness to trade, obtain enlightenment 
and discover the universality of common values.

In all of this, the study and teaching of geography 
should be inflected with a spirit of exploration 
and inquisitiveness. Geography should not be 
about the passive learning about places in the 
world. Its fundamental premise should revolve 
around explanation: of why things are where 
they are; how human society is structured in 
space; and how physical environmental systems 
and human activity interact. The kinds of topics 
that resonate through geography and extend 
and interest students include: Australia’s role in 
global politics, environmental degradation, genetic 
modification, resource management – particularly 

water, legal and illegal migration, conflicts at local 
and national scales, global warming and climate 
change, extreme natural events, the processes 
and impacts of tourism, access to technology and 
gender inequalities.

For a future in which Australians are well-
equipped to understand and adapt to the rapidly 
changing world, educational bureaucracies cannot 
afford to neglect geography. Not surprisingly in 
light of the fact that we inhabit an island-continent 
unlike no other place on earth, the teaching and 
research of geography in Australia traditionally 
has had a rich intellectual edge. Re-energising 
this edge, starting with the review of relevant high 
school curricula, should be a national educational 
priority.
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At the June, 2006 biennial Symposium of 
the International Geographical Union’s 
Commission on Geographical Education 

held in Brisbane, there were �30 participants from 
twenty-four different countries. An additional forty 
teachers attended a one-day program focusing 
on professional learning for teachers. During 
the four days of the formal program there were 
ninety-two papers delivered, including three 
key note addresses. The published Symposium 
proceedings (Purnell, Lidstone & Hodgson, 2006) 
include all accepted refereed conference papers 
and a complete list of abstracts. 

Held on the campus of Queensland University of 
Technology (QUT) delegates were able to bask in 
the glow of mild ‘winter’ Brisbane days and enjoy 
the pleasant atmosphere of the nearby Botanic 
Gardens and the Brisbane River. For delegates 
who had travelled from distant places including 
Russia, Finland, Korea, Japan, Israel, Germany, 
the Netherlands, Sweden, Norway, China, United 
States, Canada and Mongolia, and nearer places 
such as Singapore, New Zealand and Papua 
New Guinea, this was a perfect venue for relaxed 
and convivial discussions related to research 
and the scholarship of teaching and learning. 
Added to this location for the formal program, 
fieldtrips to the Great Barrier Reef and other 
places were arranged which enabled delegates to 
immerse themselves in the beauty and wonder 
of the Australian landscape and culture. These 
venues provided the perfect opportunities for 
conversations that are an important dimension of 
large international gatherings and often provide 
the perfect opportunity for conceptualising new 
projects that work towards new international 
project agreements. 

The Symosium’s theme was highlighted in the 
messages from the various keynote speakers. 
Opening the symposium was QUT Vice Chancellor 

Professor Peter Coaldrake. His messages to the 
higher education sector were clear. To remain 
competitive in the global economy, we need 
to look very closely to the rapidly expanding 
economies of South East Asia, especially China, 
India, Thailand, Singapore and Vietnam. The 
economic shift towards Asia makes western 
economies and ways of thinking look ‘old’ and 
complacent. There is urgent need within our 
educational contexts to recognise the ways in 
which the old narratives are being outmanoeuvred 
by entrepreneurial traders who recognise where 
the power is heading. Professor Rod Gerber, as 
a past Chair of the Commission, reinforced this 
opinion with his call for a new empiricism that 
can review and redefine the relationships between 
power and place. The argument for situating 
Geography and geographical thinking in the 
globalised and international arena is no longer 
optional. With so much information available via 
the Internet, questions and inquiry-based learning 
are crucial for developing critical thinking aimed 
at responsible and active citizenship. Underlying 
this call for solid geographical investigation, 
that probes the ‘why’ and ‘how’ of issues, is a 
realisation that geopolitical contexts can seem to 
lead us away from inquiry and towards a focus 
on description and surface learning. Avoidance 
of litigation and the need for political correctness 
have their limitations on educational learning 
environments – they can stymie debate and 
insightful learning. Deep and meaningful learning 
that can nurture tolerance and foster inter-
cultural understandings within our globalised 
lifestyle must have some intellectual honesty and 
underpinning scholarship. 

An illuminating application of the ways in which 
geographers as educators and active citizens can 
maintain their credibility was provided by keynote 
speaker Dr Bob Digby from University College 

Report of the International Geographical 
Union, Commission on Geographical 
Education Symposium
Brisbane, June 2006
Theme: Changes in Geographical 
Education: Past, Present and Future
Dr Margaret Robertson 

Associate Dean Research, Faculty of Education, La Trobe University
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School, London. His analysis of the environmental 
report cards of Olympic host nations provided 
a practical application of policy, politics and 
sustainability. The environmental compliance of 
nations in their Olympic bids has become part 
of the selection process. As such, the analysis 
provided an excellent example of the kind of 
environmental ”watch-dog” role that can be 
played by students. The reality of the actual place 
and its purpose to showcase the Olympic nation’s 
best face to the world can be a useful motivating 
tool for developing environmentally sustainable 
consciousness in young minds.

The range of papers and the issues they raised 
during the four day symposium included: GIS; 
developing communities of practice at local and 
global levels; history connections; imaginary 
geographies; holistic community approaches; 
professional standards, and the geography of 
”loyalty”. Full texts of the papers can be read in 
the proceedings.

The other major dimension of the conference 
was the Geography Olympiad. The following 
report from Joop van der Schee (Co-chair of the 
IGU Task Force for the Olympiad) highlights its 
success and growing importance. 

The 2006 International Geography 
Olympiad 
The best geography students from 23 countries 
from all over the world participated in the 6th 
International Geography Olympiad in Brisbane, 
Australia, from 28 June to 3 July 2006. This 
Olympiad was held under the auspices of the 
International Geographical Union Olympiad Task 
Force. The Olympiad 2006 was held in conjunction 
with the IGU Regional Conference, 3–7 July, 
and the Commission on Geographical Education 
Symposium, 26 June–2 July. The 2006 Olympiad 
was hosted by The Royal Geographical Society 
of Queensland Inc and the Australian Geography 
Teachers’ Association Ltd. 

The aims of the International Geography Olympiad 
are to:

(�) stimulate active interest in geographical and 
environmental studies among young people; 

(2) contribute positively to debate about the 
importance of geography as a senior 
secondary school subject; and

(3) facilitate social contacts between young 
people from different countries and doing 
so, contribute to the understanding between 
nations. 

The official language of the International 
Geography Olympiad is English. More countries 
than ever participated in the 2006 Olympiad in 
Brisbane: Australia, Belarus, Belgium, Bulgaria, 

China-Beijing, China-Taipeh, Czech Republic, 
Estonia, Finland, Germany, Hungary, Latvia, 
Lithuania, Mexico, The Netherlands, New 
Zealand, Poland, Romania, Russia, Saudi Arabia, 
Slovakia, Slovenia and the United Kingdom. Each 
participating country consisted of a team of four 
students of secondary schools and two adults as 
team leaders. Students’ ages were between �6 
and �9 years. Students were selected through a 
national competition. 

The Olympiad consisted of three parts: a written 
response test (40% of total marks), a substantial 
fieldwork exercise (40%), and a multimedia 
test (20%). Students completed almost all test 
assignments individually. The three test elements 
were organised on different days. For past 
examples of questions, see the Olympiad website 
www.geoolympiad.org which is sponsored 
by ESRI. As part of the two-day fieldwork 
exercise, students investigated the geographical 
characteristics of Kelvin Grove, Brisbane. The task 
was to explore this urban area in order to evaluate 
development plans for this part of Brisbane.

Who won the 2006 Olympiad? Jacek Próchniak 
from Poland was the best of all 96 students. The 
second place was for Jakub Redlicki from Poland 
and Alexandra Livia Petrusca from Romania was 
number three. The medal awarding ceremony 
was held at the opening of the IGU Symposium 
and IGU President, Professor Adalberto Vallega 
was the first to congratulate the brilliant young 
geographers. The ranking of the winning teams 
was: (�) Poland, (2) Estonia (3) Romania (4) 
The Netherlands (5) Australia. Newcomer and 
organiser Australia did a wonderful job! 

The next International Geography Olympiad is in 
Tunis in 2008.
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Abstract

This article consists of five sections: the first 
considers the educational environment in the 
late �950s and early �960s, which alerted 

geography teachers to support their discipline 
as an essential component in the secondary 
school curriculum; the second traces the events 
leading to the foundation of AGTA between �962 
and �97�; the third discusses the period of 
consolidation when all State Associations and 
the New Zealand Board of Geography Teachers 
became affiliated with AGTA from �972 to �984, 
and its growth nationally and internationally; 
the fourth period �985–2006* refers to changes 
in the format and objectives of Geographical 
Education, the development of administrative 
structures appropriate for a large organisation, 
the increase of publications sponsored by AGTA, 
the limiting of financial liabilities for members, the 
success of the biennial national conferences, and 
the strengthening of relationships with national 
and international educational institutions. A 
conclusion summarises significant influences.

* The fourth period will appear in the 2007 edition 
of Geographical Education.

Introduction: 1950–1961
The late �950s and �960s was a period, 
when parents, employers and educationists 
were concerned about the kind of education 
adolescents received in the secondary school 
systems in each of the Australian states.

Committees were formed to survey secondary 
education in New South Wales, Victoria and 
Western Australia. At the same time as these State 
Reports were being released, research carried out 
in Australian secondary education by Professor 
Freeman Butts (�96�), an exponent of the 
progressive education movement in the USA, and 
Professor Bill Connell (�96�) was published.

In these Reports considerable attention focused 
on the purposes of secondary education, the 
reorganisation of schools, and the need to provide 
more flexibility in curricula offered to students. 
The traditional approaches to teaching subjects 
were analysed and regarded as too prescriptive 
for developing the skills and value systems and 

The Australian Geography Teachers’ 
Association: A Review
Dr Don Biddle, AM.
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knowledge required for living in an ever-changing 
society. A generalist approach to the biophysical 
sciences and social sciences was recommended 
in place of teaching the disciplines. However, 
teachers qualified in the disciplines, who had 
not been included in the discussions, argued 
that it was more logical to improve the teaching 
methods rather than eliminate disciplines from the 
curriculum. 

It was ironical that, at the time these reports 
on Australian secondary education were 
recommending the integration of the biophysical 
sciences and the social sciences, parents and 
employers in the USA were expressing their 
concern about the anti-intellectualism of the 
progressive education movement with its 
emphasis on integrated courses in the secondary 
school. Bruner (�960) responded with new 
curricula based on the disciplines, perceived as 
models or systems, through which to assimilate 
the unknown into what was known in order to 
make changes comprehensible and manageable. 
These curricula were aimed at generating 
functional learning by encouraging students 
to experience the discipline as process, to 
understand its structure, and to use the inquiry 
and discovery method of research workers in the 
discipline. The discipline was regarded less as a 
range of information than as a means of selecting 
significant questions and a technique for ordering 
data, applying the data in answering these 
questions and establishing the rules by which the 
answer was validated. The discipline was viewed, 
therefore, as a functional analytical tool which was 
answer oriented. 

When geography teachers in each of the 
states in Australia read these Reports, and the 
recommendations for the integration of the 
social science subjects, they became concerned 
that the knowledge, skills and values provided 
by geography in secondary schools would 
eventually disappear within a compulsory social 
studies syllabus. This fear was confirmed with 
the implementation of the Wyndham Scheme 
in �960, in which a Social Studies Committee 
was formed to prepare a compulsory Social 
Studies course from Years 7 to �0. Similar 
decisions were pending in the other states, so 
geography teachers saw the need to strengthen 
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the Geography Teachers Associations to provide 
political pressure groups to protect the right 
of students to have a choice among the social 
science disciplines, and to enlighten the parents 
and employers of the advantages of this approach.

Beginnings: 1962–1971
These concerns of geography teachers were 
brought to the attention of the organisers of the 
Geography Section of the 36th ANZAAS Congress 
held in Sydney from 20 to 24 August, �962. The 
organisers responded by including a session on 
The Teaching of Geography in the Secondary 
School and by inviting the Presidents of the 
Geography Teachers’ Associations in Queensland, 
New South Wales and Victoria to present papers 
on the position of geography in their state.

A measure of the success of this Conference 
was that a meeting was organised, immediately 
following the presentation of papers, to discuss 
the possibility of a closer liaison among 
geography teachers and teacher educators from 
each state. It was agreed that the initial objective 
of such a liaison would be a sharing of knowledge 
and experiences to improve the teaching of 
geography, and to work towards closer liaison 
through the formation of a National Geography 
Teachers’ Association. 

Although there was frequent correspondence 
between the three Associations, structural 
changes in secondary education in each state 
increased the need for the Associations to provide 
assistance for their own members. In �966 
agreement was reached to organise a meeting 
of representatives of GTAQ, GTANSW, GTAV and 
GTASA at the ANZAAS Congress in Melbourne in 
January �967, to be held after a series of papers 
were presented on Geography in the Senior 
Forms. These papers emphasised the variety of 
approaches to developing geography curricula 
and confirmed the need for more consultation 
among teachers, academics and parents before 
implementing courses in secondary schools. As 
a result of the interest shown in these papers, 
Geography in the Senior Forms (Biddle & Collins, 
�967) was published by Cheshire on behalf 
of GTAV and GTANSW. At this meeting it was 
decided to hold an inaugural meeting of the 
National Geography Teachers’ Association in 
Melbourne, on �0 June �967, to be organised by 
the GTAV. It was decided, also, to invite delegates 
from Geography Teachers’ Associations in each 
Australian state, New Zealand and Papua New 
Guinea. The agenda items to be discussed at 
this meeting were the objectives and name of 
a national organisation, the formulation of a 
constitution, a possible administrative structure, 
application fee and annual subscription required 
for financial sustainability, the election of a 

Provisional Executive Committee, and the 
organisations to be advised of the founding of a 
new national association.

At the end of the inaugural meeting, on �0 
June �967, all of these agenda items had been 
discussed and amended before adoption, and a 
Provisional Executive elected to be ratified by the 
Associations as they became affiliated.

In the first year of operation the Executive of 
the Australian Geography Teachers’ Association 
established a Secretariat to collect information 
from each of the associations and to disseminate 
information to them.

The first major activity for AGTA in �967 was to 
react to the failure of the UNESCO Committee 
for Education to include geographers in a 
Seminar on Social Science in the secondary 
school, (Partridge, Connell & Cohen, �969). TheConnell & Cohen, �969). The�969). The 
purpose of this two-week Seminar was to provide 
arguments for a compulsory integrated social 
science course in secondary schools in Australia. 
AGTA was successful in gaining geography and 
history representatives at the Seminar, who 
convinced a majority of the participants that 
these disciplines could provide effective social 
experiences for secondary school students 
and, therefore, should not be removed from 
the curriculum and replaced by a social studies 
course.

In order to get as many geography teachers 
together in these formative years, the first AGTA 
Conference was held in Sydney in August �968 
and the second Conference was planned and held 
in Adelaide in �970. The first Executive Committee 
believed that it was essential that geography 
teachers share their knowledge and experiences, 
in person, in a pleasant social environment to 
develop rapport among the associations.

Since there was no Geography Teachers’ 
Association in Tasmania, AGTA decided to assist 
a small group of geography teachers to form the 
Geography Teachers’ Association of Tasmania 
in �968. Because of its small membership the 
mainland associations provided resources and 
information for a number of years for distribution 
to members.

During �967, there were discussions among 
association members of the need for the 
publication of an AGTA Journal to publicise 
research in geographical education and in its 
other activities. The problem of finance was 
discussed. It was suggested that members could 
produce publications for AGTA with the royalties 
used to assist in the publication of Geographical 
Education. The first of these publications, 
Readings in Geographical Education, Vol 1, 1954–
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1966 (Biddle, �968), was published for AGTA by 
Whitcombe and Tombs. 

The first number of Geographical Education was 
published in �969. Most of the papers included 
were presented at the first Conference held in 
August �968.

In �970, geography teachers in Western Australia 
wished to become involved with AGTA. There 
was a Geographical Society, centred in the 
Geography Department of the University of 
Western Australia (UWA), which teachers could 
join. The AGTA Executive had decided, however, 
that only Geography Teachers’ Associations could 
affiliate with AGTA. The reason for this decision 
by the Executive Committee, after discussions 
with geography teachers, was their experiences 
with academically controlled societies, although 
appropriate for university staff, had restricted 
teachers from implementing their objectives, 
which were related more to planning programs, 
developing resources, and assisting teachers 
with problems experienced when teaching new 
geography courses. Again, teachers believed that 
university staff had the Institute of Australian 
Geographers to represent them nationally. 
Consequently, with the assistance of AGTA, the 
Geography Teachers’ Association of Western 
Australia was formed and became affiliated with 
AGTA in �97�.

Between �968 and �97� members of each 
association provided inputs on geography 
curricula, teaching methods, assessment and 
evaluation techniques in papers presented 
at conferences and published in the Journal. 
These inputs contributed to the improvement of 
geographical education in Australia and attracted 
the attention of curriculum planners overseas.

Finally, the Interstate Executive Committees 
worked as efficient professional teams in 
implementing the objectives of AGTA so that far 
more was achieved than was expected by the end 
of �97�.

Consolidation: 1972–1984
In �972, a Committee was formed to prepare a 
statement on Geography in Education to assist 
geography teachers, curriculum planners, and 
educational administrators engaged in the task 
of curriculum planning during the �970’s. It was 
a three-page document, which emphasised the 
importance of geography for assisting students 
understand a dynamic world, including ways of 
maintaining the quality of the environment. It was 
published in the �973 volume of Geographical 
Education, and was distributed to secondary 
schools, curriculum committees, and other 
interested institutions.

An application was received from New Zealand 
geography teachers to affiliate with AGTA. At 
this stage geography teachers were members 
of the New Zealand Geographical Society, which 
was reluctant to let teachers form a separate 
association. Consequently, a Board of Geography 
Teachers was formed, as a section of the New 
Zealand Geographical Society, and was accepted 
for affiliation with AGTA. 

Although there were a number of New Zealand 
teachers, who kept in touch with AGTA, the 
Board of Teachers, which was an adjunct of the 
Society, could not obtain sufficient independent 
financial resources to implement their objective of 
assisting geography teachers with new curricula 
in New Zealand and, at the same time, retain their 
affiliation for more than a short period, with AGTA.

Geographical Education was published annually. 
The early papers highlighted the variations in 
curriculum models and paradigms selected 
by each of the states. This was a valuable 
educational experience for teachers since 
the curriculum models varied from systems 
theory, understanding of geography concepts, 
or identifying and answering geography 
questions. At this time, knowledge of curriculum 
development was highly relevant to teachers 
because the emphasis had moved from centre-
based to school-based curriculum development. It 
began with an increase in teacher representation 
on curriculum committees and the publication 
of detailed information on the implementation 
of the curriculum produced by the teachers 
on the committees or by the geography 
teachers’ association. Consequently, curriculum 
development became a fertile field for discussion 
at association meetings and at conferences, 
and developed the expertise of Australian 
geography teachers. Curriculum developers 
overseas were impressed with the curriculum 
papers, published in Geographical Education, and 
invitations were given to authors to give lectures 
at overseas conferences. A particular example 
was an invitation to three members of AGTA to 
present papers on curriculum development at a 
Symposium on Geography and the Environment 
in Southeast Asia at the University of Hong 
Kong, followed by practical workshops for 
teachers. AGTA members also became prominent 
at conferences organised by the International 
Geographical Union Commission on Geographical 
Education. 

Other papers published in Geographical 
Education provided a diverse coverage of topics 
on geographical education. These ranged from 
philosophical viewpoints affecting perception, 
research methodology, geography concepts, 
assessment and evaluation, field studies and 
practical work, and resources for teaching. 
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Reviews received from overseas journals and 
comments of geographical educators and 
teachers on the need for a journal concentrating 
on the implementation of research in geography 
and in education in the school curriculum 
confirmed the views of the Editors. The increase 
in the popularity of the Journal required the 
addition of an Assistant Editor and a Business 
Manager. In order to maintain the quantity and 
quality of journal articles an Editorial Panel, 
with representatives from each of the affiliated 
associations, and from the University of London, 
Institute of Education were appointed.

A major problem, given close attention in 
this period was the financial pressures of the 
activities created by the enthusiasm of each of 
the state associations. The financial base for 
AGTA was subscriptions from the members of 
each of the associations. The major cost was the 
travel and accommodation expenses for elected 
members and delegates. Attempts to alleviate 
these pressures were to accommodate elected 
members and delegates in the homes of members 
in the host state; obtaining discount fares on 
major airways; holding meetings in the most 
central Australian city to reduce cost of fares; and 
reducing the number of meetings by telecasting. 

Discussions were held on some ways of earning 
funds from royalties, through the development 
of classroom resources, such as landscape 
interpretation of photographs, mapping and 
map reading, climate and production graphs, 
and methods of assessment. Teaching kits on 
South-West Tasmania, New Zealand, and the 
Geographical Activities Series consisting of 
well-organised curriculum notes on imaginative 
and tested teaching activities were popular with 
teachers. Changes in curricula also required 
teachers to understand the relevance of these 
changes for classroom practice. Examples of 
publications, which were sponsored in this 
period by AGTA were Readings in geographical 
education, Vol. 2, 1968–1972 (Biddle & Deer, 
�973); Handbook for geography teachers (Deer 
et al., �977), Geographical viewpoints (Gerber, 
�978); Geographical issues (Gerber & Biddle, 
�980), National geography resources directory 
(GTAV,�982); and Helping slow learners with 
geography (GTASA, �982). To increase the 
visibility of AGTA, a logo was produced by 
GTASA, in �973, to be shown on all letterhead and 
publications.

A major earner of funds for AGTA, which was 
popular with teachers, were Geography Education 
Tours arranged by various members of the 
associations. Tours supported by teachers were 
to China (3 tours to separate regions), Malaysia, 
U.S.A, New Zealand, Japan (IGU Conference in 
Tokyo), and France (IGU Conference in Paris).

The tremendous increase in activities placed 
considerable stress on the members of the 
Executive Committee. The Constitution was 
revised and published in the �972 number of 
Geographical Education in order to clarify, in 
particular, the management and finance sections. 
It was again revised in �979 to increase the 
efficiency of AGTA operations. The changes 
related to more frequent presentation of financial 
records, the number of Vice Presidents to be 
elected, and some minor modifications with the 
aim of clarifying the intent of some statements.

A major contribution to the success of AGTA 
were the biennial conferences organised by the 
Executive Committee of the State Association 
elected to manage the association for a two year 
period. It was the time when members of each 
association were able to meet to present papers in 
their area of expertise; to discuss the advantages 
and disadvantages of their experiences in teaching 
geography in their educational environment; and 
to consider suggestions for solving problems. 
These discussions often led to assistance being 
offered to a state association by one or a number 
of the other associations. Probably of more 
significance were the friendships made among 
association members at the social gatherings 
organised during the conferences. It was the 
occasion when the objectives of the Association 
came closest to being fulfilled, through the 
active involvement of individual members, in an 
organisation structured to promote all aspects of 
geographical education.

Again, during this period to �984, AGTA continued 
to forge links with geography societies such as 
the Royal Geographical Society of Queensland 
(RGSQ); Geographical Society of NSW 
(GSNSW); Institute of Australian Geographers 
(IAG); Geography Section of ANZAAS; National 
Committee for Geography, Australian Academy 
of Science (NCGAAS); International Geographical 
Union Commission on Geographical Education 
(IGUCGE); and with the Curriculum Development 
Centre (CDE) of the Commonwealth Department 
of Education, which was undertaking research 
and curriculum projects on a national scale. The 
AGTA Awards system led to a closer relationship 
with the publishing firms and a consequent 
improvement in geographical education 
publications.

Please note, The fourth period will appear in the 
2007 edition of Geographical Education.
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Geography is a discipline with a degree 
of tension. The tension is between links 
to other disciplines and its integrity as 

a whole. Historically the discipline has found 
tectonic hotspots across divides between 
positivism and regional approaches, between 
political economy and the mainstream. More 
recently, the discipline is finding that the emergent 
strands of GIS and remote sensing have much 
in common with related disciplines such as 
information systems and physics. In the UK, 
key geography journals are struggling to get 
physical geographers to submit manuscripts to 
them because they are publishing elsewhere. 
In this paper, I intend to explore the nature of 
the connections within and beyond geography 
education and to discern the changes taking place 
so that some ideas emerge for making a future for 
the discipline.

The discipline of Geography gains much of its 
energy from the links it has with other disciplines 
and the tensions this causes. Geography is 
taught in various forms in different levels of 
education from pre-school to higher education, 
it is taught from a range of perspectives and 
in some institutions physical geographers may 
be separated from human geographers, some 
geographers work more closely with people 
in other disciplines than they do with their 
geographer colleagues. At the same time, changes 
in education and in the use of technology in 
education provide some opportunities to create 
positive energy from these connections and make 
for a more dynamic and exciting future for the 
discipline.

The word tension has had bad press. It is often 
associated – thanks to TV advertising – with 
headaches. It is like stress. I have an uncle, a one-
time Jesuit and later business consultant, who 
argues that there is ‘bad’ stress and ‘good’ stress, 
what he calls dis-stress and eu-stress. Distress 
is negative and to be avoided, but eustress is a 
positive stress. This is necessary to complete 
projects, in that it is what gives you the ‘buzz’ to 
continue pursuing your chosen career. It is why 
people do sport, what a lot of actors enjoy about 
theatre performance and what a lot of lecturers I 
know enjoy about performing large lectures and 
presentations. Tension comes from a connection 
where there is stored energy. The key is to 
channel that energy into positive outcomes, and 

in this paper, I will explore some connections, and 
hopefully consider ways that the energy from the 
tensions I discuss can be positively channelled.

Connecting Levels of Education
In higher education institutions in the UK I have 
observed that we have been concerned about 
the issue of tension within the discipline for 
some time. As a result of this tension, we have 
tended to focus on the immediate challenges and 
taken our eye off the ball in terms of other, more 
strategic, connections that are important for our 
future. For example, there are very few geography 
academics that work as assessors or curriculum 
advisors for school level education, as has been 
the case in the past, because we are busy meeting 
publication, research income and teaching 
quality requirements of our own. Links between 
higher education and school geography have 
declined with some notable exceptions. While we 
university academics have been preoccupied with 
the concerns of our borders and our heartlands 
(Lynch, 2005), our colleagues in schools have 
been working through a range of national 
curriculum reviews, educational reforms and a 
struggle to recruit examiners and paper setters for 
qualifications. These school-based changes have 
meant that teachers find it difficult to find the time 
to engage with academic geography, feeding the 
latest and most exciting developments into the 
curriculum. 

There is no clear strategy at a disciplinary level for 
ensuring progression in the discipline from early 
years at school up to university. This means that 
university lecturers complain that students are 
poorly prepared for university and school teachers 
and careers advisors complain that academics 
don’t understand what students have learned and 
build on that. A colleague recently shared with 
me her observations of initiatives at primary level 
near Bristol in southwest England that provide 
active learning opportunities and the chance for 
children to identify their learning styles. However, 
she observed that the current situation is such 
that most of them will have to be re-taught 
these abilities at university because their high 
school learning experience is framed differently 
(Swansborough, Personal Communication). 
We are failing to assist our students to navigate 
across the boundaries between the different levels 
in geographical education.

Making Connections, Creating Futures
Kenneth Lynch

Faculty of Education, Humanities and Sciences, University of Gloucestershire, UK
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Boundaries and Cores
The proliferation of disciplines at school-level and 
university level means that the range of attractive 
courses and qualifications on offer has widened. 
This has meant that geography is competing with 
a growing range of subjects, many of which are 
perceived to be better preparation for careers than 
geography. At school level, subjects like business 
studies, media studies, and computing have 
grown in popularity, while at university, since the 
cost of higher education has gradually increased, 
so the interests have moved increasingly towards 
more vocational subjects, such as pharmaceutical 
science, sports sciences and law. However, added 
to this are modern courses such as computer 
game design and Internet computing.

This is the backdrop to my argument that 
connectedness is at the heart of geography, what 
makes the subject potentially appealing to so 
many people and one of the things that makes 
people excited about learning or indeed teaching 
the subject. It is precisely this connectedness 
that makes geography a key subject in the 
informational society. Let us consider an example.

In the UK, a well-known TV chef, Jamie Oliver, 
started a campaign to improve food provision 
in schools. He started by showing pupils how 
to make the burgers, turkey twizzlers and other 
fast foods they were being served at a cost of 
around 37p per pupil per day. On the face of it this 
sounds fairly innocuous, but when you see fat, 
ground meat and gristle being added to the mix it 
is enough to put you off a gourmet lunch, never 
mind a 37p fast food burger. Oliver then trained 
up school cooks, many of whom were ready and 
receptive to this as they had entered a career as a 
professional cook and been reduced to re-heating 
pre-prepared food. Much of the series covered 
the challenge of persuading kids to eat vegetables 
and fruit instead of sweets and crisps. Oliver is 
credited with confronting the UK government with 
no choice but to put in place reforms, including 
local sourcing of food, increased fresh food, and 
food-related curriculum.

This example illustrates the challenge that is about 
food and nutrition, but which has a geographical 
dimension. The challenge was to encourage the 
pupils to think and experience outside their norm. 
Once he had encouraged a bit of adventure, 
he had them hooked. To me the geographical 
dimension relates to the production and 
consumption of food and the distribution chains 
that bring the food from producer to consumer. 

There is also development of the geographer 
as adventurer. I have a colleague in South 
Africa who focuses a whole final year course 
around adventure. His students are encouraged 
to experience something they have never 

experienced before, and explore new people and 
places. Many of his students are white South 
Africans, so inevitably his students tend to 
focus on the local township. One of his students 
focused on a township shebeen, or unlicensed 
pub, one collected old shoes from his fellow 
students and went to set up a stall in a township 
market. He had to learn the hard way the 
challenges of setting up a stall, never mind doing 
so as a white South African in a black township. 
However, he gradually won over the other 
stallholders, some of whom began offering advice 
and support, recognising what he was attempting 
to achieve. At the end of their experience they 
are assessed through a poster that explains the 
theoretical issues their experience illustrates and 
their interpretation of what they observed.

There are several connections that this illustrates 
that are crucial to the future of geographic 
education. These relate to the need for institutions 
providing geographic education to make links 
beyond the classroom. I would like to take a 
little time considering each of these in the next 
section. The connections that will make the future 
of geography will be ones that extend beyond the 
classroom and that help our students extend their 
learning from the classroom to the rest of their 
lives. It is important to consider the blurring of 
the classroom walls, and therefore the boundaries 
between the learning that takes place in the 
classroom and that which could take place beyond it.

Institutional Connections 
It is important for geography educators to 
consider connections beyond the classroom 
and beyond the institution. This means that the 
learning in the classroom must be relevant to 
life outside which can also provide learning in 
the classroom. For example, libraries or learning 
resource centres, museums, the companies 
and organisations and their worker placements, 
visits and learning collaborations can all draw 
on geographic knowledge and skills. Another 
example includes the need for education outside 
of the classroom, such as IT professionals trained 
in GIS techniques without geography. They will 
become responsible for delivering geographic 
information with a limited understanding of 
how this relates to the geography of the places 
covered. 

One of the ways that universities have responded 
to this need to blur the boundaries of the 
classroom has been to recruit part-time lecturers. 
In some cases this is justified as bringing skills 
and experience of professionals with ”day jobs”, 
but most of the growth is about cheap, flexible 
labour. This is an opportunity to reinforce the 
connections beyond the classroom and it is lost. 
These kinds of appointments could be encouraged 



GEOGRAPHICAL EDUCATION    VOLUME �9, 200620

to positively help our students extend their 
learning beyond the classroom and into the rest 
of their lives. When combined with the latest tools 
of eLearning, this kind of contextualised learning 
may contribute to the development of new and 
exciting forms of learning – or new routes to 
exciting learning.

New Forms of Learning?
Historically, distance learning has been an 
important approach for a limited number of 
institutions. For example, in the UK Open 
University, the University of South Africa and at 
many Australian universities, with the advent of 
new forms of technology particularly in the form 
of learning and management systems, distance 
learning approaches have been brought back 
into the classroom and a form of blended flexible 
learning and problem based learning. Knight & 
Teghe (2006, p. 28) argue:

The arrival of the post-industrial society 
has brought a realisation that the new 
economy will be increasingly focused 
on the trade in knowledge through the 
medium of communication technology, 
which brings the educational systems 
into the debate about how to best adapt 
to an information society to provide the 
best educational opportunities for young 
people.

So information literacy is a recent requirement 
that is now a key part of higher education 
curriculum benchmarking (Quality Assurance 
Agency, 2000). The latest developments in mobile 
technology suggests that learning resources 
can be delivered to learners anywhere, anytime 
(Anderson & Blackwood, 2004). This has 
prompted Alexander (2006, p.3�) to argue that 
educators previously concerned about designing 
libraries as places for any learning will, in the 
future, have to design learning for any space. 
Alexander has suggested that providing learning 
resources in the palm of your hand through 
mobile – or ”ubiquitous” – technology is going to 
result in a revolution for educational institutions. 
If Alexander is correct, it is imperative that 
geography educators make connections with 
mobile technology providers , learning resources 
providers, libraries, learning technologists and 
others in order to create futures that make 
geography education accessible, attractive and 
exciting for all. One of the specific contexts for 
geography is the ability to support learning in the 
field through a handheld device. 

These examples probably indicate the rapid 
changes that are likely to come in to education 
and working life. These have impacts on the work 
of teachers and what our students will need to 

learn. Knight et al. (2006) argues that the old 
model of one-time teacher training provided by 
a university and a discipline curriculum handed 
down by academics will have to be replaced by 
new forms of development and support. The 
model they propose is based on communities 
of learning that include the university, college 
and school, as well communities. This 
resonates strongly with the collaboration of 
the UK Department for Education and Skills, 
the Geographical Association and the Royal 
Geographical Society (with the Institute of 
British Geographers) in the Action Plan for 
Geography. A key strategy of this Plan is for the 
subject associations to provide a framework 
for networks of subject leadership to support 
and enhance geographical education. As the 
UK educational framework changes and local 
governments streamline their support for 
continuing professional development for teachers, 
such subject-based initiatives will be increasingly 
necessary to provide focus and leadership for 
geography teachers. Change is likely to be one 
aspect of the future of geographical education that 
we can be sure of, so it is ironic that this cutting 
back of teacher support is happening at a time 
when the knowledge and skills teachers require 
are changing and developing at an increasing 
pace. 

Connections in the Information Society
The latest predictions for the future of work, life 
and business suggest that a radical re-think of 
education is required. This re-think will involve 
the development of a more connected approach 
and this is why geography is in a strong position 
to create attractive futures. For example, one 
of the challenges for geographers has been the 
fact the discipline requires use of laboratories 
like sciences, tutorial classes and lectures in 
humanities and social sciences, libraries and chart 
and map rooms for social sciences and architects 
and planners and computing laboratories in 
computing sciences and information systems. 
However, far from being only a challenge, this 
means that geographers have a unique ability to 
work with cartographers, librarians, technicians 
and these collaborations are going to be the 
way of the future. Hewitt Associates (2004) 
argue that organisational structures are already 
changing. In the future, more organisations 
will be project-focused and less hierarchical, 
more focused on consumers than on producers 
and involve more independent consultants and 
outsourcing of activities where this achieves 
improved efficiencies and effectiveness for the 
consumers. I am not a great advocate of bringing 
business models to education, but if we consider 
businesses and educational establishments as 
organisations, then universities and schools 
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have a lot to learn. If our students are prepared 
for a more connected life, have the skills to work 
in project teams independently, change jobs 
and careers and collaborate then they will be 
better prepared for this future. One way we can 
prepare them for this is to make their educational 
experience more connected, that is provide a 
wide range of flexible learning opportunities that 
develop their communication, information literacy, 
project management, team and independent 
working skills. 

These skills and experiences will require a 
more connected curriculum. This will require 
students to be able to connect their learning in 
the classroom to their real worlds, their individual 
learning to learning in teams, learning from text, 
image, sound and video. However, a number 
of researchers argues that current and future 
students are already ahead of this, in terms 
of their interest and proficiency in the use of 
connected technology.

The Net Generation
Oblinger (2005), among others, has argued 
that the current generation of students – the 
Net Generation – is different from previous 
generations because they have grown up in very 
different conditions. As a consequence, educators 
have to take this into account when designing 
learning. Cochrane (2004, p.�) has observed that 
young people ‘text instead of talking, email instead 
of writing, and always go to the web rather than 
a library’. We have to recognise that our students 
may see connections implicitly that we as 
educators struggle to see. This is an opportunity. 
Oblinger suggested in a recent podcast interview 
that if we are concerned that students’ use of 
technology, whether it is MySpace.com or their 
media-messaging mobile phones, is superficial, 
then it is because their educators have not 
understood the technology and encouraged them 
for deeper, more connected learning. For example, 
to communicate with people and share these 
ideas they might not otherwise come across.

Robertson and Fluck (2004) report their 
experiment in the use of online learning objects 
in Australia. One of the unexpected outcomes 
has been the quality of communication between 
students and teachers. In one case a teacher and 
student communicated in a chat room for some 
time before the student realised that the other 
person was a teacher. Roulston and Clarke (2003) 
demonstrated the potential for this technology 
to help individuals and groups overcome 
prejudices and difficulties in communication. 
Their experiment involved the use of Blackboard 
to team up students, two from a Catholic school 
and two from a Protestant school. The students 
did not meet each other, because they were from 

different towns, but the effect was that they 
worked well together and learned how to work 
together in spite of their different backgrounds – 
which would otherwise have made it very unlikely 
they would meet up, never mind learn together 
and collaborate on projects.

Traditional Geography and Business 
Restructuring
I am not normally an advocate of business 
models in the education sector, but I do believe 
that the way that some businesses have changed 
as a result of changes in technology can teach 
educators a lesson, if we are willing to learn. 

A few years ago Internet users and the music 
industry clashed. The industry was concerned 
that the basis of their income was under threat 
because of users of a site called Napster were 
sharing MP3 versions of their music. The industry 
was partially successful in stopping this, but 
also quickly adopted the technology themselves. 
Napster now has a legal version, but iTunes 
is perhaps best known for providing music 
downloads. Most large companies producing 
music are now selling online, and downloads are 
now a greater proportion of music sales than CD 
singles and have re-invigorated audio-book sales.

Another enormous industry that has been affected 
by the growing use of the Internet is tourism. 
The rise of budget airlines in the UK has at least 
partly driven the ability of travellers to book their 
travel online and the existing industries have had 
to restructure. High street travel agents have 
been closing down, going online either by setting 
up their own sites or buying into successful 
online travel agencies such as excite, Opodo or 
lastminute.com. Supermarkets have set up online 
shopping sites. TripAdvisor now offers a database 
of user reviews and has produced a powerful 
research tool for anyone planning a trip. eBay and 
MySell offer new forms of selling – a digital flea 
market, with some formal businesses now using 
these sites and an increasing number of fulltime 
‘shop’ owners on eBay. 

To take this further, the latest version of the 
websites – often referred to as Web 2.0 because 
they are a new generation of web content – are 
all about the linking of data sources to create 
more valuable, more useful content. Examples 
of this include making the ‘machinery’ behind 
web sites available to developers so they can add 
value to the services offered and enhance them. 
For example, chicagocrime.org was developed 
to overlay publicly available crime data on the 
Google Maps service thereby adding value to both 
the police department data and the Google Maps 
framework. 
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Another example is where developers link 
software to eBay’s database of products effectively 
automating their entries. As a basic minimum, 
eBay and Amazon offer feedback services 
with users adding value to the information 
provided. This can include reviews of products 
on Amazon and of sellers and buyers on eBay. 
However, this is only one end of a continuum 
of connections of data, knowledge and value 
that extends to applications that link complex 
external databases dynamically into these sites. 
eBay, for example, estimates there are now 
�8,000 developers working on these applications, 
accounting for around 20% of their content. 
eBay have a developers’ programme where they 
actively encourage involvement like this. They 
ask questions such as, Is there an educational 
equivalent?, and, What might this look like? 

The real question is, what will education look 
like next? How can educators anticipate the 
impact of any changes likely to come about as a 
result of education going online? Younger users 
are already adopting this technology without 
even thinking about it in the form of the social 
networking sites. Potentially, they could adopt the 
technology faster than the commercial examples 
above, which have relied on more mature users 
(including teachers) who have the disposable 
income to make the sites commercially viable. 
The challenge will be for educators to understand 
the educational potential of such technology and 
make them attractive to students so they apply 
their abilities to learning. What is the university or 
school equivalent to MySpace.com? Educational 
examples where these approaches have been 
used to encourage children and students to create 
their own content include citystories.com or the 
Our City Podcast on the learninginhand.com 
website or the use some teachers are making of 
Flickr.com or yellowarrow.net a kind of online 
orienteering, graffiti, geographical blogging site. 
Making content available on such sites where 
people can connect, contextualise, personalise 
and comment on it enlivens the material and 
makes the educational opportunities far more 
powerful than the rather static virtual learning 
environments that currently dominate the market 
in educational institutions.

Such approaches would ensure that education 
approaches are meeting the students and pupils 
where they are at in terms of the technology 
and encourage more active forms of online 
learning. It would also encourage previously 
under-represented forms of learning, for example 
enabling the expression and application of 
learning, which is half way up Bloom’s Taxonomy 
of Learning, and encourage the evaluation and 
synthesis which are at the top of this hierarchy. 
Building on students’ experiences of creating 
content for social networking software for 

leisure purposes, such approaches would 
deepen students’ use of such technology. This 
would enhance the learning experience by 
facilitating learning in not only a textual medium 
(which dominates traditional academia), the 
visual medium (which dominates popular and 
youth culture), as well as oral medium (under-
represented in Western societies), by including 
genuine multimedia literacy. Bloom’s taxonomy 
rates active engagement of learning content 
very highly and building this into learning and 
assessment practices that can encourage the 
learning and synthesis and application of learning 
(Bloom, �98�).

However, there is the potential to get it wrong 
– to develop the equivalent of the ‘Betamax’ video 
of eLearning. There are already expensive and 
embarrassing mistakes. Two immediately come 
to mind in the UK – the UKeUniversity project set 
up in 2002 to act as a portal for online courses for 
UK universities. It was wound up in 2004. Yale, 
Oxford, Princeton and Stanford Universities have 
recently wound up their $�2 million University 
Alliance for Lifelong Learning (AllLearn). Amongst 
explanations for the demise are misunderstanding 
of ‘brand’ in the education providers market and 
the underestimate of the cost of providing quality 
online content (Learning Zone, 2006).

Online activities in eLearning environments are 
unlikely to replace learning as we understand it. 
It is more likely that they will support and – to 
use the terminology of the moment – ‘scaffold’ 
learning. This can happen in a number of ways. 
Firstly it can ensure that learners have access 
to all the documents the tutor provides for a 
course. Secondly, it can facilitate communication 
through the sharing of data, links and comments 
through synchronous (chat) and asynchronous 
(discussion boards) online discussion. The fact 
that a range of media can be provided to support 
this learning means that students can select the 
learning resources they require and use them in a 
way that best suits their learning styles.

Conclusion
Geography education is at a crucial point in its 
history. As a discipline with unique connections 
to other disciplines and tensions within its own 
boundaries, it has considerable energy. This 
paper has explored some of these tensions and 
suggested that there are unique opportunities for 
creating more dynamic futures for the discipline 
by embracing these links and finding new models 
of working in geographical education. In the UK, 
the discipline has a unique opportunity in the 
Action Plan for Geography to reinvigorate the 
teaching and learning of the discipline through 
policy, support and leadership in the teaching of 
the discipline. However, for a sustainable future, 
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geography educators at all levels need to make 
more connections to ensure the health and vitality 
of the discipline. There is a need for school 
Geographers and university Geographers to keep 
in touch, for teacher Geographer to re-vitalise 
their links with the discipline, for academics 
to find out what and how their students were 
taught Geography before coming to them, and 
for all Geographers to keep abreast of the way 
their discipline influences the real world of 
communities, businesses and societies. The 
reason this is a crucial stage is that geographers 
already are well-connected in many of these 
ways and the development of new technologies 
could facilitate these connections and enhance 
our discipline. In order to make the most of the 
changes that are about to take place in education 
at all levels, it will require geographers to create 
learning communities that reinforce our existing 
connections across disciplines and institutions, 
between teachers and learners, and beyond the 
classroom into the communities and lives of our 
students.
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interrelationships. It is inquiry of the real world 
that the students inhabit and as such, it uses an 
inquiry approach to explore contemporary issues, 
which involves collecting data so that students 
can make sense of the world. In an inquiry-based 
approach geography students generate questions 
using an inquiry framework. They ask: What? 
Where? How? Why? How ought? And what 
might I do about this? Students progressively 
work towards designing investigations in which 
they collect data from primary sources and 
secondary sources and work with this data to 
process it to draw conclusions, which include 
recommendations for action on issues which 
have a spatial component. They critically evaluate 
the design and execution of their inquiry. Inquiry 
can be conceptualised in many ways including 
using science methods as seen in the ‘develop 
a hypothesis and test it’ type of activity, or as 
a series of guiding questions that are more 
commonly found in the social sciences. 

Central to the inquiry approach is the belief that 
learning should be something that the student 
does rather than something that is done to them 
(Zimmerman, �998). Learning is ‘a proactive 
activity, requiring self-initiated motivational and 
behavioural processes as well as metacognitive 
ones’ (Zimmerman, �998, p. �) It requires a 
reconceptualisation of learning and teaching. 
Roberts’ (2003, p. �2) research found that 
teachers primarily conceptualise inquiry as a 
supplement to the teaching they normally do. 
For example, students are set a project that is 
completed commonly towards the end of a unit 
and often which has limited scope for student-
centred shaping of the questions that frame the 
learning. Fieldwork is a commonly seen key site of 
inquiry but it is less often incorporated into other 
parts of the curriculum (Roberts, 2003). Inquiry 
is a process that can and should be incorporated 
both in classrooms and in the field. It invites 
teaching strategies that moves the teacher from 
the role of ‘sage on the stage’ to ‘guide on the 
side’.

Learning and teaching should be designed so that 
students are active learners who can research 
and construct knowledge. This provides students 
with opportunities to make decisions about their 

Introduction

Stemming from the work of Piaget, 
Bruner and Vygotsky as well as other 
psychologists, this paper is situated within 

constructivist learning theory which is well 
accepted in education (Fosnot, �996). The key 
idea is that learners take on new ideas by making 
sense of them within the existing framework 
of ideas that they already have. Meaning is 
constructed by incorporating what is new to 
what is already known. Prior learning cannot be 
assumed to be a structurally sound platform on 
which to build new learning. Rather, new learning 
requires the rethinking of prior knowledge. 
However this is not as simple as putting a piece 
into a jigsaw puzzle as the pieces may not fit. 
Rather, the new ideas require reconstruction of 
what is already known – pieces of the puzzle are 
constantly being reshaped and the puzzle as a 
whole is changing too. As learning comprises 
the cumulative experiences of each person, each 
learner will view the world differently and will 
be adjusting their constructions continuously. 
In other words, every individual is working on a 
different puzzle – although there may be some 
similarities.

Vygotsky (�986) further developed constructivist 
learning theory to incorporate social 
constructivism in which he argues that the 
role of social interactions is central to learning. 
The development of higher-order thinking is 
recursively linked to talking and listening as well 
as to writing. Roberts (2003, p. 5�) links this 
cogently to learning geography when she states 
‘we communicate through the use of language 
and we develop our thoughts through the use 
of language. We learn geography through the 
language of geography’. 

Geography has moved on from a subject that 
required the memorisation of geographical facts 
and now commonly incorporates geographic 
inquiry, which is ‘an active process through 
which learners construct knowledge about the 
world’ (Roberts, 2003, p. 6). It is a constructivist 
approach as students build on what they 
already know and it is geographic as it is about 
the places, spaces, people and their complex 
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learning. Tasks are open-ended so that students 
can develop their own means of solving problems 
and assessment must value both the process 
and the product. It is when geographic educators 
incorporate an inquiry approach which is 
underpinned by constructivist beliefs and actions 
that metacognition can be fully incorporated.

This paper will address the following questions.

�. What is metacognition? 
2. What is self-regulated learning and how does 

this relate to metacognition? 
3. Is reflection an important underpinning 

concept? 
4. What key strategies can I use to develop 

students’ metacognitive knowledge and skills 
in geography? 

1. What is Metacognition?
Flavell (�977) first used the term metacognition 
to refer to the process of thinking about one’s 
own thinking. It is the knowledge and awareness 
one has of one’s own thinking processes and the 
strategies and the ability to evaluate and regulate 
one’s own thinking processes (Wilson, �998). It is 
learning to think about the how and why of what 
one does and ultimately to use this to improve 
one’s own learning.

There are three components of metacognition:

�. metacognitive knowledge – knowledge of 
the nature of learning, effective learning 
techniques, and personal learning 
characteristics;

2. metacognitive awareness – of the task and of 
progress; and 

3. metacognitive control – making productive 
decisions about approach, progress and 
outcomes. Metacognitive control is comprised 
of motivation and volition (Baird, �999).

When teachers encourage learners to describe 
their own processes of learning and use this 
information to inform their decisions about how 
they will proceed with further learning they are 
using the principles of metacognition. 

An example of this: upon completion of a 
geography research task, students are asked 
questions such as

• What learning strategy or strategies worked What learning strategy or strategies workedWhat learning strategy or strategies worked 
best for you?

• How well did you meet your learning goals?
• What did you learn?
• What did you learn about your learning?

2. What is Self-regulated Learning 
and How Does this Relate to 
Metacognition?

What is the nature of effective learning? Teachers 
ought to be striving to develop students as self-
regulated learners. Self-regulated learning is a 
general construct in education and crucial to 
independent lifelong learning. Self-regulation is 
the ability to use and develop knowledge, skills 
and attitudes acquired in one context in another 
context. Boekaerts (�999) developed a three-
layered model of self-regulated learning (see 
Figure �). The inner layer is that of regulation of 
processing modes which involves choosing from 
cognitive strategies. The middle layer focuses 
on the regulation of the learning process. It is 
the use of metacognitive skills to direct one’s 
own learning. The outer layer is the regulation of 
self by choosing between goals and resources. 
Each of these three layers is essential to study 
self-regulated learning. I agree with Boekaerts’ 
(�999) contention that these three layers should 
be integrated to form a comprehensive model 
of self-regulated learning. However, I would 
like her model to explicitly incorporate conation 
comprising motivation and volition in the outer 
layer. 

Metacognition is a central element in self-
regulated learning. Integrating a metacognitive 
dimension into Geography is best accommodated 
if the delivery of the course is — to a significant 
degree — founded on constructivist principles. 
Students can experience an extensive range of 
metacognitive strategies in a thinking curriculum. 
A geography curriculum comprising reading set 
text and answering comprehension questions, 
quite apart from its likely demotivating effect on 
students, allows few opportunities for students 
to make choices about how they will achieve 
open-ended tasks. How then can they reflect on 
the effectiveness of their work and incorporate 
what they have learned to future tasks? Textbooks 
that incorporate some open-ended tasks are 
available but an ‘almost inevitable disadvantage 
of data in textbooks is that only the relevant data 
is provided’ (Roberts, 2003, p. 4�). This limits 
students’ experience in finding and selecting data. 
At some stages of the child’s development, this 
can be seen as scaffolding but it also illuminates 
the need to use textbooks as source books not 
course books. Some modern textbooks used 
in Australian schools are partly moving beyond 
comprehension to provide a range of open-ended 
tasks. For example, in the textbook Geography for 
Global Citizens (second edition), which is written 
for Year 7–9 Geography students in New South 
Wales, the chapter on natural resources concludes 
with these tasks:
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a. Visit the website of Redefining Progress 
at www.redefiningprogress.org for more 
information on the ecological footprint. In 
particular check the Ecological Footprint 
Calculator. In groups, discuss the nature of the 
calculator and how scientific it appears to be.

b. Working in groups, prepare a collage of 
photographs and articles on resource use. 
Combine this information with an outline map 
of the world at the centre. Draw connecting 
lines from the photos or articles to the relevant 
parts on the world map.

c. Hold a class discussion on the link between 
resources use and sustainability.

d. Hold a class debate on the topic: ‘saving the 
environment comes at a cost’.

 (Parker, Lanceley, Owens & Fitzpatrick, 2004, 
pp. 262–263)

In this example, a range of responses will develop 
from the open-ended nature of these tasks and all 
of the tasks build in social interactions between 
students as central to the learning tasks. This 
sequence could have the following series of 
metacognitive questions included in the text or 
added by the teacher at various stages. 

In activity c, students might prepare for the 
discussion by asking: 

• what questions can we develop to structure 
our discussion?

• what do I already know about the topic?

• what else will I investigate before the 
discussion?

After the discussion they might ask:

• what did I learn?

• what parts of this activity helped me to learn 
the most?

3.  Is Reflection an Important 
Underpinning Concept?

Reflection can be the act of thinking before, 
during or after an event. The purpose of reflection 
is to learn from experiences. Ertmer and Newby 
(�996) developed a model of expert learning 
which which expert learners are strategic, self-
regulated and reflective (Ertmer & Newby). Ertmer 
and Newby state that learning is managed by 
planning, monitoring and evaluating. Reflection 
should be incorporated at all stages of the 
learning process and be linked to self-regulation 
using metacognitive knowledge. Ertmer and 
Newby state that the three stages ‘interact and 
dynamically impact on each other in a recursive 
fashion’ (�996, p. �0). Reflection is one of the 
keys to self-regulated learning. Reflection is more 
than a final step as it occurs in action and on 
action (Schon, �987). In Figure 2, Roberts’ (2003) 
framework for learning through inquiry illustrates 
the importance of reflection in the inquiry process 
for geography.

Reflection is an integral element of metacognition 
as it is the means by which one monitors thinking 
processes. Although the process of reflection 
does not have to take the form of questions, self-
questioning can facilitate metacognition (Ertmer & 
Newby, �996). Reflections often contain elements 
of self-regulation. For example, asking ‘how would 
I do this differently next time?’ Reflections are 
an important process in metacognition, which is 
crucial to self-regulated learning.

How can reflection be encouraged in learners? 
Reflection can be an ephemeral process 
where potentially powerful judgments are lost. 
Systematic reflection, which is recorded and 
acted on, is important. The writing of reflections 
explicitly values the process of reflection and 
asks students to analyse and synthesise thoughts 
and actions. This record can also be reviewed to 
monitor changes over time.

The incorporation of reflection and metacognition 
in learning and teaching will facilitate students to 
become lifelong learners. As citizens they must 
continue to cope with rapid technological and 
social change and therefore have the crucial ability 
to learn independently of formal ‘instruction’. 

4.  What Key Strategies Can I Use to 
Develop Students’ Metacognitive 
Knowledge and Skills in Geography? 

Metacognitive knowledge is domain-general 
in nature (Schraw, �998). The knowledge and 
regulatory skills that are used to control one’s 
cognition is the same across different key 

The three-layered model of self-regulated learning (Source: 
Boekaerts, �999, p. 449)

Figure �:
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learning areas in the curriculum. Schraw claims, 
for example, that the four general metacognitive 
strategies of ‘identifying main goals, self-
monitoring, self questioning, and self-assessment’ 
have been shown to improve learning in all 
domains (Schraw, p. ��6). However he notes 
that many researchers believe that metacognitive 
knowledge is initially domain or task specific. 
As students develop metacognitive knowledge 
in a number of domains, they may ‘construct 
general metacognitive knowledge and regulatory 
skills that cut across all academic domains’. 
Thus geography has two roles: to support the 
whole-school development of metacognition 
and to develop and incorporate metacognitive 
strategies that are specifically designed for unique 
elements of geography. The following strategies 
are domain-general, but specific applications and 
implications for geography are identified. 

Fostering a Classroom Environment 
Conducive to the Development of 
Metacognitive Skills
As previously mentioned, the classroom 
environment should encourage more active 
and constructive learning processes. The 

classroom climate must be built on trust and 
each child must be valued as an individual. Team 
skills and cooperative relationships must be 
fostered (Wilson & Wing, �998). Although this 
applies equally to all subjects or key learning 
areas, geographic educators in school must 
ask themselves, to what extent do I know each 
student and does each student have opportunities 
to know and trust each other? Is the development 
of a cooperative classroom environment central to 
the design of learning experiences in geography?

Reflection
The importance of reflection in developing general 
awareness has been outlined earlier in this paper. 
Reflective thinking strategies must be explicit, 
valued and practised. A practical technique to 
encourage the practice of reflection is the use 
of logs or journals that should became a part of 
the assessment of geography. Another means 
of facilitating reflection is through conferencing 
as it is a strategy that teachers commonly use 
to monitor students’ progress. In conferencing, 
students can be asked to articulate their 
metacognitive thinking, e.g. why have you decided 
to do it that way? 

Apply what has 
been learnt to next 
enquiry 

Creating a need to know, to: 
Be curious 
Speculate 
hypothesise 
use imagination 
generate ideas 

make links with existing 
knowledge 
Identify issues 
ask questions 
plan how to research 

Using data
Locate evidence 
Collect evidence 
Select evidence 
Sort data 
Classify data 
Sequence data 

Reflecting on learning  
To be critical in relation to: 

Data sources 
Skills and techniques used 
Criteria for making judgements 
Opinions 
What has been learnt 
How it has been learnt 
How the enquiry could be improved 
How the enquiry could be further developed 
The value of what has been learnt 

Making sense  
To make connections of all sorts including to: 

Relate existing 
knowledge to new 
knowledge 
Describe 
Explain  
Compare 
Contrast 

Analyse 
Interpret 
Recognise 
Relationships 
Analyse values 
Clarify values 
Reach conclusions 

 

 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

A framework for learning through enquiry (Roberts, 2003, p. 44)Figure 2:
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How might reflective strategies be incorporated 
into learning with maps? Maps are important 
tools in geography because they are the most 
effective abstract tool to develop understandings 
of spatial information. They enable us to make 
sense of place and space by using spatial 
concepts. The cognitive processes of learning 
through maps are supported by children making 
maps, using maps in the field and interpreting 
maps in the classroom. They draw on visual 
spatial intelligence (Gardner, �999) and form a 
special place in the learning of geography. Maps 
are not only interpreted in isolation, as map 
readers will draw on their prior knowledge of the 
place that is mapped, of places that have similar 
characteristics, and other information, if they can 
access this. Geographic Information Systems 
(GIS) are sophisticated software programs that 
can enable the rapid manipulation of spatially-
referenced data. GIS enables the production 
of customised maps and the separation and 
combining of data sets represented spatially 
that can be likened to the use of a base map and 
overlays of specific data. Whilst GIS has enabled a 
revolution in the ease by which spatial data can be 
plotted and therefore analysed, it is founded on an 
understanding of maps.

This series of reflective and metacognitive 
questions are designed to develop students’ 
capacity to communicate and understand places 
through map reading and includes the analysis of 
maps produced using GIS.

How did I use elements of the map to make 
sense?
What did I learn?
What didn’t I understand? 
What would help my understanding?
How have I improved in reading maps?
Did working with another person help me? Why 

or why not?
What learning strategy did I use that worked best 

for me?
Now what do I want to find out now? 
How could I find out?

These questions can be easily adapted for use in 
working with satellite imagery.

Modelling
Teachers should model cognitive and 
metacognitive skills for their students. Other 
students provide effective models too. Teachers 
verbalise their own thinking, encourage students 
to verbalise, question their own and their teacher’s 
thinking. Given the highly visual nature of the 
some of the key learning tools in geography the 
use of multiple copies of maps, wall maps, or 

projection of maps using data projectors will be 
important as it is difficult to understand other 
people’s thinking about spatial representations 
unless you can view the source simultaneously. 

Improving Regulation of Cognition
Schraw (�998) has developed a regulatory 
checklist that students can use to monitor their 
own metacognitive control (see Figure 3). The 
prompts form a checklist that assist students to 
become more strategic and systematic in their 
progress through a task. Strategies like this 
provide explicit ways of encouraging elements of 
metacognition. 

One of the key features of geographic education 
is fieldwork. I distinguish this from excursions in 
that fieldwork requires the collection of primary 
data. Students are asked to conduct fieldwork 
many times over the course of their schooling. 

Approaches to fieldwork in geography can be 
categorised as:
Traditional – students follow a prescribed set of 
activities designed by the teacher;
Research based on hypotheses testing – teachers 
prescribe the hypothesis to be tested, although 
sometimes modified so that students have input 
into developing the hypothesis;
Geographical inquiry – students develop their own 
questions and are supported to gather data to 
answer the questions;
Discovery fieldwork – students ask questions in 
the field and the teacher may counter with more 
questions; and
Sensory fieldwork – teachers prescribe structured 
activities that encourage a holistic appreciation of 
the environment. 

(adapted from Job, 2002, pp. �32–�33). 

My preference is to move away from the 
traditional fieldwork to an inquiry approach which 
enables greater opportunities for reflective and 
metacognitive dimensions to be incorporated.

To build on the ideas suggested in this article, 
students would be – at least to some degree 
– involved in devising the fieldwork. 

Groups may work on questions such as, What 
do we want to find out? What techniques will 
we use to collect data? How will we know when 
we have enough data? How will we process this 
data? What is the most effective way to report the 
findings to a particular audience? 

Many teachers have vast experience in this and 
often use a model in which students develop a 
hypothesis. This uses the first section of Schraw’s 
regulatory checklist. The other sections of Schraw 
(�998) could be similarly tailored to fieldwork. 
Geographic educators do this already. However, 
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is it the teachers asking the types of questions 
that are listed on Schraw’s regulatory checklist? 
Our goal is to develop students’ ability to monitor 
their own learning – to have students routinely 
asking themselves the questions and confidently 
answering them.

Facilitated Group Interaction
Schraw and Moshman (�995) describe a case 
study where students were asked to solve 
a problem requiring metacognitive insight 
individually or in groups of five or six. Only 9% 
of the students reached the correct solution 
individually whereas 75% of the groups did so. 
They speculate that facilitated group interaction 
is at least as important as reflection in the 
metacognitive thinking. 

In geography, this highlights the importance 
of using higher-order mapping activities and 
fieldwork where students work cooperatively. As 
interdependence is a key principle of cooperative 
learning this must be embedded in the design 
of the activities. Interdependence means that 
one student could not complete the task equally 
well. Interdependence can be achieved by giving 
students different responsibilities.

Classroom dialogue is an opportunity to 
articulate, justify and negotiate the modification 
of metacognitive skills. Wait time, or as I prefer 
to call it, think time, is crucial to give students 
optimum time to think and respond. 

Asking students to think metacognitively and talk 
about their thinking should be woven into the 
inquiry process and would regularly be included 
within tasks as well as during the debriefing of 
activities. Debriefing is used here to describe 
the reflective discussion that is held after an 
experience to draw out and draw together the 
learning that has occurred. Nichols (200�) 
advocated the critical importance of debriefing 
after thinking activities in geography and suggests 
that debriefing would include asking students 
to explain their thinking and also to encourage 
students to make connections.

Self-assessment and Peer Assessment
Building in self-assessment ‘is the key to 
progress’ (White & Baird, �99�, p. �5�). Self-
assessment is the monitoring of one’s own 
learning. Self-assessment encourages meaningful 
reflection. It requires the use of both reflective 
and metacognitive skills. In this way, students 
are challenged to be more aware of themselves 
as learners. Regular self-assessment promotes 
the development of reflective and metacognitive 
skills. Self-assessment ought to be incorporated 
routinely in tasks such as fieldwork reports that 

are completed in geography to maximise the 
opportunity for self-regulated learning to occur. 
‘Self-assessment is monitoring of one’s own 
levels of knowledge, performance, learning, 
abilities, thinking behaviours and/or strategy use’. 
(Wilson & Wing, �998, p. 2). It is an analysis of 
what has been done. 

Peer assessment is an effective means of getting 
students to reflect on others’ work and make 
connections with their own experiences. Peers 
can be asked to focus on particular skills and 
highlight their observations. For example, peers 
might be assessing how well their peers can 
support statements they make during cooperative 
group work in geography classes.

Conclusion
The challenge in geography is to educate for 
the present, and for the future. This means to 
facilitate the learning of knowledge that can 
provide building blocks for future knowledge 
as well as to educate for metacognitive thinking 
skills. Both are necessary. Metacognition is often 
not systematically developed in the curriculum. 
If students are going to be lifelong learners, 

Planning 

�. What is the nature of the task? 
2. What is my goal? 
3. What kind of information and 

strategies do I need? 
4. How much time and resources will I 

need? 

Monitoring 

�. Do I have a clear understanding of 
what I am doing? 

2. Does the task make sense? 
3. Am I reaching my goals? 
4. Do I need to make changes? 

Evaluating 

�. Have I reached my goal? 
2. What worked? 
3. What didn’t work? 
4. Would I do things differently next 

time? 

A regulatory checklist 
(Source: Schraw, �998, p. �2�).

Figure 3:
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metacognition is a critical element which must 
be incorporated into geography learning. There 
is domain specific learning, such as the capacity 
to use maps as tools for spatial understanding 
and fieldwork where it is unlikely that the transfer 
of metacognitive knowledge about these unique 
geographic elements of learning will be developed 
elsewhere in the curriculum. However, whole-
school adoption of inquiry incorporating a 
metacognitive dimension is preferred to enable 
the reinforcement and transfer of thinking about 
thinking and acting on that thinking so students 
reach adulthood able to independently learn in 
their work and personal interests.
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Introduction

Towards the beginning of 2005, as a direct 
result of my PhD research (Martin, 2005a) 
I began to realise that for too long the 

geography curriculum that we are expected to 
teach in English primary schools reflects ideas 
about the subject developed by geography 
specialists at secondary and higher education 
levels. The geographical paradigms (Barratt 
Hacking, �996; Slater, �992) that have influenced 
the Geography National Curriculum in England 
(Department for Education and Employment/ 
Qualifications and Curriculum Authority, �999) 
do not seem to resonate with most primary 
school teachers, the majority of whom are non-
specialists. 

I have therefore begun to develop the idea for 
a new paradigm that is suited to, and draws on 
the voices of, primary teachers and pupils alike; 
a paradigm that is directly relevant to them, 
their lives and their concerns about the world. I 
have been calling this ‘everyday geography’ or 
‘ethnography’ (Martin, 2005b) and have now tried 
to apply this new paradigm to practice (Martin, 
2006a).

This article aims to describe what I mean by 
‘everyday geography’, how the idea for it came 
about and what this might mean in practice. 

Perceptions of Geography
Geography is just the best subject really 
…. It gives you loads of great skills, 
science, maths, and very importantly 
good English and essay writing skills. 
Plus it’s just the most interesting subject; 
I mean you get to learn amazing stuff 
about the world we live in and information 
that you will actually be able to use in 
the future. Plus you learn so much stuff 
that would be good in conversation 
(www.thestudentroom.co.uk retrieved May 
2006).

I hate geography because we just do 
written work and it gets boring so I 
don’t bother (www.uea.ac.uk/care/nasc/
Classroom_Management/quest.htm 
retrieved May 2006).

Everyday Geography: Re-Visioning 
Primary Geography for the 21st Century
Dr Fran Martin

University of Exeter, UK

I was talking to a Year 9 girl about her 
options the other day. She said that her 
mother had told her that she couldn’t 
choose Geography as it would not help her 
to get a job. The cheek of it! Perhaps if the 
media were to highlight exactly how much 
Geography is part of our everyday lives 
then these kinds of ridiculous attitudes 
would end (online forum at www.sln.org.
uk/geography retrieved May 2006).

What is it about geography that provokes such 
passion? People’s reactions to it often remind 
me of those Marmite advertisements – you 
either love it or hate it! However, in this instance 
what accounts for this polarisation of views 
isn’t so much a matter of taste as a matter of 
how geography, as a subject, is understood 
and therefore taught. These quotes are from 
secondary school pupils about why they do or 
do not choose to study geography at GCSE and 
A level. Why is that relevant to what is happening 
in primary schools? The websites referred to had 
many more negative statements about geography 
than positive ones and this partly accounts for 
why numbers taking geography at GCSE and A 
level are declining. The knock-on effect of this is 
that many more students are entering primary 
teacher training having ‘dropped’ geography at the 
age of �4. 

In primary schools the reality is that many 
teachers do not consider themselves to be 
geographers and lack confidence in their ability to 
teach the subject as a result. These same teachers 
struggle to transform geographical knowledge 
into learning activities that are meaningful to 
pupils and that will generate a real excitement 
for the subject. As Sam Woodhouse points out 
‘Teachers who are not geographers often do not 
like teaching geography. . . . They tell me it’s a dull 
subject, worse still the children find it dull (they 
would, wouldn’t they, if the teacher finds it dull)’ 
(Woodhouse, 2006).

Lack of subject knowledge is one of the factors 
that helps to explain why geography appears to 
be the worst taught subject in primary schools 
(Office for Standards in Education, 2005). It is 
my belief that one of the most effective means 
of enthusing teachers is to help them realise 
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that they do actually have a wide geographical 
knowledge, even though they may not recognise it.

Connecting Geography
I believe that the current malaise in primary 
geography is partly due to a lack of connection 
between people and the subject. There are 
many people, both in education (teachers and 
pupils) and in society generally, who do not 
feel that the subject has much to offer them. 
Teachers do not feel connected to geography 
because the curriculum they have to work with 
does not ‘speak’ to them in a language that is 
readily understood. Pupils do not feel connected 
to geography because it often appears to be 
about things ‘out there’ rather than about their 
own lives, ideas and concerns about the world. 
There is an apparent lack of connection between 
the general public and geography because it is 
perceived to be a subject which, beyond ‘knowing 
where places are’, does not seem to hold much 
relevance in today’s workplace or society.

I believe that this lack of connection is 
fundamentally related to how geography is 
conceptualised and the fact that the majority of 
primary teachers are non-geographers. There is 
therefore a real need to re-connect people with the 
subject in ways that recognise what their starting 
points might be, but in ways that do not dilute the 
particular understandings about the world that 
geography offers.

Everyday Geography
Over the last ten years working with teachers 
at various stages of their careers, from student 
teachers to primary geography subject leaders, 
I have learnt that not everyone shares the same 
enthusiasm for geography that I do! I have also 
learnt that this is as much to do with our prior 
experiences and attitudes towards the subject 
as it is to do with what we actually know or 
understand about geography. I say ‘actually’ know 
because very often what teachers know and what 
they perceive they know are two different things 
(Martin, 2006a). 

This perception that they do not know much about 
geography has a profound impact on attitudes 
towards the subject, on how it is taught and 
the attitudes pupils develop as a result. I have 
conducted some research with beginning teachers 
(on a Postgraduate Certificate in Education 
course and in their first year of teaching) and 
the evidence suggests that, when thinking about 
geography for teaching, the knowledge base they 
draw on is very limited. 

When asked what is geography? teachers in 
their early career (even those who have done a 

geography degree) tend to cast their minds back 
to the geography they were taught at school. This 
is because they are thinking from the perspective 
of a teacher and so what they learnt in school 
appears to be the most appropriate knowledge 
base to draw on (Area A in Figure �). However, the 
effect of this perspective is that it unconsciously 
discounts many other experiences that teachers 
will have had in their everyday lives almost all of 
which will have had a geographical dimension 
(see Geographical Imagination below) and from 
which they will have built a wide knowledge base 
(Area B in Figure �).

Sit and think about this for a moment. If you 
remember the geography you were taught at 
school, what comes to mind? I immediately 
have images of maps and atlas work, finding 
places using coordinates, learning about the 
imports and exports of South American countries, 
and struggling to understand how to interpret 
Ordnance Survey maps so that I could identify 
the landscape features they were supposed to 
represent. This is my Area A and a rather limited 
vision of what geography is about.

If I think about the experiences I have had in my 
everyday life that I can recognise as ‘geographical’ 
the following come to mind. I have:

• roamed freely around the farm where I grew 
up as a child;

• made choices about where to go food 
shopping, what food to buy and why 
(supermarket or local shop, fair trade or not, 
foods that are in season or not);

• had holidays in the UK and abroad (visiting 
countries in Africa, America, Asia, Australasia, 
and Europe);

• taken weekend breaks in Devon and Wales to 
go surfing;

• used the weather forecast to plan what to do 
the next day;

• drawn a sketch map to show someone how to 
get from my house to the M5;

• decided whether to drive to town to shop at 
the weekend or use public transport;

• looked for a place to live that suits my family’s 
needs;

• walked the dogs in the fields and on the hills 
near my home;

• taken part in a local debate about rights of 
access to places for young people in the area 
where I live;

• stopped and looked in awe at a sunset / at the 
views from the top of the Malvern Hills; and

• watched the television, read newspapers and 
books.



GEOGRAPHICAL EDUCATION    VOLUME �9, 2006 33

In other words, I have lived! This is the knowledge 
represented by Area B and, I think you will agree, 
a much broader and more relevant base to use 
to inform my geography teaching. The biggest 
difference is that Area B represents real life; it 
shows how I am connected to the world. It is the 
sort of geography that people who have a passion 
for the subject understand:

Always entertain the idea that it might be 
geography, Andrew Boardman.

Geography is on the news everyday, 
from war in the Middle East, to closing 
of factories in the midlands, to farming 
subsidy arguments in Brussels, to 
global climate change the list in endless, 
Francesca Carter.

Geography is important because we 
are inextricably linked to the world we 
live in. We can only live on this planet 
with a knowledge of how it works and a 
commitment to respect it, Anon.

(www.passion4geography.co.uk/quotes.
htm, retrieved � May, 2006)

It is the realisation that many teachers of primary 
geography do not make the connection between 
geography and everyday life that has led me to 
believe it is time to re-conceptualise geography in 
a way that is appropriate for the primary context, 
that is, as ‘Everyday Geography’.

Everyday geography enables pupils and teachers 
to recognise that they are already acting and 
thinking geographically in their everyday lives. 
There has been a criticism of some subjects that 
the theoretical is separated from the practical. 
This was certainly the case in mathematical 
education with the result that there is now much 
more emphasis on maths’ application to daily 

life. Everyday Geography aims to achieve this for 
geography. This means connecting the knowledge 
that teachers and pupils bring with them from 
their daily experiences to the knowledge and ways 
of understanding the world that geographers have 
developed over the years, sometimes referred to 
as the Geographical Imagination (Swift, 2005). 

Geographical Imagination
One of the biggest challenges that faces 
geography is that if it is about the world the 
content possibilities are endless (some might 
say overwhelming). What aspect of the world do 
you choose to select for pupils to learn about? 
Because the world is constantly changing how can 
you access up-to-date resources? 

It is true that selection of content can be 
problematic if the focus of attention is on content/
knowledge. However, if the focus of attention is 
on how geographers make sense of the world 
– using a geographical imagination – the selection 
of content ceases to be such an issue. What, 
then, is the Geographical Imagination? In a 
recent edition of Primary Geographer, Diane Swift 
demonstrates how pupils ‘think geographically’ 
by making use of key geographical concepts 
(Geographical Association, 2005). There have 
been a number of attempts to identify what the 
key concepts that enable us to think geographical 
actually are. The Action Plan for Geography 
(Geographical Association, 2006a) considers how 
geography makes a dictinctive contribution to the 
curriculum. 

It educates young people about:

• Place: Where places are and why they are 
different – showing how social, economic 
and environmental forces combine to create 
distinctive and diverse localities;

• Connectedness: How physical and human 
environments are related and how human 
actions impact on the environment, so helping 
young people to understand the need for a 
sustainable future;

• Scale: Understanding different scales – from 
local to national to worldwide – which is 
essential in understanding interdependence 
and global change;

• Process: Why and how the world’s 
environments, societies and landscapes are 
changing – geography is dynamic; and

• Skills: How to investigate the world for 
themselves – teamwork in the field, using 
maps, analysing data, problem solving and 
using ICT – and an awareness of social and 
environmental responsibility.

Area B: 
Everyday
geographical 
experiences

Area A: 
School
geographical 
experiences

Figure �: Geographical experiences that contribute to geography subject 
knowledge
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An alternative framework that I have used in a 
recent publication (Martin, 2006a) is shown in 
Figure 2.

The overlap between these two versions is 
clear, and there are other ways of defining the 
key concepts or ideas (Leat, �998; Department 
for Education and Employment/Qualifications 
and Curriculum Authority, �999). This is not to 
suggest that the curriculum should be developed 
entirely from the key concepts, but that they 
should provide a framework which enables 
us to think geographically about our everyday 
experiences – and I have represented this 
diagrammatically in Figure 3.

The curriculum is therefore developed from 
pupils’ everyday experiences as a starting point, 
with the teacher then providing a geographical 
imagination from which to view these experiences 
anew – from the perspective of a geographer. 
A criticism that could be made of using pupils’ 
everyday experiences as a basis for curriculum 
development might be that they would be too 

limiting. However, the intention is that their 
everyday experiences should act as a bridge 
between the pupils and other geographical 
phenomena that you would wish to introduce 
them to. This recognises that the local is 
embedded in the global and that we all see other 
places through the lens of our own place. It 
adds another dimension to the ‘connectedness’ 
mentioned earlier and, in terms of the contribution 
geography can make to Citizenship, reflects the 
notion that you have to be a citizen in your place 
before you can become a global citizen.

Putting it into Practice
The exciting thing about the development of a 
curriculum that uses geographical imaginations 
as a ‘lens’ for making sense of pupils’ everyday 
geographical experiences is that it puts 
curriculum development, and the activities that 
follow, firmly back in the hands of teachers 
– the professionals who know their pupils best. 
However, it does mean being prepared to re-

Concept Definition
A sense of place Key features or characteristics of a place; emotional as well as cognitive sense of 

place.
Location and spatial pattern Where things are and how they are grouped or organised on the surface of the earth.
Classification Making groups, or sets, of things with similar characteristics (e.g. villages, towns, 

cities), creating classification systems (e.g. for settlements), classifying geographical 
information (e.g. causes/effects; advantages/disadvantages; facts/opinions; short-
term solutions/long-term solutions).

Similarity and difference Making connections (how are we the same, connected) as well as identifying 
differences.

Appreciation, Awe and wonder Valuing diversity of peoples, places and environments.
Scale

Local–global

Street or building scale (study of school, school grounds, road outside school), 
locality scale (within walking distance from the school), through to regional, national 
and global scales. Making links between things at local and global scales is one of the 
challenges for geographers.

Change and continuity How places are changing, why they are (or are not) changing. Decision-making and 
the process of change.

Cause and effect Closely linked to the previous concept, this examines what causes changes in the first 
place (e.g. physical processes that create a landscape feature, or human processes 
that lead to the building of a new motorway). The impact of changes on people, 
places, environments – both positive and negative.

Sustainable development Development (economic, social, environmental) that meets the needs of the present 
without compromising the ability of the future generations to meet their own needs 
(Brundtland Commission, �987).

Roles, responsibility and 
participation

Being aware of, and concerned for, people and places near and far. Understanding the 
need for individual and collective responsibility and motivation to take positive action.

Key Concepts for organising everyday geographical knowledge (Martin, 2006a)Figure 2: 
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the key concepts as a means of framing teaching 
and learning activities. What this looks like in 
the classroom is something I have been working 
on (Martin, 2006a) and if you decide to try out 
anything in your own education setting over the 
coming months I would be very interested to hear 
about them. 

Summary
In England, geography is a subject that is 
suffering from a poor image. Within education, 
numbers have fallen at GCSE and A levels 
and recently Ofsted deemed it to be the worst 
taught subject in primary schools. It is my 
belief, particularly at primary level, that this is 
largely due to the (mistaken) perception that 
geography is not relevant to people’s lives. I 
propose a new paradigm for primary geography 
– ethnogeography or Everyday Geography – that 
draws very explicitly on teachers’ and pupils’ 
everyday lives and combines this knowledge base 
with a geographical imagination, built around 
key geographical concepts. This approach to 
curriculum development would have several 
benefits. It would:

• enable pupils to see their everyday worlds 
anew, through a geographical lens;

• focus on developing a conceptual lens that 
pupils could apply to new experiences;

• recognise that personal does not have to be 
local (everyday experiences can be indirect as 
well as direct);

• connect school education to things that are 
real and meaningful to pupils and teachers; 
and

Figure 3: Connecting Everyday Geography to the Geographical Imagination

Everyday
Geography

Geographical
Imagination 

The
Geography
Curriculum 

conceptualise our image of what geography is all 
about and being prepared to meet the challenge 
of re-focusing planning and teaching on a mixture 
of pupils’ ideas and concerns and geography’s 
key concepts. I would like to conclude this article 
by providing an example of what this might look 
like in practice. I will do this by drawing on some 
of the everyday experiences listed earlier in this 
article.

The pupils in your classrooms will all have their 
own experiences to draw on and it is important 
to elicit these for use as starting points as I have 
done for my own experiences in Figure 4. The 
skill for us as teachers is then to recognise what 
is geographical about the everyday and then to 
develop pupils’ understandings by explicitly using 

What I did Curriculum starting point Geographical Imagination
Roamed freely around the farm 
where I grew up

Length of time to go to favourite 
haunts and get back for tea

Scale, place

Location, appreciation, awe and wonder
Had a weekend break in The Gower 
to go surfing

Where are good surfing places? 
staying at places that allow dogs; 
leisure time

Place, location and spatial awareness, 
process – cause and effect

Walked the dogs in the fields and 
orchards behind my home

More orchards are being planted 
year by year; orchards in blossom at 
the moment, grow Worcestershire 
apples which we like to buy locally

Process, connectedness, place, awe and 
wonder, roles and responsibilities

Bought Fair Trade tea in Oxfam Supporting the work of a 
development agency and paying a 
fairer price for a commodity

Process, connectedness, roles 
and responsibilities, sustainable 
development

Using everyday geography as a starting point for developing a geographical imaginationFigure 4: 
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• empower teachers and pupils leading to 
greater engagement with, and raised levels of 
achievement in, geography.
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Introduction

Research indicates that learning in the 
natural environment is a powerful way to 
engage students in sustainability issues 

(see, for example, Gralton, Sinclair & Purnell, 
2004; Ballantyne, Fien & Packer, 200�; Ballantyne, 
Packer & Everett, 2005). It is this premise that 
underpins an environmental education centre at 
North Keppel Island, Queensland, Australia. This 
Environmental Education Centre (North Keppel 
Island Environmental Education Centre [NKIEEC]) 
regularly hosts residential school student based 
programs of three to five days’ duration. In 
late 2005 the Centre held the first extended 
Queensland state school residential program for 
two weeks’ duration with eighteen Year 6 and 
7 students from five nearby mainland schools. 
Figure � shows participating students on a nearby 
island. 

Planning for the program took two years and 
involved principals and staff from the local 
Capricorn Coast (CapCoast) Cluster of Schools 
as well as staff from NKIEEC. The key policy 
underpinning the planning was the Queensland 
Department of Education and 
the Art’s Middle Phase of 
Learning State School Action 
Plan (2004) with its the thirteen 
action statements (Appendix �). 
Planning also focussed on the 
nine values of nature identified 
in the professional development 
kit, Nature eXposed (Mumbray & 
Hossack, 2002). Each day of the 
residential had a focus on one 
value such as ‘Utilitarian’ with 
some foci being repeated. The nine 
values are outlined in Appendix 2. 

There is a strong focus in 
the planning, delivery and 
evaluation of the program to 
make connections between 
people through partnerships, 

people and the natural environment, and creating 
preferred futures through sustainable practices. 
Learning gains in terms of knowledge and 
attitudes are very important in the program. 
However, many other environmental programs 
tend to concentrate on knowledge and values only 
(see Ballantyne, Packer & Everett, 2005; Gralton, 
Sinclair & Purnell, 2004). In this program there 
is also an emphasis on behavioural change that 
results in more sustainable practices. There is a 
clear link between theory and practice to create 
more sustainable futures. 

This paper examines the extent to which the 
program achieved the stated outcomes and its 
impacts on learning. 

The aims of the program were to: 

• To support the needs of selected CapCoast 
Cluster Middle Years of Learning (MYOL) 
students through an extended residential 
program;

• Be a powerful celebration of connection to 
place, people and self;

Middle years of learning participants on Humpy Island 
to which they outrigged and completed an overnight 
‘challenge’ exercise (Source: NKIEEC staff)

Figure �: 
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• Immerse learners in the values of nature; and
• Effect inspirational curriculum development 

with a focus on empowering people towards a 
more sustainable future.

(Source: Hossack, 2005).

The aims of the program are consistent with 
NKIEEC’s Development Plan 2005–2007 (NKIEEC, 
2006) where the Centre’s key value is ‘to empower 
learners through inspirational connections of 
people and place to affect a more sustainable 
future’.

It is argued that the thoroughly planned extended 
residential experience has had a powerful and 
lasting impact on the participants, and that action 
plans developed, implemented and monitored by 
the participating students in their schools and the 
broader community are integral in contributing 
to sustainability practices and student learning. 
This is consistent with findings by Tilbury and 
Cooke (2005) where change is sought beyond the 
individual to the community.

Context and Participants

NKIEEC is on North Keppel Island and is one 
of the 34 islands in the Keppel cluster (another 
is nearby Great Keppel Island). The Island is 
ten kilometres from Yeppoon on the central 
Queensland coast. The waters of the World 
Heritage area of the Great Barrier Reef surround 
the Island. The Island has high scenic amenity 
(see Figure 2). The NKIEEC is on leasehold land 
located within this National Park island and 
houses Australia’s second largest stand-alone 
alternative energy site. The Centre engages in 
practices to minimise its environmental footprint 
in areas including water conservation, energy 
efficiency, waste management and biodiversity. 

Excursions to the Centre are usually residentials 
of 3 to 5 days duration. There are a few day visits 
– for example in Year �� Biology. Participants are 
immersed in ways of living more sustainability. 
For example, while Queensland obtains 97% 
of its electricity from coal sources (MacGill, 
Outhred & Noles, 2006), NKIEEC gets �00% from 
alternative energy with approximately 70% from 
solar and 30% from wind (there are two back 
up LPG generators should there be insufficient 
solar or wind generated electricity – a rare event). 
Some of the participating students in the MYOL 
program came from one of the 75 Solar Schools 
in Queensland where some $A2million has been 
spent to provide solar photovoltaic (PVs) power 
installations. It was interesting that when asked 
about this the students knew little or nothing of 
the solar PVs, whereas through their residential 
experience of seeing and discussing these and 
their significance at NKIEEC (see Figure 3), they 

became acutely aware of the installations at the 
Centre and the importance of using renewable 
energy sources. 

Similarly, all water used at the Centre, falls there 
and is collected from the Centre’s roof structures 
and stored in large water tanks atop a nearby 
hill (there are no flowing freshwater creeks nor 
dams). When the tanks are full there is enough 
water supply for a year should there be no rain 
in the drier climatic period that we are currently 
experiencing (see Miles & Purnell, 2005). Also, 
given its island location, water cannot be pumped 
or brought in from elsewhere – an important 
lesson for participants about conserving water 
and where possible using water in situ. Typically 
35 litres of water per day per person is used at the 
Centre whereas in one nearby city this is �,200 
litres per day per person on average. Experiencing 
the technologies such as ‘no brain’ taps that turn 
off automatically and shower nozzles that reduce 
water flow to maximise water conservation are 
parts of the lived experiences of the student 
visitors.

Participants in NKIEEC excursions often learn 
about the cultural history of the Island including 
as a low-key resort from around the �920’s to 
its environmental centre usage today for school 
students. Interestingly, an archaeological dig on 
the midden on the Island (reported as the largest 
midden on the eastern seaboard), revealed an 
aboriginal habitation for over 4,000 years. It 
appears that at any one time there were about 
40 to 50 Kanomi people living on the Island. 
A descendant of the Kanomi is on the NKIEEC 
Council and provides educational talks and 
discusses reconciliation and specific information 
regarding North Keppel with school groups (see 
NKIEEC, 2006). Today NKIEEC houses a similar 
number of people (50) in the five modern cabins. 
The method used to gather data on the MYOL 
program follows.

Method
The staff involved in planning, implementing and 
evaluating the program were mainly from NKIEEC 
with assistance from the CapCoast Cluster of 
schools and researchers from Central Queensland 
University. Action learning is the main method 
used that requires a ‘plan, act, check’ cycle. As 
noted by Bradford College (n.d.) action learning 
was ‘originally developed by Reg Revans as an 
approach to learning at work, action learning 
stresses the importance of “doing” in the learning 
process’. Bordow and Bordow (n.d.) observe 
that action learning ‘can be employed in any 
context where people want to better understand 
and make positive and gainful improvements to 
their actions’ and further that its purpose is ‘to 
bring about improvement in the actions of people 
as informed by their own research effort’. Dick 
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(�997) argues that action learning is ‘a natural 
way of acting and researching at the same time’. 
Action learning was emphasised not only in the 
work by the adult participants but the approach 
used extensively by the students throughout their 
residential experience. 

Similarly, work by the researchers assisted the 
identification of strengths, weaknesses and 
opportunities in the program both while it was 
being conducted and then evaluated to support 
a process of continuous quality improvement. 
As a result, the next iteration of the program in 
late 2006 will have a number of improvements. 
It will be of longer duration (3 weeks) and have 
a parent stay over for the final weekend (instead 
of in the middle of the program as happened in 
2005). The program will involve only one class 
from one school which will allow far greater home 
school teacher involvement in the lead up to, 
delivery of the program, and then follow up back 
in school. Extending the program length will also 
provide greater learning opportunities and further 
‘unclutter’ the curriculum so there is a real focus 
on student learning (Zepke, Leach & Prebble, 
2006).

The research involved a number of data collection 
methods. There was participant observation 
with the students and parents on the MYOL 
orientation day visit to NKIEEC preceding the 
residential and the week end stay with the parents 
in the middle of the residential. There were focus 
groups and interviews (face-to-face and by phone 
as necessary) with the participating students, 
teachers, principals and NKIEEC staff. Data were 
also collected through the administration of a 
questionnaire with the parents of the participating 
students. There were discussions with NKIEEC 
staff in the planning phase of the program. 

Outcomes of the Program
Curriculum areas covered in the program 
focussed on geography, history science, 
technology, the arts, and health and physical 
education. Topics covered included: sustainability, 
values of nature, digital camera photography, 
walking with environmental heroes, plankton 
trawl, African drumming, coming of the whales 
dance, overnight challenge on Humpy Island, 
inter-tidal walk, and special project. The special 
project informed the students’ action plans for 
their schools. These were worked on by the 
students throughout the residential component 
with some elements commenced before the 
residential, such as background research on water 
conservation if their project was on water, and in 
some cases minor refinements to the plan after 
the residential when the students were back at 
their school. 

NKIEEC’s Development Plan 2005–2007 as 
noted above states that the Centre’s key value 
is ‘to empower learners through inspirational 
connections of people and place to affect a more 
sustainable future’. From the data collected 
and analysed it was found that the Centre used 
practices and research that took account of the 
characteristics of adolescents when developing 
the program. The challenging times of the 
adolescent ‘change period’ when mental, social, 
emotional, physical and moral development occur 
at rapid rates, was the focus (for more details 
see Queensland Department of Education and 
the Arts, 2004). NKIEEC’s extended residential 
program addressed the challenges of this critical 
change period for adolescents by implementing 
a program that used exemplary pedagogy 
(see Marzano, Gaddy & Dean, 2000). Learning 
experiences involved many ‘emotional hooks’ that 
work very effectively with the brain development 
of adolescents at this age (see Wolfe, 200�). 
Students were immersed in the values of nature 
(Mumbray & Hossack, 2002). The program 
involved parents and the community. Assessment 
and reporting processes not previously used 
by the Centre were trialled and found to be very 
successful. As noted, of the thirteen action 

Fisherman’s Beach in front of residential cabins

Solar panels and wind 
generator at NKIEEC 
with MYOL students 
engaging in a problem 
solving exercise 
(Source: NKIEEC staff)

Figure 3: 

Figure 2: 
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statements for the middle phase of learning 
in the Queensland State School Action Plan, 
the program successfully addressed ten (see 
Appendix �).

To report on student achievements, individual 
sessions were arranged by NKIEEC staff at each 
student’s school following the residential. The 
sessions involved the student, three NKIEEC staff 
including the Principal who taught throughout 
the program and observed and assessed the 
learning of the students, the student’s parent(s) 
and the regular classroom teacher of the student. 
In a number of these a CQU researcher was an 
observer. These sessions were generally about 40 
minutes’ duration for each student. The session 
involved an initial introduction and overview of 
the agenda by the Centre’s Principal. Following 
this the student presented a PowerPoint slide 
show (often including music) and narration/
comments about their learning from the program. 
This PowerPoint was meticulously prepared by 
most students and showcased various learnings 
from the program using new skills that they had 
learned from the program such as high quality 
digital photography. The student presentation 
to the group was then followed by very detailed 
reporting in a variety of curriculum areas by 
each of the Centre staff – the presentation of 
which they had discussed prior to each student’s 
reporting session. Specific information on 
curriculum outcomes on what students had 
demonstrated that they know and could do as well 
as areas such as social interactions and personal 
development were reported on by the staff. 
Interaction between the parents, teacher, Centre 
staff and student then followed. 

The assessment and reporting processes used 
were reported by the school teachers and 
principals as robust and authentic. One principal 
described the reporting process as ‘ground-
breaking’ and something that she wished to 
model some practices on in the school. Parents 
stated that the reporting was the most engaging 
and comprehensive that they had received. 
Parents also noted that they really liked their child 
describing their own learnings. Students stated 
that they really enjoyed the reporting opportunity 
and preparing for it. ‘It was fun and not nerve-
wracking at all’ one student stated. Two parents 
suggested that a similar reporting format be used 
for the twice yearly interviews that they have with 
their child’s classroom teacher.

NKIEEC’s Principal in an interview in October 2005 
stated that this program ‘was the most memorable 
program I have been involved with over 20 years 
of working with kids in the outdoors. Magic 
happened on this program that will stay with 
me forever’. He continued, ‘the personnel and 
Centre’s achievements were also felt by the staff 

who supported each other continually, even at the 
end of a tiring day of camp, dedicating themselves 
to (final) preparations for the next day of the 
program, with the consequent results seen in the 
smiles, comments and post-program attitudes of 
the children’. In Figure 4 examples of comments 
made verbally or in writing that typify the data are 
provided. These are categorised into three broad 
groupings: Personal development, sustainability 
and outcomes.

The comments in Figure 4 are typical of 
statements made by participants. All students, 
parents and Centre staff provided information 
through the data gathering phases (pre-, during, 
and post-residential camp). There was clear 
alignment in the data from the observations, 
interviews and surveys between the comments 
by the students, Centre staff, parents, principals 
and teachers. The comprehensive planning of 
the program to cover learning outcomes from 
official syllabuses (see Queensland Studies 
Authority, 2006), policy (Queensland Department 
of Education and the Arts, 2004), and those of the 
Centre including the values of nature resulted in a 
program that, according to all participants was of 
very high quality in terms of learning experiences, 
pedagogy, curriculum, assessment and reporting.

The direct and substantial involvement of 
parents in the program with the one day pre-
residential orientation day, the weekend in the 
middle of the residential and in post-residential 
reporting proved effective. Research indicates 
that there may be greater changes to responsible 
environmental behaviours that are also 
intergenerational where parents are involved (see, 
for example, Purnell, Sinclair & Gralton, 2004; 
Volk & Cheak, 2003). 

A number of parents stated in interviews and 
in their questionnaire responses that they were 
taking on more sustainable practices as a result of 
their children’s experiences in the MYOL program 
at NKIEEC. In some cases the parents reported 
that their own experiences at NKIEEC over 3 days 
associated with the program had made them 
more conscious to practise water conservation 
and energy efficiency at home and work. In 
research by Payne (2005, p. 8�) it was found that 
‘children’s environmental learning was closely 
associated with their doing of practical things in 
the home’. From the data and particularly reports 
from parents, it was found that students were 
also doing things in more environmentally friendly 
ways at home (shorter showers, turning off lights 
when not in use, reducing car trips, teaching 
others about environmentally friendly practices). 
This was in addition to the expectation that the 
action plans that the students developed would 
have positive environmental impacts for their 
schools. There were reported alignments between 
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Personal Development:
‘A once in a lifetime experience!’ (Students, staff and parents)

‘The four students have come back walking ten feet tall around the school.’ (Principal)

Certainly a career highlight. We had very successful and positive feedback with the post-camp interviews.” (Centre 
staff)

‘The kids who attended MYOL stop and greet me at my own public leisure time at home in Yeppoon and positively 
comment on the lasting effects of the program.’ (Centre Principal)

‘With an emphasis on problem solving, team work and decision making, the program connected students with their 
values personally and towards the environment, they learned new skills and took on new approaches to other learning 
styles.’ (Centre staff)

‘Each child was given feedback on living/social skills. This was a lengthy exercise and required NKIEEC staff getting 
together on a few occasions to design what it might look like, and then how the individuals developed in the various 
areas.’ (Centre Principal)

Sustainability:
‘When I cool myself down by putting the air con on, I am just heating up the earth at the same time so it is not worth 
it!’ (Student)

‘Recycling bins were a big idea and worked. . . . The kids came back and created an advertising campaign regarding 
the recycling (and it worked).’ (Principal)

‘Mark’s intended Action Plan is related to energy saving in his school as an indirect way of protecting the reef from 
the effects of global warming. He had devised a strategy for his project whilst on the Island. It included meeting with 
teachers and the principal.’ (Parent)

‘When the students presented their energy findings of the school they commented that “the energy expenditure is 
through the roof! We need to do something!” Myself and staff were both alarmed and impressed at the same time. 
The shock tactic was memorable and made an impact on actions.’ (Principal)

‘The students are constantly reminded to save the environment. After the presentation by the students (to the school) 
the other day, I was asked by a student who was getting a drink from the water fountain: “Miss, how can we stop 
wasting all the water that runs down the sink?” So it was obvious that it evoked interest and awareness has risen in 
school students.’ (Deputy Principal)

‘We shared with students the values that connect students with nature.’ (Centre Principal)

Outcomes:
‘Following MYOL the four students from my school were successful in getting a $24,000 Federal Government grant for 
a water tank for our new hall that will save us one million litres of water a year.’ (Principal)

‘We achieved most of the actions last year after the MYOL program.’ (Principal)

‘The students talked to classes and created “energy watch” people. Everyone in the school is definitely more energy 
conscious.’ (Principal)

‘An impact from the middle years program has been the new project that the students have taken on researching 
worm farms. They purchased a worm farm last week as part of the compost monitoring process. They have compost 
bins as well.’ (Principal)

‘There is a lot of student ownership over the projects and there is an action plan. . . After the presentation to the 
school, everyone has religiously followed the rules ever since.’ (Principal)

‘Ten of the thirteen Action Statements in the Middle Phase of Learning Action Plan of Education Queensland were met. 
These actions were addressed very successfully with the only exceptions being that class sizes were not 28 and the 
absence of Year 7/8 transition and Year 8/9 relevant learnings.’ (Centre Principal)

‘Involvement of community members a big positive.’ (Centre staff)

Sample comments by participantsFigure 4: 
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actions at school to make a more positive 
contribution to environmental sustainability and 
behaviours at home that reduced the students’ 
and their families environmental footprints.

Research by Smith-Sebasto and Cavern (2006) 
found that pre- and post-excursion follow up 
provided statistically significant gains in learning 
above students who had not had pre- and post-
excursion activities. That research was about a 
short camp of 2 nights’ duration for 7th grade 
students. While many other factors such as 
learning experiences and pedagogy may come 
into play, the activities for the NKIEEC program 
had some pre- and post-camp activities and as 
noted above, lend support to Smith-Sebasto 
and Cavern’s findings. However, the pre- and 
post-residential activities were identified in the 
evaluation phase of the action learning as an area 
for improvement for the next program in 2006. 
As a result there has been substantial intervention 
activities in the school prior to the residential and 
it is planned to have significant activities post the 
residential. 

For the 2005 MYOL program there were issues 
associated with the curriculum experience of 
the students in their participating schools not 
being aligned with the program. The intense 
teaching across the residential was found to be 
quite demanding on Centre staff. From the action 
learning evaluation phase of the program it has 
been determined that the next MYOL program 
in late 2006 will involve only one school’s Year 
9 students and have one classroom teacher 
from that school involved in all aspects of the 
planning, delivery and evaluation of the program. 
Other staff from the school will also provide 
some direct support pre- and post-residential 
related specifically to the MYOL program that the 
students experience. 

As the teacher from the school will work 
extensively with the Year 9 students throughout 
the year as a regular teacher of the group, it will 
be interesting to see what impacts this may have 
on student learning and other aspects of the 
program. That teacher will also partake in what 
is planned to be a three week residential MYOL 
program and this will add an extra staff member 
with relevant expertise to the teaching team. As 
only one group in one school is to be involved, 
NKIEEC staff will spend more time at that school 
prior to and after the residential experience at 
NKIEEC. Again the impacts of this more sustained 
contact before, during and after the residential will 
be interesting to examine. In the evaluation phase 
of the action learning cycle it was also determined 
that the �2 day residential was ‘too short’ (Centre 
staff and Principal), and that to more fully achieve 
the goals of the program it needed to longer and 

of at least three weeks’ duration and this will be 
done in the 2006 MYOL program.

Conclusions and Implications

The thoroughly planned residential program for 
the NKIEEC MYOL program as evidenced in the 
analysis of the data collected has had a very 
powerful and lasting impact on the participants. 
Statements made by participants (including 
students, parents, principals, and Centre staff) in a 
post camp get together that occurred on the tenth 
anniversary Centre celebrations at NKIEEC on �8 
August 2006 further supported data gathered in 
late 2005 and earlier in 2006 from participants 
in the program. That is, twelve months after the 
program, participants were continuing to report 
consistent information on the success of the 
program. A number of students spoke of the 
lasting effects of the program and the impacts 
that they had had on their school communities 
and on their homes as a result of the action plans 
that they developed while on the residential and 
implemented following that. Centre staff similarly 
commented on the quality of learning experiences 
that had been involved for all participants and 
how the experience of very thorough and ongoing 
planning for such an extended program had 
contributed to their professional learning. 

What came through most of the stories was 
that the program has had and is having positive 
environmental impact. Key factors identified were: 
the importance of an extended residential where 
deep knowledge was developed; the support 
of all people associated with the program; and 
the critical importance of action plans with 
measurable outcomes to improve environmental 
sustainability. 

In terms of learning gains, teachers, parents 
and students reported that the program made a 
significant difference with students developing 
greater knowledge and skills. What was clear 
from the surveys, observations and interview data 
was that living through the residential had made 
a lasting impact on participants. It was also clear 
that the action plans that were developed during 
the program at NKIEEC and then implemented and 
monitored by the participating students in their 
schools and the broader community are integral 
in contributing to sustainability practices and 
student learning. 

The combination of the extended time for the 
NKIEEC MYOL residential in late 2006 using 
one group of Year 9 students from one school, 
the extra learning experiences across a three 
week program, the more intensive pre- and 
post-residential experiences, and the support 
of a regular teacher of the group will provide 
interesting future research.
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Action statement: Class size targets will be reduced to 28 for the Middle Years.
NKIEEC response:  A class size of under 28 will be trialled in the NKIEEC project.

Action statement:  Accountability for outcomes in the Middle Phase of Learning will be strengthened in school 
planning and reporting processes.

 Schools will build into their school improvement and accountability framework a distinct 
component for the Middle Phase of Learning addressing teaching and learning; assessment 
and reporting; teacher learning and development; leadership; school organisation; monitoring 
followed by ongoing tracking of individual progress; home, school and community partnerships.

NKIEEC response:  The project will involve parents and classroom teachers in a partnership for planning, assessment 
and reporting – through active involvement with the program.

Action statement:  The Middle Phase of Learning will be embedded as an organisational principle for state schools 
through introducing greater flexibility in management arrangements within and across schools.

 The structure and organisation of schooling in the Middle Phase of Learning will be characterised 
by flexibility – in timetabling, student groupings and the use of space and resources – to create 
communities of learners and a sense of belonging and challenge.

 Schools will trial innovative curriculum delivery and clustering arrangements to improve 
outcomes in the Middle Phase of Learning.”

NKIEEC response: There will be a need to focus on the creation and development of a community with attention 
given to flexibility, developing a sense of belonging within our Capcoast cluster

Action statement:  The middle phase curriculum will be reviewed to provide a greater focus on in-depth and 
authentic learning across Years 4–9.

 ‘Uncluttering’ the middle phase curriculum in state schools will provide more space and time 
for students to achieve deeper understanding and higher levels of engagement in learning. 
Curriculum, pedagogy and assessment will be aligned.

NKIEEC response:  The Project could trial a focus on values of nature – using the special and unique features of 
Australia’s only educational facility situated on a National Park – totally surrounded by the waters 
of the Great Barrier Reef World Heritage Area. 

 This would also support recent research findings of the need to reconnect people and nature 
towards a more sustainable future – and involve KLA linkages, and the principles identified in 
Nature eXposed: Reconnecting people and nature.

Action statement:  State schools will identify and trial arrangements that ensure a greater degree of alignment 
between curriculum, pedagogy and assessment practices in upper primary and lower secondary 
schooling and improve the transition between Years 7 and 8.

NKIEEC response:  The NKIEEC project will consider inviting not only Year 7 and 8 students – but also teaching staff 
from both sectors.

Action statement:  Professional development and learning of teachers and principals in the Middle Phase of Learning 
will be prioritised and promoted.

NKIEEC response:  The NKIEEC MYOL Project team will develop a workshop focussing on MYOL project – including 
characteristics of learners and the program – for a student free day.

Action statement:  Negotiations with tertiary providers will be undertaken to review pre-service and post-graduate 
provision for teaching in the Middle Phase of Learning.

 Negotiations with Deans of Education will be undertaken to initiate changes to existing, or the 
development of new, pre-service and post-graduate qualifications to better prepare teachers for 
the Middle Phase of Learning.

NKIEEC response:  Opportunities should be explored with CQU to support the involvement of Bachelor of Learning 
Management students in the NKIEEC program

Action statement:  The contributions of teachers working in the Middle Phase of Learning will be recognised.
NKIEEC response:  Teachers involved in the NKIEEC project will be recognised and rewarded.

After: Hossack, 2005

Appendix 1: Action statements and the MYOL response
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Appendix 2: The none values of nature that the program focussed on

UTILITARIAN
People value wildlife because they gain 
material benefit from exploiting nature.

This is probably the most primal of 
all values and any other values would 
have been derived from this.

food, drugs, shelter

ECOLOGISTIC-SCIENTIFIC
The ecologistic-scientific values refer 
to the discovery of how an organism 
works and interacts with its living and 
non-living surroundings.

It is shown as an appreciation for 
diversity and a desire to classify, 
seeking the interrelatedness and 
uniqueness of the elements of nature.

Knowledge, understanding, 
observation

AESTHETIC
Aesthetic value refers to the enjoyment 
that people get from seeing wildlife 
and landscapes that are visually 
appealing. (beauty, harmony, pattern, 
form)

This value is often directed at 
‘charismatic megavertebrates’ but can 
include ‘the little people’.

Inspirational, peaceful, scenic, pretty

HUMANISTIC
This value is derived from a sense 
of deep emotional attachment to 
individual animals or species or place.

This is often undervalued as being too 
emotional and not ‘scientific enough’.

Examples include pets and animals 
with ‘human qualities’. This is what 
drives wildlife carers.

Bonding, affection, companionship, 
love

MORALISTIC
The sense that nature and humanity 
are part of one living system 
(ecocentric or biocentric not 
anthropocentric).

Gaia, reverence, and kinship for all life, 
animal ethics

animal liberation

DOMINIONISTIC
This value relates to the sense 
of achievement that comes from 
demonstrating authority over wildlife 
and nature.

mastery, control, authority, hunting, 
challenge, mountain climbing

NATURALISTIC
A sense of satisfaction discovery 
or pleasure gained from directly 
experiencing nature and wildlife.

Perception that it relieves stress 
and promotes a sense of mystery, 
fascination, curiosity and discovery.

Bird-watching, bushwalking, visiting 
zoos

SYMBOLIC
People value nature as a means of 
expressing ideas in language and 
thought.

Nature is a source of inspiration for 
poetry, myth, analogy and spirituality 
in indigenous oral cultures.

Poetic, educational, totemic, mythical, 
metaphorical

NEGATIVISTIC
This value relates to the fear or 
negative feelings that some people 
have for certain groups of wildlife.

There is now evidence that some of 
these fears could be genetically based.

Fear, phobia, alien, threatening, anxiety

Source: Hossack (2005, p. 2�)



GEOGRAPHICAL EDUCATION    VOLUME �9, 200646

Introduction

Environmental education in schools is seen 
as an important strategy in environmental 
improvement. The ‘traditional’ approach to 

environmental education has been to increase 
knowledge or raise awareness about the 
environment on the assumption that people would 
then be motivated to act towards the environment 
in a more responsible way (Hungerford & Volk, 
�990; Kollmuss & Agyeman, 2002). Kelsey (2003) 
argues that this assumption is maintained today 
in programs delivered through the mass media 
as public education about environmental matters. 
However, the assumption that knowledge about 
the environment will lead to behavioural change 
has been criticised by a number researchers e.g. 
Fien (�993), Connell, Fien, Sykes and Yencken 
(�998), Elliott (�999) and Jensen (2002). 

Criticism of traditional forms of environmental 
education have been accompanied by a call for 
a socially critical approach to this issue, one 
that seeks to provide students with the capacity 
to question and change environment-related 
practices. Huckle (�99�) included the following 
characteristics in a description of socially critical 
environmental education:

• learning is active and experiential;
• students are encouraged to think critically;
• values education addresses the sources 

of social beliefs and values, how they are 
transmitted and the interests they support; 
and

• students engage in collaborative and 
democratic change processes.

This more socially critical approach to 
environmental education has been linked to 
the concept of sustainable development and 
has resulted in the emergence of education for 
sustainability or sustainable development. In fact 
Tilbury, Coleman and Garlick (2005) argue that 

The Impact of an Education for 
Sustainability Unit on the Knowledge and 
Attitudes of Pre-Service Primary Teachers 
at an Australian University
Neil Taylor, Julie Kennelly, Kathy Jenkins and Rosemary Callingham

Neil, Julie and Kathy are in the Centre for Research in International Education and Sustainability, and 
Rosemary Callingham the School of Education at the University of New England, Armidale, NSW, 
Australia.

socially critical theory underpins education for 
sustainability (EfS) as it should involve students 
in reflective thinking, democratic decision making, 
futures thinking and collaborative planning.

Summers, Kruger, Childs, and Mant (200�) claim 
that the concept of sustainable development 
is multifaceted and involves environmental, 
economic and social consequences of human 
activity. They endorse a view of education 
for sustainability that emphasises the three 
dimensions of knowledge, skills and values. With 
greater awareness of environmental problems, 
there has been increased recognition of the 
importance of education for sustainability and this 
provides an important rationale for developing 
children’s knowledge of environmental issues 
(Summers, Kruger, & Childs, 2000).

However, considerable care must be taken in 
the way EfS is implemented. If the environment 
is presented to young people as a series of 
problems, it can have a detrimental effect on 
perceptions. For example, from research on the 
perceptions of �4 year old students in England, 
Uzzell, Rutland, and Whistance (�995) concluded 
that exposure to the details of environmental 
problems can heighten students’ sense of 
action paralysis or feelings of disempowerment. 
Furthermore, on the basis of a survey of 2�00 
secondary students in Australia, Fien (2000) 
claimed that the two most common reasons for 
young people not acting in an environmental way, 
were beliefs that their actions would not make 
any difference, and that they had no practical 
alternative to their unsustainable practices even 
though they knew these were wrong.

However, Jensen (2002) has argued the problem 
of ‘helplessness’ can be overcome if EfS contains 
a strong action component. He believes that 
students should have the opportunity to actively 
resolve environmental issues in a democratic way 
at the local level, firstly so they understand how 
these issues relate to their own lives and secondly 
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so they are encouraged by the success of their 
actions.

Furthermore, how individuals view the 
environment may also have a significant impact 
on how they respond to EfS. A phenomenographic 
study by Loughland, Reid, and Petocz (2002) 
indicated that the views of environment held 
by 2249 young people aged 9,�2,�4 and �7, 
ranged from environment seen as object to a 
relational view where students saw themselves 
in a mutually sustaining relationship with the 
environment. Marton and Booth (�997) suggest 
that this is highly significant as one’s actions 
are related to one’s experience and students 
that report a relational view will tend to integrate 
their action towards the environment from this 
perspective. The converse is also likely: students 
that report an object view may not even see the 
need for themselves to take any responsibility 
for the environment. Consequently EfS needs 
to accommodate a variety of perceptions of the 
environment.

If teachers are to engage their students effectively 
in EfS, it is a reasonable assumption that they 
should have an understanding of EfS as a concept 
and a secure knowledge of key contemporary 
environmental issues. However, Tilbury, Coleman, 
and Garlick (2005) contend that sustainability 
education is poorly represented in teacher training 
courses at the present time. This may explain 
why Cutter-Mackenzie and Smith (2003) claim 
that many primary school teachers in Australia 
(specifically Queensland) appear to be functioning 
at a knowledge level of what they call ‘ecological 
illiteracy’. Furthermore, they believe that primary 
teachers tend to dismiss the importance of 
knowledge, preferring to focus upon attitudes and 
values in the teaching of environmental education.

However, the BEd primary programme of the 
University of New England does include a 
compulsory unit specifically addressing EfS. This 
study examines the impact of this unit on the 
knowledge and attitudes of a group of primary 
BEd students. The research also examined the 
pre-service teachers’ views of the environment 
pre- and post instruction.

Related studies in this area

Studies across different cultural contexts 
have indicated that in general teachers and 
students share a strong interest about issues of 
sustainability and the environment (e.g., Cross, 
�998; Gayford, �998; Ho, �998). However, 
understanding about key environmental issues 
related to sustainable development such as 
biodiversity and global warming was often weak 
(e.g., Mansaray, Ajiboye, & Audu, �998; Summers 
et al., 2000; Fien, 2000). Furthermore, an 
interview study by Taylor, Nathan, and Coll (2003) 

conducted with primary and secondary teachers 
in the same geographical area as the present 
research, found that few of the participants 
were familiar with the concept of education for 
sustainability. This was despite the fact that all the 
teachers were identified in advance as having an 
active interest in environmental education.

There have been relatively few studies on the 
impact of EfS courses on student knowledge of 
and attitudes to environmental issues. This is 
particularly true at the tertiary level, despite the 
fact education and training within a university 
setting is increasingly being considered a 
critical component of sustainable approaches to 
development (Brody & Ryu, 2006). However, a 
recent study undertaken by Cheong (2005) with 
Bruneian pre-service teachers reports on an 
initiative to develop their knowledge, skills and 
attitudes in relation to sustainable development. 
Cheong involved the students in small group 
community problem solving projects and on 
the basis of their reflective writing, identified 
some positive changes in their attitudes to the 
environment.

In a rigorous study Brody and Ryu (2006) used 
the ecological footprint analysis pre- and post 
instruction to determine the educational impact 
of a graduate course on sustainable development. 
The authors reported that their problem-based 
learning approach significantly reduced the 
reported ecological footprints of the participants, 
although they admitted that further research was 
required to determine if graduate courses produce 
enduring behavioural change.

Fien (2002) has noted that the majority of studies 
on sustainability in higher education lacks 
rigorous research designs in that they fail to 
report on data collection procedures, data analysis 
and issues of validity. He went on to suggest that 
the use of empirical-analytical approaches such as 
quasi-experimental pre-test and post-test designs 
may be one of several research approaches to 
advance the understanding of sustainability and 
higher education. Cutter-Mackenzie and Smith 
(2002) also point to the paucity of empirical 
research about primary teachers’ knowledge 
of environmental education and the degree to 
which teachers’ knowledge inhibits environmental 
education practice.

The study reported below has employed a quasi-
experimental design in an attempt to address the 
question of how an EfS unit impacts upon the 
knowledge and attitudes of pre-service primary 
teachers to environmental issues.

Research Methods
A survey instrument (see Appendix A) was 
administered to the entire 2nd year cohort (��2 
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students) of the BEd primary students at the 
University of New England as a pre-test prior to 
their commencement of a �4 week unit in EfS. 
The same instrument was administered as a 
post-test immediately upon completion of the 
unit. The instrument comprised eight quantitative 
items drawn from a survey instrument developed 
by Walker, Loughland, and Brady (2002) and 
intended to provide benchmark data on NSW 
school students’ environmental knowledge, values 
and attitudes. A number of these items contained 
sub categories. An additional free response item 
(item 8) that required students to provide their 
understanding of the term ‘environment’ was 
drawn from the same instrument to allow for 
comparison with the work of Loughland, Reid 
and Petocz (2002). Finally, quantitative item �0 
was composed by the authors to determine the 
students’ views on the teaching of environmental 
education at the primary level.

Data analysis

Frequency tallies were carried out for each of the 
quantitative items in the survey pre- and post-
instruction and where appropriate, a series of t-
tests and chi-square were carried out to determine 
where statistically significant differences occurred 
between these. Responses to the qualitative item 
on the meaning of the term environment were 
grouped into pre- and post-instruction categories 
for each student. They were then examined by 
the authors to determine if there had been a 
qualitative shift in the students’ views about the 
environment by the end of the unit. This was 
not an attempt to conduct a phenomenographic 
study. Rather, it was intended to gain a sense 
of whether the students held an objectified view 
of the environment or a relational view prior to 
instruction, and so gauge if the unit had any 
impact upon their views.

Context of the sample

The University of New England is situated in 
the Northern Tablelands of New South Wales, a 
predominantly agricultural region. Many of its on-
campus students come from regional NSW, often 
from farming backgrounds. The region has been 
experiencing an ongoing period of drought that 
has impacted very seriously on many of its small 
communities. Many of the second year cohort 
came from areas in the New England region 
experiencing an economic downturn as a result of 
the drought.

The EfS unit

The �4-week EfS unit was designed to achieve 
a number of outcomes. First and foremost it 
was intended to show the students ways in 
which they could utilise their local environment 

as a teaching resource across the primary 
curriculum. In addition, it was intended to raise 
their awareness of important environmental 
issues both locally and globally. Furthermore, 
the unit contained a significant socially critical 
component, as it required the students to 
consider their own patterns of consumption 
by, amongst other things, calculating their 
ecological footprints and linking consumption to 
environmental impact. As a separate exercise, 
students also conducted personal audits of water, 
energy use and consumption patterns. The unit 
also examined issues such as land clearance 
and resultant salinity problems with specific 
reference to Western Australia and its postwar 
land clearance scheme to develop wheat farming. 
These were explored in relation to resultant social 
and economic outcomes as well as consequent 
environmental problems such as loss of 
biodiversity. 

Finally, the unit included attention to programming 
for integration of environmental education into the 
primary curriculum and to the nature of whole-
school approaches to environmental education 
similar to those described by Henderson and 
Tilbury (2004). The practicalities of, and potential 
learning opportunities from conducting school 
environmental audits, planning and action were 
also included.

Findings and Discussion

Knowledge issues

One of the quantitative questions on the survey 
(question 7) examined aspects of the students’ 
knowledge of key local, national and global 
environmental issues. This question was 
subdivided into nine multiple-choice items and, 
in all but one instance, the frequency of students 
selecting the correct response increased post 
instruction. Not all of these increases were 
statistically significant, particularly where there 
was already a high frequency of correct responses 
pre-instruction. However, it was encouraging that 
overall the unit appeared to have improved the 
students’ knowledge across a range of important 
environmental issues.

Item 7.2 highlighted the confusion many 
people experience between the concepts of 
global warming and ozone depletion with 33% 
of the cohort incorrectly linking these prior to 
instruction. This is similar to the findings of 
Summers et al. (2000) for primary teachers in the 
UK. However, this had dropped to 7% by the end 
of the unit with 85% correctly associating global 
warming with carbon emissions. A large change 
had also taken place in item 7.5 with students 
appearing to realise that soil salinity was a result 
of land clearance and that other problems, such 
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as soil erosion, also resulted from this activity. 
This may have been particularly pertinent to 
many of the students who came from rural areas 
suffering from chronic drought conditions and, 
in some cases, subsequent wind erosion of the 
soil. Furthermore, discussion of global warming 
and Australia’s reliance on coal for electricity 
generation is likely to have accounted for the 
increase in correct responses to item 7.6.

The only item to record a drop in correct 
responses post instruction was item 7.7 that 
dealt with species extinction. Students already 
appeared to have a sound knowledge of this 
issue before the unit, perhaps because it gets a 
high profile in the media, particularly in natural 
history documentaries. The minor decrease in 
correct responses to this item was not statistically 
significant.

This was clearly only a limited study of the 
students’ environmental knowledge, but it did 
indicate that many of the students did start 
with a reasonable understanding of some key 
environmental issues and this was improved 
overall by their participation in the unit.

Attitudinal issues

The remainder of the quantitative items in 
the survey were largely attitudinal in nature, 
canvassing the students’ personal views and 
concerns about environmental issues. A complete 
set of the results pre- and post-instruction is 
presented in Appendix B, but some of the key 
findings are highlighted here. Questions � to 3 
asked the students to highlight their concerns at a 
local, national and global level. Prior to instruction 
the most common concerns reported appeared 
to be popular media-driven social issues such as 
teen pregnancy, drug and alcohol abuse, traffic 
congestion and street violence, locally; crime 
unemployment and illegal migration, nationally; 
and war poverty and disease, globally. Issues 
related to reduced environmental sustainability 
were clearly perceived as of lesser importance pre 
instruction. However, post-instruction, many of 
the environmental sustainability issues showed a 
statistically significant increase in their perceived 
importance. Locally, water pollution as an issue 
had increased significantly while nationally, the 
same was true for land erosion, land clearing and 
air pollution. Nationally, there were significant 
drops for media driven issues such as crime 
and illegal immigration. Globally, students had 
increased concerns about the ozone layer and 
the greenhouse effect post-instruction, while 
concerns about war had diminished.

It was highly likely that after a unit on 
environmental sustainability, students should 
focus more readily on these issues when asked 
about their concerns, but it was encouraging that 

the unit had some impact on their awareness of 
these issues.

Question 4 asked students about their perceived 
view of how the environment would fare in the 
future at local, national and global levels and 
it was encouraging to note that, in general, 
the unit had not made them more pessimistic. 
Although the unit by its very nature had to raise 
some serious environmental problems, it was 
not the intention to present the environment as 
a series of problems. Rather, it was intended to 
provide the students with strategies they could 
employ as teachers to work with their classes 
to improve things. Thus it was encouraging that 
in question 5 there was a significant increase 
in those who ‘strongly agreed’ that they could 
help the environment. This suggested that rather 
than producing a sense of helplessness, it may 
have empowered the students to feel that change 
is possible. The work of Uzzell, Rutland, and 
Whistance (�995) and Fien (2000) suggest a 
sense of disempowerment may result if EfS is 
implemented inappropriately.

Perhaps not surprisingly, responses to question 
6 of the survey, the role of the university and its 
lecturers as a source of environmental information 
was significantly elevated post-instruction, while 
that of the media, with the exception of the 
Internet (with which most students had engaged 
to assist with their assignments), had diminished. 

The final two items (9 and �0) on the survey 
indicated almost no change in the students’ 
thinking. It was interesting to note that the unit 
had not resulted in a change in the students’ 
perceptions of the importance of environmental 
problems. Having said this, all of the cohort 
had viewed these as at least ‘important’ prior 
to instruction, while there was also no change 
in the students’ views of the importance of 
environmental education, which was considered 
‘very important’ by almost all participants on both 
occasions the survey was completed.

Views of the environment

The survey also contained a free response item 
in which students were asked to provide their 
understanding of the term ‘environment’. Despite 
the fact that the students in this study were older 
than those in the study of Loughland et al. (2002) 
of primary and secondary students the responses 
were qualitatively very similar, with many 
participants describing the environment in terms 
of nouns and lists of terms. For example:

• environment is everything surrounding us;
• the things that surround us, being not only 

living but non-living species [sic] as well;
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• it is what is around us – plants, animals, 
buildings, mountains. The place where we live; 
and

• everything that surrounds us, plants and 
animals, air and water, and so the list goes on.

Although most respondents were aware that 
the environment included biotic and abiotic 
components, their responses generally suggested 
that the environment was something ‘out there’ 
or ‘surrounding us’ in other words nature as an 
object (Loughland et al., 2002). There was little 
evidence among the responses of the relational 
view of the environment referred to by Marton and 
Booth (�997).

Responses to the same item post instruction, 
revealed little qualitative change, with the 
objective view of the environment being 
largely maintained. There were, however, a few 
exceptions. For example:

• the area in which we live and need to look after 
and preserve the natural landscape; and

• the place in which we live, which needs to 
be looked after, nurtured so that all in your 
environment can survive.

These responses appear to encompass a 
relationship with the environment and one that 
implies human stewardship. However, most post 
instruction responses continued to objectify the 
environment which may suggest that a �4 week 
unit is insufficient to change entrenched views, or 
that our relationship to the environment needs to 
be made more explicit. 

Conclusions
This research was an investigation to determine 
if BEd primary students were being impacted in 
their thinking about environmental issues by a �4-
week EfS unit. The unit appeared to improve their 
knowledge of a range of environmental issues 
such as global warming, land clearance and ozone 
depletion. Although the survey only ‘tested’ the 
students’ knowledge of a limited number of the 
environmental issues covered by the unit, it was 
very encouraging to see that an improvement 
resulted in almost all of these. It is always 
dangerous to generalise too much from a small 
study, but this finding at least implies that the unit 
may be addressing some of the concerns raised 
by Cutter-Mackenzie and Smith (2003) about 
‘ecological illiteracy’ amongst primary school 
teachers in Australia.

It also seemed to shift their concerns away 
from high profile, media-driven issues such 
as crime and illegal immigrations to pressing 
environmental issues such as land clearance. 
Furthermore, despite analysing a number of 

environmental problems, it was encouraging 
that the unit did not appear to engender a sense 
of helplessness. Rather, by offering a range of 
environmental teaching strategies, a sense of 
empowerment seemed to develop amongst the 
students. So overall the findings were pleasing.

However, as with Brody and Ryu’s (2006) 
study there was no opportunity to determine 
whether the changes in knowledge and 
perceptions amongst the students were enduring. 
Furthermore, it was impossible to determine if 
the attitudinal changes translated into lifestyle 
changes.

Since this study, the BEd Primary at UNE has 
been significantly rationalised, but fortunately 
the EfS unit has been retained. It will shortly 
be revised and implemented for the first time 
with 4th (final) year students in 2007. The data 
from this survey will inform the revision and it is 
intended that a more in-depth study involving the 
use of a more comprehensive survey instrument 
will be conducted in an attempt to determine the 
effectiveness of the unit. A similar pre- and post-
test quasi-experimental design will be employed, 
but it will be supported by qualitative data sources 
such as interviews to obtain a more in-depth 
picture of the students’ perceptions.

References
Brody, D. S., & Ryu, H-C. (2006). Measuring the 

educational impacts of a graduate course 
on sustainable development. Environmental 
Education Research, 12(2), �79–�99.

Cheong, I. P-A. (2005). Educating pre-service 
teachers for a sustainable environment. Asia-
Pacific Journal of Teacher Education, 33(�), 
97–��0.

Connell, S., Fien, J., Sykes, H., & Yencken, D. 
(�998). Young people and the environment in 
Australia: Beliefs, knowledge, commitment and 
educational implications. Australian Journal of 
Environmental Education, 14, 39–48.

Cross, R. (�998). Teachers’ views about what 
to do about sustainable development. 
Environmental Education Research, 4(�), 
4�–53.

Cutter-Mackenzie, A., & Smith, R. (2003). 
Ecological literacy: The ‘missing paradigm’ 
in environmental education (part one). 
Environmental Education Research, 9(4), 
497–524.

Elliott, J. (�999). Sustainable society and 
environmental education: Future perspectives 
and demands for the educational system. 
Cambridge Journal of Education, 29(3), 
325–340.



GEOGRAPHICAL EDUCATION    VOLUME �9, 2006 5�

Fien, J. (�993). Environmental education: Pathway 
to sustainability. Geelong: Deakin University

Fien, J. (2000). Listening to the voice of youth: 
Implications for educational reform. In 
D. Yencken, J. Fien & H. Sykes (Eds.), 
Environment, education and society in the 
Asia-Pacific: Local traditions and global 
discourses (pp. 25�–275). London: Routledge. 

Fien, J. (2002). Advancing sustainability in 
higher education: Issues and opportunities 
for research. International Journal for 
Sustainability in Higher Education, 3(3), 
243–253. 

Gayford, C. (�998). The perspectives of science 
teachers in relation to current thinking about 
environmental education. Research in Science 
and Technological Education, 16(2), �0�–��3.

Henderson, K., & Tilbury, D. (2004). Whole-school 
approaches to sustainability: An international 
review of Sustainable School Programs. 
Report prepared by the Australian Research 
Institute in Education for Sustainability 
(ARIES) for the Department of Environment 
and Heritage, Australian Government.

Ho, R. P. K. (�998). Perception of environmental 
education amongst primary and secondary 
teachers in Nairobi, Kenya. Environmental 
Education and Information, 17(�), 7�–90.

Huckle, J. (�99�). Education for sustainability: 
Assessing pathways to the future. Australian 
Journal of Environmental Education, 7, 43–62.

Hungerford, H., & Volk, T. (�990). Changing 
learner behaviour through environmental 
education. Journal of Environmental 
Education, 21(3), 8–�7.

Jensen, B. (2002). Knowledge, action and pro-
environmental behaviour. Environmental 
Education Research, 8(3), 325–334.

Kelsey, E. (2003). Constructing the public: 
Implications for the discourse of international 
agreements on conceptions of education and 
public participation. Environmental Education 
Research, 9(4), 403–428.

Kollmuss, A., & Agyeman, J. (2002). Mind the 
gap: Why do people act environmentally and 
what are the barriers to pro-environmental 
behaviour? Environmental Education 
Research, 8(3), 239–260.

Loughland, T., Reid, A., & Petocz, P. (2002). 
Young people’s conceptions of environment: 
A phenomenographic analysis. Environmental 
Education Research, 8(2), �87–�97.

Mansaray, A., Ajiboye, J. O., & Audu, U. F. (�998). 
Environmental knowledge and attitudes of 
some Nigerian secondary school teachers. 
Environmental Education Research, 4(3), 
329–339.

Marton, F., & Booth, S. (�997). Learning and 
awareness. Mahwah: NJ, Lawrence Erlbaum.

Summers, M., Kruger, C., & Childs, A. (2000). 
Teaching sustainable development in primary 
schools: An empirical study. Environmental 
Education Research, 6(4), 293–3�2.

Summers, M., Kruger, C., Childs, A., & Mant, J. 
(200�). Teaching sustainable development 
in primary schools: An empirical study. 
International Journal of Science Education, 
23(�), 33–53.

Taylor, N., Nathan, S., & Coll, R. (2003). Education 
for sustainability in regional NSW, Australia: 
An exploratory study of some teachers’ 
perceptions. International Research into 
Geographical and Environmental Education, 
12(4), 289–309. 

Tilbury, D., Coleman, V., & Garlick, D. (2005). A 
National Review of Environmental Education 
and its Contribution to Sustainability in 
Australia: School Education. Canberra: 
Australian Government Department of 
Environment and Heritage and Australian 
Institute in Education for Sustainability 
(ARIES).

Uzzell, D., Rutland, A., & Whistance, D. (�995). 
Questioning values in environmental 
education. In Y. Guerrier, N. Alexander, 
J. Chase & M. O’Brien (Eds.), Values and 
environment: A social science perspective 
(pp. �7�–�82). Chichester: John Wiley.

Walker, K., Loughland, T., & Brady, L. (2002). 
A benchmark survey of the environmental 
knowledge, values and attitudes of NSW 
school students: 2000. Sydney: University of 
Technology Sydney.



GEOGRAPHICAL EDUCATION    VOLUME �9, 200652

Students’ Attitudes Survey
Name
Group
This is not a test. There are no right or wrong answers. This survey has no bearing on your results for 
this unit. The opinions you provide will be used to improve the way we teach this course.

Question 1: What three things concern you most in your local area? Place a tick in three (3) 
boxes only.
 Litter
 Alcohol abuse
 Drug abuse
 Graffiti
 Traffic congestion
 Unemployment
 Water pollution
 Homeless people
 Teen pregnancies
 Street violence
 Bushfire
 Other … please write them down in the place provided

Question 2: What three (3) things concern you most in Australia? Place a tick in three (3) boxes only.
 Land erosion
 Illegal immigration
 Homeless people
 Aircraft noise
 Racism
 Crime
 Not enough national parks
 Politicians
 Land clearing
 Air pollution
 Unemployment
 Other … please write them down in the place provided

Question 3: What three (3) things concern you most in the world? Place a tick in three (3) boxes only.
 The hole in the ozone layer
 War
 Extinction of plants and animals
 The greenhouse effect
 Poverty
 Hunger
 Disease
 Ocean habitat destruction
 Other … please write them down in the place provided

Question 4: Indicate your opinion by placing a tick in one of the boxes.
�.� In the future my local environment will be

Much better Same Better Worse Much worse

�.2 In the future the Australian environment will be

Much better Same Better Worse Much worse

�.3 In the future the global environment will be

Much better Same Better Worse Much worse

Appendix A: The survey instrument used pre and post instruction
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Question 5: Indicate your opinion by placing a tick in one of the boxes.

Strongly agree Agree Disagree Strongly 
disagree

I can help the environment
Most people don’t care about the environment
The government doesn’t do enough for the 
environment
Business thinks politics are more important 
than the environment
What I learn at home allows me to help the 
environment
I think my friends care about the environment
Not all environmental problems can be solved
I think my parents care about the environment
All this talk about the environment is boring
Scientists will solve environmental problems
Kids my age can solve environmental 
problems
Most people don’t know what to do to help 
the environment

Question 6: How much information about the environment do you usually get from … Tick the 
appropriate box.

A lot A little Not at all
6.� Dad
6.2 Mum
6.3 Brothers/sisters
6.4 Other relatives
6.5 Internet
6.6 University
6.7 What I see
6.8 Television
6.9 Radio
6.�0 Newspapers
6.�� Magazines
6.�2 Clubs
6.�3 Computer Games
6.�4 Friends
6.�5 Ads
6.�6 Being outdoors
6.�7 Documentaries
6.�8 Lecturers
6.�9 Other, please specify

Question 7: Circle the correct answer.
7.� The term biodiversity refers to …
a) the total number of plants and animals in an area
b) the number of plants and animal species in an area
c) variations between plants and animals
d) the destruction of animal species in an area
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7.2 Global warming is caused by …
a) a hole in the earth’s atmosphere
b) increased radiation from the sun
c) increased cloud cover
d) increased carbon emissions from cars, home and industry

7.3 The MAIN cause of water pollution in the ocean and rivers is …
a) run-off from farms, yards, streets and gutters
b) waste from factories
c) pollution left on beaches
d) oil spills

7.4 The ozone layer is depleted by …
a) burning of fossil fuels
b) pollution from garbage tips
c) the release of CFC’s into the atmosphere
d) the increasing temperature of the sun’s rays

7.5 The biggest environmental threat to Australian farmland is …
a) soil salinity
b) land clearing
c) drought
d) pesticides

7.6 Most of the electricity in NSW is generated by
a) burning coal
b) nuclear power
c) solar power
d) hydro electricity

7.7 The MOST COMMON reason an animal species becomes extinct is …
a) they are killed by pesticides
b) their habitats are being destroyed by humans
c) there is too much hunting
d) there are climate changes that affect them

7.8 The greatest source of landfill material in garbage dumps is …
a) disposable nappies
b) lawn clippings and leaves
c) paper products including newspaper, cardboard and packaging
d) glass and plastic bottles and aluminium and steel cans

7.9 The current worldwide reduction in the number of ocean fish is mainly due to …
a) pollution in oceans
b) increased harvesting by fishing vessels
c) changes in ocean temperatures
d) loss of deep sea habitats

Question 8: I think the term environment means…
………………………………………………………..…………………………………………………
………………………………………………………..…………………………………………………
…………………………………………………………………………………………………………..

Question 9: Tick one box.
How important are environmental problems to you?

Very important Important Not important

10: Circle one
How important is it to teach environmental education?
Very important  Important  Not important
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(*p<0.05; **p<0.0�)

Question 1: What three things concern 
you most in your local area?

Score before Score after

Litter 35 49*
Alcohol abuse 42 25**
Drug abuse 56 4�*
Graffiti 6 4
Traffic congestion 2 ��
Unemployment 44 43
Water pollution 27 47**
Homeless people 7 �0
Teen pregnancies 3� �9*
Street violence 44 42
Bushfire 30 25
Other 8 ��
Question 2: What three (3) things 
concern you most in Australia?

Score before Score after

Land erosion 35 50*
Illegal immigration 4� 20**
Homeless people 22 �4
Aircraft noise   
Racism 35 26
Crime 72 59
Not enough national parks  4
Politicians �8 9
Land clearing 32 59**
Air pollution 25 4�*
Unemployment 46 42
Other 6 �0
Question 3: What three (3) things 
concern you most in the world?

Score before Score after

The hole in the ozone layer 23 37
War 95 65
Extinction of plants and animals 38 43
The greenhouse effect 2� 38
Poverty 63 53
Hunger �7 24
Disease 60 54
Ocean habitat destruction 8 �4
Other 6 3
Question 4a: In the future my local 
environment will be

Score before Score after

Much better 2 �
Same 26 30
Better 34 28
Worse 4� 45
Much worse 3 �

Appendix B: The pre- and post-test response frequencies to the survey items
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Question 4b: In the future the 
Australian environment will be Score before Score after
Much better 2 �
Same 20 �8
Better 26 23
Worse 52 56
Much worse 7 6
Question 4c: In the future the global 
environment will be Score before Score after
Much better   
Same �4 �6
Better �6 �3
Worse 60 6�
Much worse �4 �6
Question 5: Indicate your opinion by 
placing a tick in one of the boxes   

I can help the environment Strongly agree Agree Disagree
Strongly 
disagree

Score before 29** 82 �  
Score after 54 52 �  
Most people don’t care about the 
environment Strongly agree Agree Disagree

Strongly 
disagree

Score before 3 43 64 2
Score after 7 38 60 �
The government doesn’t do enough for 
the environment Strongly agree Agree Disagree

Strongly 
disagree

Score before 8 76 26  
Score after �3 62 29 2
Business thinks politics are more 
important than the environment Strongly agree Agree Disagree

Strongly 
disagree

Score before �7 73 2�  
Score after 28 65 ��  
What I learn at home allows me to help 
the environment Strongly agree Agree Disagree

Strongly 
disagree

Score before �3 80 �9  
Score after 20 67 �9  
I think my friends care about the 
environment Strongly agree Agree Disagree

Strongly 
disagree

Score before 7 85 20  
Score after 5 76 23 �
Not all environmental problems can be 
solved Strongly agree Agree Disagree

Strongly 
disagree

Score before �� 67 32 2
Score after 6 62 38  
I think my parents care about the 
environment Strongly agree Agree Disagree

Strongly 
disagree

Score before 2� 8� �0  
Score after 24 62 �0
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All this talk about the environment is 
boring Strongly agree Agree Disagree

Strongly 
disagree

Score before  �2 72 28
Score after 2 �� 57 47
Scientists will solve environmental 
problems Strongly agree Agree Disagree

Strongly 
disagree

Score before 3 44 62 3
Score after 4 37 62 2
Kids my age can solve environmental 
problems Strongly agree Agree Disagree

Strongly 
disagree

Score before 8 77 26  
Score after �8 69 �7  
Most people don’t know what to do to 
help the environment Strongly agree Agree Disagree

Strongly 
disagree

Score before 8 66 37 �
Score after �5 56 35 �
Question 6: How much information about 
the environment do you usually get from   
Dad A lot A little Not at all
Score before 33 60 �7
Score after 30 59 �7
Mum A lot A little Not at all
Score before 20 78 �3
Score after �2 77 �7
Brother/sisters A lot A little Not at all
Score before 7 58 45
Score after 9 45 52
Other relatives A lot A little Not at all
Score before 4 63 34
Score after �� 52 42
Internet A lot A little Not at all
Score before 35 55 2�
Score after 54 44 8
University A lot A little Not at all
Score before 36 57 2
Score after 68 25  
What I see A lot A little Not at all
Score before 72 39 �
Score after 49 58  
Television A lot A little Not at all
Score before 67 43 �
Score after 50 56 �
Radio A lot A little Not at all
Score before 27 42 �2
Score after �5 65 27
Newspapers A lot A little Not at all
Score before 52 58 �
Score after 44 60 3
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Magazines A lot A little Not at all
Score before 28 67 �5
Score after 20 69 �9
Clubs A lot A little Not at all
Score before 3 3� 77
Score after � 27 77
Computer games A lot A little Not at all
Score before  �5 96
Score after  �4 92
Friends A lot A little Not at all
Score before 5 85 2�
Score after 5 76 25
Ads A lot A little Not at all
Score before 37 65 9
Score after 27 69 9
Being outdoors A lot A little Not at all
Score before 62 48 �
Score after 56 49 �
Documentaries A lot A little Not at all
Score before 83 20 8
Score after 8� 25 2
Lecturers A lot A little Not at all
Score before 25 73 4
Score after 55 42 3
Question 7: Circle the correct answer   
7.� The term biodiversity refers to a b* c d
Score before �5 38 54 4
Score after �3 50 44  
7.2 Global warming is caused by a b c d*
Score before 37 6  67
Score after 8 5  95
7.3 The main cause of water pollution in 
the ocean and rivers is a* b c d
Score before 88 �4 4 6
Score after 96 7 � 2
7.4 The ozone layer is being depleted by a b c* d
Score before 28 � 8�  
Score after 2� 2 84 �
7.5 The biggest environmental threat to 
Australian farmland is a b* c d
Score before 64 9 37 2
Score after 42 47 �8  
7.6 Most of the electricity in NSW is 
generated by a* b c d
Score before 66 9 2 32
Score after 87 2  �6
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7.7 The most common reason an animal 
species becomes extinct is

a b* c d

Score before  �06 � 4
Score after  �03  4
7.8 The greatest source of landfill material 
in garbage dumps is a b c* d
Score before 20 5 44 40
Score after 25 3 6� 20
7.9 The current worldwide reduction in 
the number of ocean fish is mainly due to a b* c d
Score before 46 43 �� 8
Score after 27 59 �6 6
Question 9: Tick one box   
How important are environmental 
problems to you? Very important Important Not important
Score before 49 58  
Score after 50 55  
Question 10: Tick one box   
How important is it to teach 
environmental education? Very important Important Not important 
Score before 94 �5  
Score after 93 ��
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GeoFlight Brisbane. 
South Perth: McMullen 
Nolan and Partners,  
CD-ROM Version 
2004.0.1.
www.geoflight.com.au

Teaching skills 
in mapping and 
photographic 

interpretation in geography has so 
much potential, yet is often placeless and without 

context. Maps and photos are taught more for the skills in 
interpretation as an end in themselves, than for the information 
they provide in geographical inquiries about particular places. 

How refreshing, therefore, to find a resource which has place 
as its focus. GeoFlight Brisbane is one of a series of five CD-
ROMs, which focuses upon Australia’s largest cities; the others 
are Sydney, Melbourne, Adelaide and Perth. Their aim is ‘to 
increase student’s understanding of Mapping Skills and the 
Australian Environment by providing a totally interactive 3D 
experience’. In so doing, students ‘fly’ and navigate their way 
around Brisbane as they chart a route, and are able to see its 
human and physical features at different heights and scales. 
As well as visual imagery, GeoFlight contains topographical 
features and contour lines; at each stage students can overlay 
names, road maps, natural features, or landmarks. 

Developed in coordination with geography and SOSE teachers, 
this resource has as its strength superb photo quality and 
information about Brisbane. The entire city is covered, so that 
urban features of the CBD can be investigated, and suburbs 
explored, through to the edge of the city. As such, this resource 
is relevant for any student learning particular map and photo 
skills, and the resource contains several stand-alone activities, 
which students can use independently, or as directed by their 
teacher. 

The real value of this resource lies in flexibility. The student 
with a focused inquiry into land uses in cities will see all 
parts of Brisbane clearly, so that, for instance, the validity of 
urban land use models can easily be explored. The inquiring 
teacher, wishing to develop values-based inquiries, will find 
much to inspire – such as assessing the impact of a proposed 
sports stadium upon a neighbourhood, or engaging students 
in assessing the impact of a proposal or development upon a 
locality. 

Similarly, the statistical overlays would enable students to 
investigate disparities between different suburbs. Such teachers 
would need to develop their own inquiries, but the resource is 
user-friendly enough to inspire. Australian Bureau of Statistics 
(ABS) statistical data can be overlaid and used to assess 
neighbourhoods, and students can freeze their flight over the 
city and import stills and images into their own work with ease.

This is an excellent resource. Teachers in Brisbane itself will be 
able to use this resource in exploring geographical themes in 
their own locality; teachers elsewhere in Australia and the world 
will have their own ‘virtual fieldwork’ resource with the city on 
tap. Though relatively expensive, particularly with first-time 
purchasers who pay for a one-off site licence, the cost is less 
than a class set of books and, unlike textbooks, GeoFlight is 
age-independent. The inquiring Year �2 student will value this 
as much as students of younger ages. Their teachers will find 
value for money.

Bob Digby
University College School, London, United Kingdom. 

Geography: teaching 
school subjects 11–19. 
By John Morgan & David 
Lambert. 
London: Routledge, 230 
pages, hardback, 
ISBN 0415321107.
www.routledge.com

 
Geography: teaching school 

subjects 11–19 is a joy to read, like 
devouring a meaty bass line in a favourite jazz track. 

I was so seduced by their text, aimed at trainee and beginning 
teachers, that I began to question the congruence of the 
authors’ philosophies with mine and wonder what a right wing 
Philip Adams would think of it all?

It is not merely the political approach that appeals but also 
the desire to reinvigorate geography teaching, shake it 
up, personalise it and pervade it with passion. Further, it 
is intelligently written broken into digestible chunks with 
subheadings. There are appropriate quotations and apposite 
anecdotes.

The text illuminates the development of geography as a 
discipline and successfully demonstrates how trainee, and new 

Book Reviews

Reviews Editor: Geoffrey Paterson
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teachers, can make geography accessible and interesting for 
students in their classrooms. 

Part I: the subject contains three chapters, ‘Doing geography’, 
‘Making school geography’ and, ‘Geography, knowledge and 
education’. I appreciated the inclusion of the Barnes and 
Gregory’s definition of geography as a ‘sedimented and situated 
product’ that has changed over time ricocheting from place 
to place. I applauded the authors’ aim to explore cutting edge 
geography in an endeavour to engage with future intellectual 
and political challenges. I was also reminded of the duality 
of thinking about the nature of geography in Australia. On 
the one hand, there is Richie Howitt explaining to Indigenous 
Australians, mining companies and local government groups 
about geography: ‘Geography is interested in what places are 
like and the relationships between people and places – so we 
look at landscapes and environments, regional policies and 
things like that’ (200�). On the other, there is the rich varied 
incursion of geography into political economy, feminism, 
cultural studies, and post-structuralism. Both underpin the 
essentialism of geography.

Throughout the text, I was prone to draw parallels between the 
unfolding narratives about the history of human geography 
and its impacts on our region’s geographical education. I was 
reminded how wedded to key concepts the development of 
geography has been in Victoria, how important Don Biddle’s 
examination of paradigms in geography was to NSW syllabus 
development, and how it was Lex Chalmers who pointed out to 
me the cleavage in geography: before and after David Harvey’s 
Social justice and the city (�973). I recalled Bob Fagan’s 
apologetic �995 article about the strength of political economy 
in local geography and its reluctance to admit the cultural turn.

I am also reminded of the Queensland initiative Teaching 
geography for a better world, Victoria’s New wave geography 
and the inclusion of Global Education in NSW geography 
curriculum. To an extent, Australian teachers have engaged with 
exciting debates within the discipline.

The text’s ‘Histories of Physical Geography’ is a much 
shorter treatment than ‘Histories of Human Geography’. In 
our bifurcated discipline, physical geography is too often the 
bridesmaid. However, I remember some Australian research 
undertaken by Peter van Noorden, which revealed that physical 
geography loomed large in teachers’ imaginations. I cannot 
help feeling that the ‘false division between society and nature’, 
referred to in Morgan and Lambert, could be best addressed 
by centring at least some teaching and learning on political 
ecology, a fusion between ecology and political economy. 
This would be more current and cutting edge than reverting to 
topophilia, referred to in the text, because many concepts that 
underpin humanistic geography seem to have been superseded 
by the more recent cultural turn in geography.

Chapter 3 successfully examines the interface between culture 
and curriculum. The authors quote Inglis, in that political 
change affects ‘the form and content of what on earth that 
nation knows, and thinks it ought to know’. I am reminded 
of John Huckle’s late �980s visit to Australia where he 
advocated a curriculum that allowed students to interrogate 
the political; later encouraging political literacy through 
appealing to geography teachers to engage in philosopher, 

Jurgen Habermas’ critical theory. I reminisce, once more, 
that Australian curriculum did indeed embrace the political in 
teaching World power in a nuclear age, New wave geography 
and Teaching geography for a better world.

I am mindful that student-centred geography and issues-based 
approaches permeated this hemisphere’s classrooms. I take 
you back to school texts that urged students to look through 
a geographer’s eyes; to develop practical geography skills as 
students discovered, worked things out and made decisions; 
and helped geography students develop their own geographic 
perspectives or viewpoints.

I remember working within geography curriculum to develop 
some of the ‘adjectival studies’, referred to in the text, such as 
Peace Education, Development Education and Environmental 
Education. Some diminished in intensity as the Cold War 
thawed; some became powerful driving forces supported by 
‘Learning for a Fairer Future’ and ‘A Better World For All’. Others 
were hived off into separate disciplines.

The reference in the subsection ‘Geography and enterprise’ was 
paralleled in Australia by the enduring Mayer Committee Report 
that was developed for the Federal and State governments in 
�992. 

The penultimate section poses, ‘Whose National Curriculum?’ I 
think we could safely argue ownership by economic rationalists 
in government and a compliant bureaucracy and national press. 
Ball, cited in the text, refers to the curriculum of the dead in 
the UK, where progressive teaching has been overridden by 
knowledge-based approaches. Self-evident are vestiges of the 
curriculum of the dead in Geography Years 7–�0 in NSW and 
the proposed senior curriculum in Western Australia. On the 
other hand, there are some spaces of resistance where teachers 
are developing interesting approaches to sterile curricula in 
geography forums and blogs.

Chapter 3 concludes by referring to differing trajectories 
pursued by school and academic geography. Again, I reflect 
that curriculum bureaucrats with complicit support from 
geography teachers have fashioned much of Australian school 
curriculum. Perhaps, it is time to re-engage our academic 
colleagues to re-invigorate the ‘curriculum of the dead’.

In chapter 4 ‘Geography, knowledge and education’, students 
ask ‘what’s the point?’ (of studying geography). I wish I could 
translate to students the essences of David Harvey’s eloquent 
utopian 2002 essay or Gunnar Olsson’s post-structuralist 2000 
playful piece. I wonder too whether Morgan and Lambert’s 
heuristic device of using positivist, humanistic and realist 
approaches is too dated in the exciting here and now where 
geography is influenced by postcolonial studies, feminism and 
psychoanalysis. Nevertheless, this is as fine a chapter as its 
predecessors.

Part II: the classroom is divided into chapter 5 ‘Curriculum 
planning – curriculum thinking’; chapter 6 ‘Teaching and 
learning geography’; and chapter 7 ‘Evaluating geography 
education’. In the first chapter, Morgan and Lambert 
successfully sketch in accomplished geography teachers 
and disclose instructive pedagogies through a number 
of vignettes: ‘what is development’; ‘teaching limestone 
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landscapes’; ‘constructing crime’; and, ‘the right to asylum?’ 
Such accomplished teachers are engaged in the creative act of 
geography teaching armed with sets of well-planned lessons. 
They are scholars of geography and know not only how 
knowledge is produced but also are aware of the production of 
knowledge in its social milieu. They are politically aware, know 
their students, and successfully critique the education system. 

Chapter 6 examines pedagogy from a constructivist 
perspective. Here the essence of being an effective teacher lies 
in knowing what to do to foster student learning and being able 
to do it. The authors contrast Freire’s �972 acritical ‘banking 
model’ of teaching with constructivist approaches to learning. 
I am reminded of Simon Catling’s staggering extended 2003 
article that powerfully constructs ‘children’s geographies’. 
Although, I acknowledge that Catling’s work is outside the 
scope of this text.

Morgan and Lambert examine critical approaches to language 
and literacy in geography; ‘mapping meanings’; technoliteracy 
and geography; and, media and geography. The mapping 
meanings section refers, in part, to some rather dated �983 
work on graphicacy and geography teaching but much of the 
chapter is well informed on the cultural turn in geography, 
including reference to John Connell and Chris Gibson’s 200� 
book. Perhaps there is also room to include a �99� article from 
Geographical education, ‘Novels and drama in the teaching of 
geography’. 

Part III: the teacher starts when chapter 8 asks teachers to 
build on their idealism to be good practitioners but also to 
avoid moral carelessness. Morgan and Lambert try to steer 
geography teachers away from shallow, examination-focused 
learning; being lost in oceans of relativism; carried away by 
passionate indoctrination; or preoccupied with busy work and 
student engagement rather than making sound judgments over 
the value of what is being learned. This chapter has plenty of 
positive suggestions including strategies to counter teenage 
‘mental shrugging’ and the ‘whatever’ syndrome.

Chapter 9 is a polemic about teaching standards in the UK. This 
discussion has much resonance in the Australian context where 
there are state-based teaching standards and national standards 
developed through ‘Teaching Australia’.

Chapter �0 debates the meaning of professional development. 
I am struck by the congruence of continuing professional 
development in the UK, where it is nationally organised, with 
Australia, where it is largely state-based. It is obvious the 
productive pedagogies in their various guises have permeated 
both the UK and Australian education systems and classrooms. 
Again, there are some powerful parallels with the Geographical 
Association’s vision with that of AGTA.

The text is a powerful critique of teaching geography but it also 
envisages a future that sees the relevance of geography in the 
wider community and its educational potential for all young 
people. 

Thoroughly recommended.

Nick Hutchinson
Macquarie University, New South Wales
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GIS in the Field: a 
practical approach to 
GIS field applications 
in the classroom
By Malcolm McInerney, 
Briar Newland, Adrian 
Johnson, Peter Stewart & 
John Campbell. 
Adelaide: Geography 
Teachers’ Association of 
South Australia Inc, 

210 pages, paper and CD-ROM. 
Available from CEASA office, Education Development 
Centre, Milner Street, Hindmarsh, South Australia 
5007. Email ceasa@ceasa.asn.au

The book is organised into ten chapters with a conclusion. 
Chapter � provides an introduction to using Geographic 
Information Systems (GIS) in the classroom. Chapters 
2 and 3 introduce the reader to the ESRI Arcview GIS 
software. The remaining seven chapters include a range of 
units that can be taught with students centred on thematic 
issues (skate park locations, pest plant location, bushfire, 
real estate, streetscape, wasp nest and environmental 
management). The book concludes with a section on where 
to go for further information.

Chapters 4 to�0 include both an outline of the theme, 
student and teacher notes, and an extension section. 
Chapters 4, 5, 6, 7 are aimed at a basic level. Chapters 
8, 9 and �0 are aimed at an intermediate level. Chapter 
�0 also includes a number of worksheets with suggested 
timeframes; they may be used for assessment purposes. 
One feature of the book is that chapters contain a number of 
screen shots illustrating how to use the software. The quick 
reference guide is particularly useful to use with students. 

The CD-ROM includes chapters in PDF and Word format. 
Two additional units are included which link to Microsoft 
Explorer: levels of development and water quality. The data 
for all chapters are included.

From a curriculum perspective, the resource does not 
specifically outline any particular link to syllabuses in 
any state or territory. There is an acknowledgement 
in the preface that the chapters have been written by 
geography teachers but ‘the subject material is applicable 
to other disciplines such as economics, science, history, 
mathematics and environmental studies’. The material 
included in the resource would be appropriate to junior or 
senior secondary or tertiary students. One of the strengths 
of the resource is that the units have been developed by 
practising teachers.

The resource was published in 2005. It is an important 
addition to Australian produced material on the subject of 
GIS.

Greg Calvert
Elizabeth College, Hobart, Tasmania.

Heinemann atlas 
4th edition 
Executive editor: Raymond 
Pask. 
Harcourt Education, Port 
Melbourne, 2005, 
284 pages, hardback, 
ISBN 1740814649
Atlas, eAtlas CD-ROM, 
Teacher’s Resource 
Book, and Workbook.

                                 www.hi.com.au

The Heinemann atlas fourth edition is a comprehensive, 
visually appealing, and easy-to-access resource appropriate 
for secondary students and teachers. 

The hardcover atlas features a brief introduction to atlas 
skills. A sizable portion of the atlas is dedicated to Australia, 
incorporating graphic and statistical information for each 
state and territory with at least one key issue highlighted for 
extended analysis. 

The atlas then proceeds to world regions with a focus on 
relevant facts, maps, graphs and supporting illustrations. 
A particular feature of the atlas is the focus issue identified 
for each continent, for example Antarctica: how is global 
warming affecting Antarctica? The final section deals with 
topical world themes such as the 2004 tsunami, ensuring 
the atlas will be a relevant and contemporary resource for 
classrooms. 

The supporting eAtlas CD-ROM contains a vast array of 
resources including an electronic version of the atlas, 
map builders, a range of worksheets, a particularly useful 
interactive map skills program to engage students, and links 
to the dedicated website at www.hi.com.au/atlas 

The Teacher’s Resource Book consists of blackline masters 
corresponding to each page of the atlas. Whilst there is 
a diverse range of tasks, many are of the knowledge and 
comprehension dimension with a few higher-order thinking 
tasks included. 

The Workbook focuses on developing geography skills 
with sections on interpreting maps, graphs, statistics, and 
photographs. There is a wealth of information covered and 
the handy hints highlight significant points of interest, 
though the activities do tend to focus on knowledge and 
comprehension. 

An overview on the authors’ intent in terms of perceived 
classroom usage may have been beneficial to the package, 
though it is self-evident from the depth and quality of the 
materials that the resources have application across a 
diverse range of settings and structures. The Heinemann 
atlas and supporting resources have unquestionable merit 
in any scientific investigation of the natural and constructed 
world. 

Amanda Watson
Launceston, Tasmania.
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If the world were a 
village: a book about 
the world and its 
people. 
By David J Smith. 
Crows Nest: Allen & Unwin,
2006, 32 pages, paper, 
ISBN 1741148154. 

www.allen-unwin.com.au

David Smith’s reference book is a terrific resource for any 
year level throughout the primary school.

The book represents our planet as a village and describes 
how we share this village with our neighbours. The 
information and colourful illustrations by Shelagh 
Armstrong teach young students how people live, where 
they live, and the importance of living in peace and 
harmony.

Each double-page spread has a separate focus. The physical 
world focus is on population, air and water but it is the 
discussion that can be generated from the information that 
is its strength. 

The factual information takes on a story-like format. This 
makes statistical information interesting and believable to 
young primary students. For example, out of �00 people in 
the village 50 people do not have a reliable source of food 
and are hungry some or all of the time. 20 other people 
are severely undernourished. Only 30 people always have 
enough to eat. Imagine the discussion generated by this 
fact!

With the push towards personal futures, reflection and the 
thinking curriculum, the discussion generated would allow 
the teacher to initiate sharing of ideas and an innovative 
learning program. The book’s information can cross over to 
several subjects supporting the VELS (Victorian Essential 
Learning Standards) integrated unit approach.

Did you know that �7 out of the �00 people in the village 
cannot read? This fact asks students to discover why? 
where? how? allowing teachers to create a world-minded 
classroom environment that fosters interests about other 
parts of the world and curiosity about other people, 
cultures, languages and our future. 

Vicky Skliros
Distance Education Centre Victoria, Thornbury, Victoria.

Macquarie atlas 
of indigenous 
Australia: culture 
and society through 
space and time. 
Edited by Bill Arthur & 
Frances Morphy.

 North Ryde: Macquarie 
Library,
2005, 278 pages, 
hardback, ISBN 

1876429356.
www.panmacmillan.com.au

This beautifully produced volume opens with an 
introductory chapter on ‘navigating the atlas’. The 
following twenty chapters of the book are grouped into 
three sections: ‘The socio-cultural space’ (chapters 2 to 
��); ‘The socio-economic space’ (�2–�6); and ‘The socio-
political space’ (�7–2�). Four appendixes present, in turn, 
a discussion of the well-known �974 Tindale map of ‘tribal’ 
areas, a glossary and abbreviations, author details, and 
acknowledgements. 

As stated in that introductory chapter, the information 
contained in the Atlas is transmitted principally by means 
of ‘related maps, graphs, and illustrations’ (page ��). 
Very few double-page spreads do not contain at least one 
map, and none is without illustrations of some kind. Apart 
from the Introduction, text is kept to a minimum, and 
consists primarily of expanded captions for the many maps, 
photographs and drawings. Each chapter concludes with a 
succinct summary and a list of ‘further reading’, features 
that could be of particular use in a teaching context. The 
advantage of the approach adopted in this volume is that 
regional variations in social customs – such as male 
maturity rites or mortuary practices – can be illustrated 
easily through the use of appropriately annotated maps.

The subject areas touched on in this book are numerous 
and widely diverse, covering disciplines as different as 
archaeology to politics to sociology. There is a great deal 
within this one volume, however, that would be of interest 
to both teachers and students of geography. To refer to 
perhaps the most pertinent section: Chapter 8 ‘Social and 
cultural life’ deals at some length with the ways in which (in 
precolonial times) technology and customs varied across 
the entire continent, and how these variations ‘owe much to 
the intersection of topography and geography with a hunter-
gatherer way of life’ (page 88). 

The cost of this book will probably determine that it is more 
a teacher resource than something students will buy but 
that should not detract from its use. This book deserves a 
place in every library – school, university and municipality 
– in this country.

Gary Presland
The University of Melbourne, Victoria.
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New Perspectives VCE 
Geography Units 1–4. 
General Editor: Raymond 
Pask. 
Camberwell West: 
Geography Teachers’ 
Association of Victoria, 
2006, 316 pages, paper, 
ISBN 1876703083. 
www.gtav.asn.au

New perspectives has been specifically designed 
to meet the needs of the VCE Geography 2006 Study 
Design and incorporates tasks to meet the outcomes of 
the new course. It contains skills, approaches and case 
studies to support the teaching and learning of Units � 
to 4 Geography. Published by the Geography Teachers’ 
Association of Victoria, it is a collaborative work produced 
by an array of accomplished Victorian Geography teachers.

The book has five sections:
• Skills Section
• Unit � Natural Environments – volcanic, temperate 

forests, coastal environments
• Unit 2 Human Environments – Vietnam, Melbourne, 

Yarra Valley
• Unit 3 Region Resources – water, Murray-Darling Basin, 

Phillip Island Nature Park, Chapel Street, a vineyard
• Unit 4 Global Perspectives – human population, climate 

change, global fishing, tourism, desertification.

The book begins with the very impressive Skills Section. 
The approach to learning facilitates student thinking about 
key definitions, geographical concepts and organising 
geographic data. Clear definitions are given and questions 
are well posed to develop understanding. In this section, 
and in the textbook as a whole, high quality visual material 
is used to assist student learning and understanding. There 
is also a very valuable table to assist students to interpret 
examination questions by defining the meaning of key 
words.

Each unit is colour-coded for ease of use and each has an 
introductory section which briefly outlines key concepts. 
The units then move into more in-depth studies; the 
Murray-Darling Basin is examined in particular depth. Case 
studies are relevant and contemporary. Not surprisingly, 
many of the examples given are from Victoria but there 
are also numerous examples with a global focus. All case 
studies are notably supported by a range of high quality 
visual materials which are designed to develop the visual 
and geographic literacy of students. Likewise, the questions 
are admirably planned to stimulate student thinking, ranging 
from those testing lower order skills to those requiring deep 
thought and action. 

Fieldwork opportunities are also carefully outlined in 
Phillip Island Nature Park, Chapel Street and a Yarra Valley 

vineyard. Geographic terminology is used throughout 
with key terms indicated in the text by the use of italics, 
successfully modelling their use to students.

This textbook covers the final two years of geography 
studies in Victoria and is very comprehensive. The visual 
material is clear and useful and there is an emphasis on 
interpreting visual data. A wealth of material is covered and 
the book could be used to teach the whole course or the 
units can stand alone. 

I believe that this text is essential for senior Victorian 
geography teachers. I also believe that it would be 
useful for teachers in other States as well, given its up-
to-date information, the high quality of the visual data, 
and questions about a range of geographical issues and 
environments. 

This textbook shows great attention to detail, informed 
teaching and learning strategies, and the collective wisdom 
achieved by years of teaching by some very impressive 
geography teachers.

Noelene Williams
Methodist Ladies’ College, Kew, Victoria.

One planet many 
people: atlas of 
our changing 
environment
Nairobi: United 
Nations Environment 
Programme, 
2005, CD-ROM. 

www.unep.org

One planet many people is organised into three sections.

Section � contains high-resolution jpeg files, which show 
47 locations throughout the globe. Examples include Ok 
Tedi, Aral Sea, Three Gorges, Bolivia, Santiago and Sydney 
each emphasising spatial change over time with satellite 
images taken over at least two time periods for each 
location. This section of the CD-ROM provides teachers 
with an array of locations throughout the globe with some 
excellent examples of spatial change over time.

Section 2 has the printed version of the Atlas in PDF format 
with four chapters. The first chapter, entitled Introduction: 
a story of change, is followed by Chapter 2 People and 
planet – human influences. Sections of this chapter 
include population, culture, land use and degradation, 
ecoregions and ecosystems, biodiversity, invasive species 
and protected areas, energy consumption and resource 
extraction.

Chapter 3 Human impact on the planet – visualising change 
over time surveys the atmosphere, coastal areas, forests, 
water, croplands, grasslands, urban areas, tundra and polar 
regions. The final chapter is entitled natural and human 
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induced extreme events – geohazards, climatic hazards, and 
industrial hazards.

This section of the CD-ROM provides an excellent teacher 
resource that consists of valuable text complemented by a 
range of appropriate of visual materials including images, 
graphs, satellite images, data tables and diagrams. An 
outstanding feature of this section is the number and quality 
of the satellite images that are formatted to allow two time 
periods to be presented on the one screen. This is a most 
worthy teaching resource.

Section 3 Urban Posters has a range of PDF files of Brasilia, 
Everglades, Bucharest, Geneva, Kiev, Las Vegas, London, 
Mexico City, Nairobi, San Francisco and Tehran. This 
series of posters have the same excellent quality images 
accompanied by informative and relevant text.

I would highly recommend this CD-ROM as a teacher 
resource, for use in a range of classroom contexts, 
locations and year levels. It provides highly relevant 
information on a wide range of global issues illustrated by 
a broad range of locations. It is presented in a user-friendly 
format that teachers and students alike will find most 
interesting and valuable.

Leonie Brown
Bacchus Marsh Grammar School, Victoria.

Questioning 
Geography: 
fundamental 
debates. 
Edited by Noel Castree, 
Alisdair Rogers & 
Douglas Sherman. 
Malden (MD): Blackwell 
Publishing, 
2005, 328 pages, paper, 

ISBN 140510192X. 

www.blackwellpublishing.com

This elegant book is designed for upper level 
undergraduates or postgraduates who have already 
experienced a diversity of geography courses and are 
contemplating, by accident or design, the history, nature 
and philosophy of the subject. The authors have sought to 
develop a range of innovative new approaches, to provide a 
fresh perspective on what they perceive as a ‘discipline of 
unusual intellectual breadth’, and to seek to draw together 
human and physical geography. Most of the authors are 
distinguished British or North American geographers. 
Indeed, perhaps curiously, almost the only reference to 
Australia is a brief discussion of the split between Human 
Geography and Physical Geography Departments at 
Macquarie University!

The title then refers not so much to the questions that 
geographers ask about the world in which they live, and 
which they study, but to the questions they ask about 
geography itself. The book begins from the premise that 
geography is a contested discipline but debate over that 
contestation and division can generate more light than 
heat. Each chapter seeks to address one or more key issues 
about the way that geography is organised and practised. 
Chapters are grouped in five sections that explore, firstly, 
how geography has been defined and become fragmented; 
secondly, the different ways in which geographers have 
chosen to ‘do geography’; thirdly, the philosophical issues 
that span both human and physical geography, at once 
dividing and uniting them; fourthly, the diverse ‘tools of 
the geographical trade’, from cartography and modelling 
to fieldwork and theorising; fifthly, the policy relevance of 
geography. Each chapter is followed by essay questions and 
guides to further reading.

Questioning Geography is a valuable book, there are 
many exceptional chapters (such as Noel Castree’s long 
chapter on ‘Is Geography a Science?’), and it deserves a 
wide market. However, in a continent where geography in 
universities is as fragmented as it has ever been, where 
students only exceptionally even embark on first year 
courses involving both physical and human geography 
and where philosophical debates are rare, even at fourth 
year and postgraduate years, it may struggle to find a 
market. For high schools it may seem even more esoteric 
though (again) Noel Castree’s elegant – and this time brief 
– conclusion, on ‘Whose Geography? Education as Politics’ 
should be widely circulated for its emphasis on critical 
thought at every level, and its simple enthusiasm for the 
manner in which geography offers a remarkable mixture of 
technical, moral, aesthetic and critical knowledges. It is an 
excellent collection.

John Connell
School of Geosciences, 

The University of Sydney New South Wales.

Teaching Geography. 
By Phil Gersmehl. 
New York: Guilford Press, 
2005, 278 pages, paper 
and CD-ROM, 
ISBN 1593851545.
www.guilford.com

This book and CD-ROM 
provide a very interesting 
and practical approach to 

the teaching of spatial thinking skills, and 
analytical geography. It contains a wealth of ideas that 
would be an excellent resource for pre-service teachers and 
also classroom teachers looking for a fresh approach when 
planning new units of work. 
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Phil Gersmehl, Professor and Director of the New York 
Centre for Geographic Learning, challenges teachers of 
Social Science and Geography to enable their students 
to observe, hypothesise and evaluate rather than to 
memorise information. Gersmehl has developed a series 
of activities and transparency masters, each accompanied 
by a teacher’s guide, available both in the book, and as 
ready for duplicating from the CD-ROM. He supports the 
reasoning behind these activities with theory. His challenge 
is presented in a quirky and humorous way that is designed 
to make educators stop and think. 

While pitched to the US audience – with many transparency 
activities centered on information for the United States 
– the book and CD-ROM provide useful activities for 
Australian teachers, and ideas on how to present and 
analyse information could be adapted with Australian data. 
Information on US State Standards may be of interest to 
Australian teachers.

The majority of activities are suitable for years 7 to �0 
courses, and many could be adapted for senior studies. 
There is a stand-alone unit on Korea with resources 
contained in twelve activities that could be used at many 
levels for whole class discussion, in class written work, 
homework, or as the foundation for an oral, written report 
or poster. The book also includes some very useful ‘Design 
Principles’ for various classroom activities.

There is an excellent animated section of the CD-ROM 
used to explain or demonstrate spatial thinking. Key skills 
of spatial thinking – correlations, pattern, transition, 
connections, region, and so on – are presented in a 
diagram. Users may click on a term and a unit on some 
aspect of that thinking skill is illustrated by a short case 
study – for example, ecoregions of Latin America. This 
section of the CD-ROM could be utilised in a classroom 
situation or by an individual student in a computer lab, if 
the teacher developed a worksheet.

This book is a very valuable resource for pre-service 
teachers, would be a useful inclusion in teacher reference 
libraries, and could be utilised by a Head of Department for 
in-service of staff, or by teachers when planning new units 
of work. 

Trish Silver 
Brisbane School of Distance Education, 

West End, Queensland

.

The end of the line: 
how overfishing is 
changing the world 
and what we eat. 
By Charles Clover. 
London: Ebury Press, 
2005, 320 pages, 
hardback, 
ISBN 0091897815. 

www.randomhouse.co.uk

The subtitle ‘How overfishing is changing the world 
and what we eat’ sums up the content of this highly 
readable account of the sorry state of many of the world’s 
major fisheries. Charles Clover, who is the Environment 
Editor of The Daily Telegraph, roams the world visiting 
many locations and gathering information to support 
his case. Locations include Tokyo’s Tsukiji fish market, 
Newfoundland, Mauritania, New Zealand, and various 
fishing ports distributed around the North Sea.

Clover highlights the environmental, social, and economic 
impacts of overfishing in these places. He places the blame 
for this situation on technological advances outstripping 
the ability of fish stocks to replenish themselves, subsidies 
from wealthy countries for their fishing fleets, a lack of 
political will on the part of many governments to take 
action, and the difficulties of sustainably managing 
resources at a global scale. 

While the general tone of the book is very pessimistic, 
Clover does find some signs of optimism, particularly 
with regard to Marine Reserves and their effectiveness at 
rehabilitating marine environments at a local scale. The 
example of the development of the Goat Island Marine 
Reserve near Leigh in New Zealand provides some welcome 
relief after a litany of examples of depleted fisheries. Clover 
also gives suggestions as to how consumers, and such 
businesses as fast food restaurants, can act to halt the 
decline of some fisheries.

Clearly titled chapters, a comprehensive bibliography, and 
list of websites add to the value of this book. Even though 
the subject is overfishing on a global scale, which may not 
appeal immediately, this clearly written and entertaining 
book would be very useful to any teacher or senior student 
interested in the consequences of unsustainable resource 
use. Charles Clover’s book is highly recommended, but keep 
an atlas nearby, as one criticism of the book is that it does 
not contain any maps.

John Ramsdale 
Catholic Ladies’ College, Eltham, Victoria
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Toward a new map of 
Africa.
Edited by Ben Wisner, 
Camilla Toulmin & 
Rutendo Chitiga.
London: Earthscan, 
2005, 352 pages, paper, 
ISBN 184407093X. 
www.earthscan.co.uk

This is a major synthesis 
of the arguments 

and evidence on the changing 
economy, environment and politics of Africa in the era 

of globalisation by internationally recognised authorities 
in their fields, mainly but not exclusively geography and 
development studies. The introduction, twelve thematic 
chapters and summary conclusion sweep across the array 
of contemporary literature with flare and innovation.

In the two decades since the seminal publication of Africa in 
crisis (�985), the landscape, political agenda, and impacts 
of globalisation have radically transformed both the realities 
of Africa and our understandings. While acknowledging 
the mired problems, this is a refreshingly positive image of 

Africa, with recognition of African, as well as international, 
initiatives.

The chapters are divided under two main headings: 
Human Ecology and Institutional Change. Under the 
former are essays on agriculture and pastoralism, fishing, 
urbanisation, HIV/AIDS and food security. Institutional 
change locates the diversity of Africa within a global 
context, in terms of economic, social, legal, and political 
institutions. Contemporary issues such as decentralisation, 
regionalism and governance are addressed, including 
issues such as human rights and conflict resolution, at a 
sophisticated level that invites wider inquiry and debate. 

While readers will draw information, inspiration and 
theoretical insights from the array of essays, Abdi Samatar’s 
case study of development in Botswana is a gem – a case 
study that brings together many of the issues addressed 
elsewhere on a more general level and thus serving as a 
focus for those wishing to use it as an educational module. 

Given the relentlessly negative image of Africa in the 
popular media, this is an important corrective for students, 
educators, policy makers and politicians.

I highly recommend it.

David Dorward
La Trobe University, Bundoora, Victoria.






