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Education for sustainability
“All across the world, in every kind of environment and region known to man, increasingly dangerous weather patterns and devastating storms are abruptly putting an end to the long-running debate over whether or not climate change is real. Not only is it real, it's here, and its effects are giving rise to a frighteningly new global phenomenon: the man-made natural disaster.” 
(Obama, 2006)
Those involved in geography education cannot fail to consider their response to comments like the quote above from Barak Obama. Many argue, however, that to treat climate change as another proven physical phenomenon, such as tectonic plate movement, is propaganda rather than an ‘inconvenient truth’. The response to the circulation of Al Gore’s film An Inconvenient Truth to every school received this very critique.  (BBC, 2007)
On the other hand, almost all climate scientists agree with the opening words from Barak Obama. Can we as educators really argue that they too are all propagandists who are ‘in it’ for a livelihood or some other reason? Climate change, they argue, is happening and it is a phenomenon that will most probably significantly alter the world. The poorest will be, as with all natural disasters, the most vulnerable.  (World Food Programme, 2008 ) 
Alongside climate change other crises such as war, famine, poverty, crime, population explosion, and recession affect people across the planet already. In a lecture on natural hazards at the 2009 Geographical Association Conference in Manchester, Ian Stewart described a new ‘globalising’ of the hazards phenomenon (Geographical Association, 2009). Due to the global market economy the rich are more frequently impacted by events happening a long way from their home country. Stewart claimed that Sweden’s biggest ever loss of life from a natural disaster happened in the 2005 Tsunami that hit Thailand.  
The global liberal market economy has been blamed as the root cause of many of the world’s current ‘crises’ (Chomsky, 2000). It is not simply the process of the economy, however, but the power structures that are prevalent as a result (e.g. U.S. Government, trans-national corporations) and their cultural orthodoxy that have made change towards a more sustainable lifestyle difficult (Bookchin, 1995;  Gray, 2007). Despite numerous calls for change in ‘global’ policy documents such as ‘Caring for the Earth’ (IUCN, UNEP, WWF, 1991) and ‘Agenda 21’ (UNEP, 1992) any changes have been minimal. Nevertheless, there is some evidence of a paradigm shift towards a more sustainable lifestyle.

This evidence is found within the mainstream of Western Society in the greening of industry, wider consultation in policy and so on. It is also found in the growing coalition of ‘interest’ groups and ‘direct action’ groups evident, for example, at the annual World Social Forum, the Anti-War marches of January 2003, the G20 marches of 2009 and so on. 

The question for many is how to encourage change in society towards a more sustainable world. One of the key strategies of Caring for the Earth and Agenda 21 was to use education.  A more sustainable approach to education, they suggest, would help support a wider global strategy for sustainability. 

Sustainable Schools

The difficulties of turning theory and perspectives into practice are no less within education than within wider society. Indeed, it has been argued (Webster, 1996), that education remains quite resistant to systemic change being more representative of the modernist era than post-modern society. Paradoxically, businesses (many whose practices are blamed for the current crises) are often seen as quicker adapters to change in order to survive. 
The United Nations hope to support schools and places of learning to change by declaring  2005 to 2014 to be the decade for Education for Sustainable Development  (UNESCO, 2005). They suggest that “Improving the quality of education and reorienting its goals to recognize the importance of sustainable development must be one of UNESCO’s and the world’s highest priorities” (UNESCO, 2005).

This approach to education that is explicitly FOR sustainability has also been seen at national level too. For example, in 1998 the UK government established the Sustainable Development Education Panel who argued that: 

 "Education for sustainable development is about the learning needed to maintain and improve our quality of life and the quality of life of generations to come. It is about equipping individuals, communities, groups, businesses and government to live and act sustainably; as well as giving them an understanding of the environmental, social and economic issues involved. It is about preparing for the world in which we will live in the next century, and making sure that we are not found wanting"  (DEFRA, 1998)
Policy, practice and conflicting interests

But the UK Government has other ideas about education which are not so obviously for sustainability. Can education be for sustainability whilst, for example, also being for the current economic model? One of the difficulties faced by educators who are trying to develop an education for sustainability is that the terms are contentious and easily adapted by a wide range of interest groups to meet their own needs.

‘Like liberty, justice and democracy, sustainability has no single and agreed meaning.’ (Huckle, 1996)
Steven Sterling suggests that key words used to describe a sustainable education are participative, democratic, co-evolutionary, collaborative, reflexive, process-oriented, dialogic, systemic, integrative, connective, adaptive, creative, holistic, synergetic, transformative, purposeful, epistemic (Sterling, 2001). 

The adoption of ‘buzzwords’ to validate a variety of approaches has become commonplace. Often such approaches are simply an attempt to maintain the status quo e.g. the so-called ‘green-washing’ of the current educational, social, market economy or political systems. In England, the government introduced ESD into the national curriculum in the year 2000 through both general guidance and statutory requirements for ESD within geography, science, citizenship and design and technology (DEFRA, 2003)
The evidence in England, however, of a significant change in education is far from conclusive. The House of Commons Environmental Audit Committee (EAC), whilst recognising many examples of ‘good practice’ found ESD to be poorly introduced in the majority of English schools (Select Committee on Environmental Audit Fifth, 2003). In the Ofsted  report, “Taking the First Step Forward” (Ofsted, 2003), evidence of this ‘good’ ESD practice is highlighted in primary and secondary schools but it adds, … “there is much still to do, even in these successful schools, before they can claim to have met their own aspirations for ESD or, indeed, implemented their policies in full. However, it is equally clear that such schools can provide inspiration for other schools to take the first steps towards a fully integrated model for ESD that permeates the whole curriculum.” This development has continued further and has formed the basis of the new Ofsted report called Schools and Sustainability (Ofsted, 2008) which produced similar conclusions.
The UK Government has stated that it wants all schools to become ‘sustainable schools’ by 2020. They have introduced a Sustainable Schools strategy which aims to support this (Teachernet, 2006). Schools must, however, achieve this ‘sustainability’ along with many other demands on the education system by society, the economy and conflicting personal interests of staff and students. 

Tools, frameworks, and themes

A major feature of this sustainability strategy is the National Framework which consists of eight ‘doorways’ to sustainability. The sustainable schools link on the ‘Teachernet’ website explains:
“The National Framework introduces eight doorways through which schools may choose to initiate or extend their sustainable school activity. It focuses on ways in which sustainable development can be embedded into whole-school management practices and provides practical guidance to help schools operate in a more sustainable way.

Each doorway may be approached individually or as part of a whole school action plan, though undoubtedly schools will find that many of the doorways are actually interconnected. For example, an interest in food and drink may see schools start growing their own fruit and vegetables in the grounds, which ties in to composting and conservation, both of which are features of the buildings and grounds component. This, in turn, may spark an interest in other activities such as waste and recycling (relevant to consumption and waste) or collecting rain water and renewable energy watering systems (the energy and water component). While a collective, whole-school approach is recommended, either track offers opportunities for improvement across the school’s curriculum and campus, and in its relationship with the local community.” (Teachernet, 2006)
This whole school approach is also evident in the recent changes to the Key Stage 3 National Curriculum. Seven cross-curriculum themes are outlined as integral to the curriculum. Sustainable Development (along with ‘global dimension’) is one of these themes. These are not seen as add-ons but as themes that underpin the whole curriculum. The cross-curriculum dimensions include:

· identity and cultural diversity

· healthy lifestyles

· community participation

· enterprise

· global dimension and sustainable development

· technology and the media

· creativity and critical thinking.

This attempt by the government to explicitly move towards a more holistic view of education could be seen by some as a welcome move away from the fragmented ‘subject based’ curriculum of the 20th century. 
Subjects–v-themes

What role, therefore, do individual subjects play in this idea of a new more ‘holistic’ curriculum and what would be lost if they were removed from the curriculum altogether?

In a QCA Futures conference in 2005 this very topic was discussed and formed the basis of the new curriculum planning. Representatives from the non-core subjects at Key Stage 3 (i.e. not English, Maths, Science and ICT) met together and considered two areas:
· which aspects of each subject could be taught collaboratively with other subject areas
· which aspects of each subject were offered to the to the curriculum that were specific to that subject                                        (QCA, 2005)
Most subject leaders agreed that there was great potential for cross curriculum themes to develop (e.g. global dimension, creativity, sustainable development etc.). Perhaps the most interesting outcome, however, was the recognition that subject specialists had a great deal to offer from their own subjects that was unique to those subjects. A move to a curriculum without these unique aspects would risk losing valuable learning opportunities. A similar concern has been expressed more recently in the primary sector with the traditional teaching of subjects such as science, geography, history and RE being replaced by six broad themes (BBC, 2008). 
What is geography for?
In many subjects it is easy to see the aspects that would be lost from the curriculum if the specialist teacher was no longer required. In current geography practice – a subject often described as ‘Jack of all Trades/ Master of None’ – it may be, at first glance, less clear. It could be argued that some approaches to geography may be better taught across the whole curriculum – for example, where the focus is on ideas of citizenship, values education, global dimension or sustainable development. And if that is the case - what is geographical education for? 
This essay considers this very question: what is geography education for – or what could it be for? Geographers often inherently know that their subject is valuable but they may be feeling vulnerable at present in the light of changes to the curriculum which may appear as geography by any other name. Recent initiatives such as the Geography Action Plan  (Association, 2008), Professor Lambert’s ‘A Different View’  (Geographical Association, 2009) or the Chartered Geographer Award  (RGS-IBG, 2006) can all be seen as an attempt to challenge this position.
Following on from thinking developed at QCA Futures, supported by the new Key Stage 3 curriculum  (QCA, 2009), and the initiatives listed in the previous paragraph, this essay considers a re-visioning of geography. Geography is recognised here as intrinsically valuable and unique and yet also explicitly acknowledges its power to support whole school adoption of the cross-curricular themes outlined by QCA. It suggests still further that an approach to geographical learning called sustainable geography
 could help bring coherence to the fragmented curriculum whilst transforming schools into places of learning that are beacons of sustainability.

The recent QCA re-visioning of the national curriculum highlights the government’s current position about the potential role of geography in supporting schools to become more sustainable places.  

“The study of geography stimulates an interest in and a sense of wonder about places. It helps young people make sense of a complex and dynamically changing world. It explains where places are, how places and landscapes are formed, how people and their environment interact, and how a diverse range of economies, societies and environments are interconnected. It builds on pupils’ own experiences to investigate places at all scales, from the personal to the global.

Geographical enquiry encourages questioning, investigation and critical thinking about issues affecting the world and people’s lives, now and in the future. Fieldwork is an essential element of this. Pupils learn to think spatially and use maps, visual images and new technologies, including geographical information systems (GIS), to obtain, present and analyse information. Geography inspires pupils to become global citizens by exploring their own place in the world, their values and their responsibilities to other people, to the environment and to the sustainability of the planet.” (QCA, 2009)
Alex Standish argues that recent changes in geography have been towards a politically driven, value-based, global-dimension focused approach (Standish, 2009). This approach to geography, Standish argues, has led to lack of clarity, integrity and subsequently its decline in status. Geography has become a subject that is merely an instrument for socio-political ends (much as it was in colonial times). The intrinsic values of geography as a subject concerned with location are lost in a world of cultural relativism. 

This essay will attempt to argue that it is precisely by recognizing the intrinsic value of geography as the subject concerned with location that enables geographers to look critically at places and consider ‘better worlds’. Rather than classroom based learning of pre-determined facts or values  this essay will argue for geographical learning that is rooted in the real world and is focused primarily on the place where the learning is taking place – usually, but not always, the school and local area. 

Sometimes this dialogue between competing educational theories and interests are all brought up short by the day to day reality of schools.  The term ‘sustainable’ geography is used to evoke two additions to the usual important benefits of geography:-

· Manageability (time, resources, risk etc)

· Learning that can move schools (and other places) towards becoming more sustainable.

The concept of ‘sustainable geography’ has developed out of desire to teach geography in a way that illustrates both its intrinsic value as a discrete subject and its potential role in transforming schools (and the wider world) by connecting with other learning disciplines, people and places. 

Re-thinking the geography of schools

“Seen close-up, the interconnectedness between people, animals and place can be quite remarkable”


(p.23, McIntosh, 2001)
It is generally accepted that a whole school approach to sustainability is best (Government Office for London, 2008). The use of discrete subjects to achieve such ends (such as geography or environmental education) is often critiqued as marginalising the importance of sustainability. It can prevent any real attempts at effective change and result in a kind of educational ‘green-wash’.  (Sterling, 2001)
Whilst it is acknowledged that the sustainability agenda usually ‘enters’ schools as a result of an impassioned lone advocate, the move toward whole school sustainability is seen to be most likely achieved by a top down managerialist strategy  (Government Office for London, 2008).
So far this approach has largely not succeeded in schools for a number of reasons – lack of SMT commitment/ time/ expertise/ understanding etc. There are nevertheless many inspirational case studies of schools embarking on a wide range of sustainability projects but very few places that could be described ‘sustainable schools’. Part of the problem here is that there isn’t a blueprint for what a sustainable school may look like. Guidance Documents such as the ‘eight doorways to sustainability’  and the care agenda can significantly help, as can auditing tools such as the S3 (p.9, Government Office for London, 2008) but they must be seen in the context of the wider educational system. 

Managing change

The number and variety of educational initiatives like the new Key Stage 3 curriculum, the sustainable schools agenda and Every Child Matters may be overwhelming for schools. Many of these initiatives, however, have overlapping strands, suggesting that greater synergy may be possible. 

A sustainable education demands a transformatory approach throughout the education system. Change in schools is likely to be sustained through raising staff awareness, adopting a whole school approach, involving students in decision-making, widening the community links and by accepting that change is a slow process that should be taken one step at a time (Huckle, 1996). The evidence from Ofsted and Sustainable Schools is that changes towards an education that is for sustainability are taking place in more schools across the country. Networks of sustainable schools are developing (e.g. London Sustainable Schools Forum) so that an increasing number of UK schools may now be consider answering the question ‘What is education for?’ with the answer ‘It is for creating a better world now and in the future’.

Cross-curricular practice of sustainability is still limited, however, and often seen as an ‘add-on’ to an already crammed timetable rather than an integral, co-coordinating approach.  

Until recently the delivery of sustainability through specific subject areas has been no more effective. This was evident in geography (Environmental Audit Committee, 2003 and 2005), a subject that the National Curriculum describes as "the focus within the curriculum for understanding and resolving issues about the environment and sustainable development" (QCA, 2005). 

At a London Sustainable Schools Forum conference in March 2009 (Government Office for London, 2009) David Gardner (from QCA) argued strongly that the answer may be best achieved by developing connected learning opportunities through a reframed curriculum. Subjects such as geography, science and citizenship already have a requirement to address sustainability or ‘sustainable development’ but Gardner argued that the cross-curriculum themes meant that such concepts should underpin all schooling.
Is there a difference between Geography and Sustainability?
Geographers may feel that it is obvious that geography has a significant role to play in sustainable schools as most of the language of sustainability sits comfortably within the current language of geography. Anecdotal evidence that many of the secondary school attendees at the London Sustainable Schools Forum are geography teachers seems to support this. Yet Standish’s argument that this type of approach to geography has led to a lack of clarity which has been damaging to the subject is worth addressing. If geographers become too concerned with sustainability they may risk limiting the potential for whole school change. Sustainability will remain marginal.
Even in a new emboldened transformatory geography there is unlikely to be the time, skill or the wider commitment to enact every change the geographers may wish to make.  Geographers need to focus on geography. What is it that makes geography special? What would be lost if geography was not in the curriculum? What role does geography have to support schools to become more sustainable places? The answer may be in the question – sustainable places. 

Geographers are experts in place but not in everything that happens in places. In schools this is very easily observed. The PE teacher, for example, is much more likely to be skilled at addressing how to use ‘space’ on the football field. The food technology teacher will make better use of the food grown in the school garden and the art teacher will have much a better ability at creatively transforming an area. Obviously geographers will have their own areas of expertise and interests outside of the parameters of the subject but the more a geographer becomes involved in real places the more the benefits of working with others become apparent.
By thinking of schools as ‘real world’ places worthy of study, rather than just institutions of learning, geographers could develop a really powerful learning opportunity. This type of approach to learning is described here as sustainable geography but is also known as ‘place-based learning’, ‘real world learning’, ‘learning outside the classroom’ and so on.  Sustainable geography could provide geographers with an opportunity to develop the intrinsic value of the subject whilst also indicating their role in the change towards whole school sustainability. 
How does the new Key Stage 3 curriculum support Sustainable Geography?
The new Key Stage Three Curriculum aims to provide a more relevant, personal, less content driven, deeper approach to learning than the previous more prescribed curriculum. The new curriculum for geography has proved generally popular since it became mainstream in 2009 (QCA, 2009). Despite its popularity it is still a new curriculum for many teachers to get to grips with. 

Creating a new Key Stage 4 geography curriculum first
Up until recently, Geography GCSE examinations had remained largely unchanged 
(Rawling, 2001) and students were generally successful. Success in exam results does not, however, guarantee the popularity of a subject. The decline in geography uptake after 1996 for Key Stage 4 options suggested that the status quo was no longer attractive.  (Rawling, 2001) 

In an attempt to address the problems faced within school geography a working party called GeoVisions was established. The group consisted of geography teachers and academics, development educationalists, representatives from QCA, the Geographical Association and the Royal Geographical Society with the Institute of British Geographers  (Lambert, Martin, & Swift, 2005)
GeoVisions started in 1998 at the Birmingham Development Education Centre (now called Tidec) and “provided a forum to debate, raise issues and make proposals about the future of school geography.” 

One of the roles of GeoVisions was to consider alternative GCSE models for geography. The group felt that the decreasing popularity of geography as an option at  Key Stage 4 was due to the volume of prescribed content which was often (perceived as) largely unchanged from Key Stage 3. Furthermore, school geography did not reflect new developments in academic geography involving, for example, place, culture, GIS, globalisation or sustainability (Lambert, Martin, & Swift, 2005).
Geographers called for a move towards “a reflective and critical approach to their learning and to knowledge, using a range of investigative skills and techniques, including those of mapwork, research or fieldwork and ICT, needed to conduct geographical enquiry.” 
A new pilot GCSE in geography was introduced in 2003 to address the decline in uptake of geography at GCSE level. The new pilot GCSE developed out of a period of five years of dialogic practice between ‘stakeholders’ in geographical education.  The final stage of this process, the production of the new pilot, was the result of the QCA Geography and History Curriculum Project. Throughout the process stakeholders believed that geography had a valuable role to play in Key Stage 4 Education but that the current GCSE offer did not make it easy to play this role (Lambert, Martin, & Swift, 2005).
The pilot GCSE claimed to enable “candidates to appreciate the critical importance of geography for understanding and participating in the world around them”. This may be seen as a defensive response to the weakening position of geography in the curriculum since the 1980’s (Rawling, 2001 and Ofsted, 2004, Standish, 2009). Whilst it is no doubt a response to this ‘crisis’, there is no evidence that it is reactionary and quite a lot of evidence that it has developed from a long period of critical reflection.

From Key Stage 4 to Key Stage 3

On 23 February 2005, the Department for Education and Skills published the 14-19 White Paper (DCSF, 2005). It acknowledged the difficulties faced by geography and stated that QCA, subject experts and leading teachers will be consulted on how to address these weaknesses. Options for improvement included:-

“● more focus on key geographical concepts to bring greater meaning to subject content and engage and excite students;

● a reduction in overlapping objectives and prescribed examples, allowing space to explore current real world issues in depth; and

● more choice for teachers over some parts of the content, so they can better tailor lessons to their pupils’ needs, interests and aptitudes. (14-19 Strategy, p35)

The QCA Futures working group in geography began to consider the Key Stage 3 curriculum(QCA, 2005) and argued that effective geographical learning has an essential role in the curriculum. It warned against the potential loss of this role. They did not, however, argue for a disconnected subject but rather one that makes explicit its links with other subjects and areas of learning. They also recognized the significant benefit of many cross-curricular themes and concepts and of the development of such links in practice. 

Synthesizing findings from other disciplines through place and space

Lambert argues that “Subjects are better understood as the distinctive means to desirable ends. They can be thought of as stimulating and useful resources which can be organised in such a way as to stir curiosity and motivate worthwhile learning… The particular problem with geography is that its power as an educational resource is not fully realised…. These can literally change the way we see the world, for example, the meaning of place, the significance of scale (local, regional, national, international, global), sustainable development, interdependence and diversity.”  (Lambert, Why subjects really matter, 2005)
Geography is a discipline that can synthesize the findings in other disciplines through the concept of space and place (Massey, 2005; QCA Futures working party, 2005). Geography provides an opportunity (or resource) to make sense of a fragmented curriculum and can make very real connections between subjects and place. Whether the new Key Stage Three Curriculum is in a position to do this may depend more on the approach taken to deliver it in practice and the institutional restrictions than on the curriculum itself. Nevertheless, the new Key Stage Three Curriculum makes explicit the links between curriculum areas to support teachers in this regard.

The new Key Stage Three Curriculum may be seen as a deliberate attempt to move away from the current dominant educational paradigm in English secondary schools which is based on a reduction of the world into its constituent parts (Sterling, 2005). 

Making connections in school

The reductionist approach is particularly evident in the way that student learning is based around a school timetable which is broken down into ‘subject specific’ areas to be studied in allocated timeslots. Any connections between the subjects are usually left to the student to deduce. The reductionist approach is also evident in the subjects themselves. For example, in geography it is quite possible to teach a series of (apparently) unconnected case studies about places, issues, or events. 

Whilst a reductionist approach has value it has become so dominant that any holistic view, which emphasises the relationship between these parts (or places), tends to be sidelined. In complex environmental and social systems a reductionist approach is not effective at developing a deep understanding of those systems (Sterling, 2005). This suggests, therefore, that if geographical learning is to be effective then a more holistic, systemic or ecological approach is required. 

Sterling (2005) argues that most (but not all) learning in formal education in England is fundamentally concerned with information transfer (learning about things). This type of ‘first order’ learning assumes that the knowledge being transferred is valid and important and possibly even unchallengeable.  

The problem of this ‘transmissive’ learning is that it offers little time or place for critical reflection of that knowledge or of the learner’s own assumptions in relation to that knowledge. The aim is to induce learning through the teaching of ideas and knowledge. This approach maintains power at the ‘centre’. It can lead to knowledge transfer but it is unlikely to be deep or produce lasting results and can be seen as indoctrination. 

At various times geography has been criticised, for example, for being anglo-centric, politically correct, or ineffective at teaching the location of places or being too heavily focussed on mapskills (Rawling, 2001, Standish 2009). Whoever controls and chooses the ‘acceptable’ geographical knowledge excludes alternative knowledge. 

An alternative approach to learning, more in line with the development and philosophy of the new Key Stage Three Curriculum, is to be dialogic, democratic and participative. Learning is seen as a process rather than an end result to be striven for. This approach may be described as ‘constructive’ – people create their own knowledge and understanding based on local circumstances (Kearsley, 1994). Whilst first order learning may be useful at times, such as in the initial teaching of fieldwork skills, change is more likely to be successfully managed if ‘second order’ learning is followed (Sterling, 2005).
Transformatory Geography

‘Second order’ learning is often described as deeper (or transformative) learning. The new Key Stage Three Curriculum specification aims to offer students (and teachers) the opportunity for a more reflective, critical approach which should lead to ‘deeper’ learning experience. (Sterling, 2005)

If the new geography curriculum is to prove successful it should continue to involve as many stakeholders as possible and practical in decision-making. This will result in a dispersal of power. In any power transference, empowerment of one group of people could threaten another. Such a strategy must acknowledge the need for dialogue with all interest groups and conflict resolution. It must recognise the needs of the disempowered as well as the newly empowered. 

New or different approaches to teaching that are adopted as a result of the new curriculum are likely to meet with some resistance. A school grounds project, for example, places power and decision making into the foreground. Students are faced with rules not only relating to their own subject but the whole school and encounter the differing ‘worldviews’ of other school staff, parents, visitors and so on. 

In his chapter on Teacher Education, Huckle discusses the need for transformative intellectuals or change agents (1996, Chapter 7). He argues that whilst teachers may suffer some loss of status under post-modernity they hold critical knowledge and are experts in pedagogy who can help construct alternative futures. The place that the learning occurs, for example the classroom or the school grounds, should be seen as an arena for contesting culture and socially constructed knowledge through democratic ways. For example, stereotypes and prejudices should be challenged by critically analysing the reasons and histories behind these views. Much work has already been accomplished in these areas through work with marginalised groups within societies such as Afro-Caribbean boys, gay people, people with mental illness and so on. (Troyna, 1992)
In 1986 Giroux and McClaren suggested that a socially critical pedagogy would have the following characteristics: -

· Learning is active and experiential

· Classroom dialogue introduces elements of critical theory and encourages pupils to think critically

· Pupils begin to see themselves, their histories and their futures in new ways. They develop a sense of their own power to shape their lives

· ‘values’ education develops comprehension of the source of beliefs and values, how they are transmitted and the interests they support

· pupils reflect on the structural and ideological forces that influence their lives  and on  democratic alternatives

· pupils are taught how to act democratically with others to build a new social order

(in Huckle and Sterling, 1996, p.106 after Giroux and McClaren)

A socially critical pedagogy is more likely, for example, to have success in addressing the contested organising concepts of the new geography curriculum. 

Using Geographical Concepts to support Sustainable Geography 

The geography working group argued that geography is essentially about place, space, sustainable development and environmental issues (QCA, 2005). The new Key Stage 3 Concepts builds on these ideas with explanations of what this might mean. The specification lists seven ‘organising concepts’ that underlie the Key Stage 3 Geography as a whole. These are:-

1.1 Place
1. Understanding the physical and human characteristics of real places.

2. Developing ‘geographical imaginations’ of places.

1.2 Space
1. Understanding the interactions between places and the networks created by flows of information, people and goods.

2. Knowing where places and landscapes are located, why they are there, the patterns and distributions they create, how and why these are changing and the implications for people.

1.3 Scale
1. Appreciating different scales – from personal and local to national, international and global.

2. Making links between scales to develop understanding of geographical ideas.

1.4 Interdependence
1. Exploring the social, economic, environmental and political connections between places.

2. Understanding the significance of interdependence in change, at all scales.

1.5 Physical and human processes
1. Understanding how sequences of events and activities in the physical and human worlds lead to change in places, landscapes and societies.

1.6 Environmental interaction and sustainable development
1. Understanding that the physical and human dimensions of the environment are interrelated and together influence environmental change.

2. Exploring sustainable development and its impact on environmental interaction and climate change.

1.7 Cultural understanding and diversity
1. Appreciating the differences and similarities between people, places, environments and cultures to inform their understanding of societies and economies.

2. Appreciating how people’s values and attitudes differ and may influence social, environmental, economic and political issues, and developing their own values and attitudes about such issues.
(QCA, 2009)
Explanatory notes

Place: Every place has unique physical and human characteristics, which can be interpreted and represented in different ways. Pupils have mental images of places – the world, the country in which they live, their neighbourhood – which form their ‘geographical imaginations’. They should recognise that there are many different perceptions of places, some of which may conflict with their own. When investigating a place, pupils should consider where it is, what it is like, how it became like this and how it might change. Their enquiries should be based on real places.

Space: Pupils should develop spatial understanding, including how the locations of human and physical features are influenced by each other and often interact across space. Spatial patterns, distributions and networks can be described, analysed and often explained by reference to social, economic, environmental and political processes. As part of their geographical enquiries, pupils should identify these processes and assess their impact.

Scale: Scale influences the way we think about what we see or experience. Any geographical enquiry benefits from being viewed from a range of scales to develop an understanding of how these scales are interconnected.

Interdependence: Pupils should understand how human action in one place has consequences somewhere else, for example when deforestation causes flooding, or the enlargement of the European Union causes large-scale migration.

Physical and human processes: These processes cause change and development in places and can be used to explain patterns and distributions. Understanding these processes helps pupils to imagine alternative futures for places and for the people who live and work in them.

Environmental interaction and sustainable development: Understanding the dynamic interrelationship between the physical and human worlds involves appreciating the possible tensions between economic prosperity, social fairness (who gets what, where and why), and environmental quality (conserving resources and landscapes and preventing environmental damage). The interaction of these factors provides the basis for geographical study of the environment and understanding of sustainable development.

Cultural understanding and diversity: Considering how people and places are represented in different ways involves questions such as: Who am I? Where do I come from? Who is my family? Who are the people around me? Where do they come from? What is our story? This contributes to pupils’ understanding of diversity and social cohesion.

These concepts make it clear that this new Key Stage Three Curriculum intends to re-focus geographers on the backbone of their subject. Nevertheless, the use of these concepts in the National Curriculum document does not mean that everyone will explain or interpret them in the same way. Indeed, this dialogue may be seen as a benefit resulting from the more flexible national curriculum.
For example, just because the term ‘sustainable development’ is included within the organizing concepts does not mean it will be quickly adopted. The inclusion of sustainable development into national curriculum geography in the year 2000 was not sufficient to result in widespread adoption in secondary schools five years later(EAC, 2005). It does however aim to give staff and students more time and space to develop their own understanding and practice of these highly contested ‘concepts’.

Geographers do not, and should not be expected to, agree on the theories behind these concepts. Yi-fu Tuan, for example, argued that space is best viewed as something we move through and when we pause that space becomes ‘place’ (Tuan, 1977). The movement and stasis argument is not accepted by everyone. 
Massey argues that this abstraction of space is damaging as it refuses to take seriously the places travelled over. Space, she suggests, is best viewed as a series of relationships (Massey, 2005). Places, she continues, are not just pauses in time but involve the changes that have happened over time and may happen in the future. Places are also created by the interplay of people and animals and the physical world with all their relationships to each other and to other places. Places are socially constructed but need not be defined by borders. If as Massey suggests, we view places as events, this can have an impact on the way that places – such as schools - are studied.

Sustainable Fieldwork
There is a strong tradition of encouraging ‘real-world’ learning in geography and this is usually developed through organised ‘fieldwork’ but can involve personal geographies (Roberts, 2003) or negotiated fieldwork. There are various approaches to ‘real-world learning’ but the one that has current favour with teachers, curriculum makers, exam boards and professional bodies is fieldwork following a ‘geographical enquiry’ approach. Margaret Roberts states that ‘geographical enquiry’ has developed from a constructivist viewpoint (p. 27,  Roberts, 2003) and that this approach to geography assumes that students will develop their geographical learning more by creating their own knowledge. She describes a framework for learning through geographical enquiry based on the following four ‘essential aspects’ of enquiry:-
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          Creating a need to know
                                                     Using data


       Reflect critically on learning                                               Making sense

                                                            (to make connections between all sorts of learning)

The approach has gained so much favour that it is given the greatest number of words in the new Key Stage Three Curriculum ‘processes’ section.

Most geographers would say that the approach to learning about their subject that they preferred is fieldwork (e.g. p.4, Learning Outside the Classroom, 2006). Of course ‘fieldwork’ is not limited to geography. Research by the Field Studies Council looking at fieldwork in biology argued strongly for its benefit to learning.  “The evidence in support of the educational impacts of fieldwork on children is conclusive (e.g. Bogner, 1998; Nundy, 2001), but is largely focused on younger children” (Barker et al, 2005). Despite this, fieldwork in Biology is in decline. This fits into a wider picture in education in which fear of litigation coupled with crammed timetables saw a threat to all outdoor learning in England.

After strong lobbying from the Real World Learning Campaign and others the government has agreed that outdoor learning is important. “Education should never be restricted to the classroom, and I’m very keen for pupils to get outdoors because there are so many excellent learning opportunities for children of all ages, particularly in science and geography.” Stephen Twigg, Schools Minister, speaking at Real World Learning Conference, December, 2003.

The inspirational book ‘Going Wild’ argues that teenagers still very much appreciate learning in the outdoors – even if at times they may need ‘persuading’ to leave their computers behind  (Schofield & Danks, 2009).

 ‘Everyone knows children would rather be out than in…’ challenges the government’s Growing Schools website  (DCSF, 2008). This statement itself is challengeable but of more relevance to this essay is whether children learn more by being outside rather than inside classrooms. 
A growing body of evidence in related areas such as multiple intelligences (Kornhaber, Fierros, & Veenema, 2004), learning styles (Prashing, 1998) and constructivist education (Roberts, 2003) suggest that this might be the case. For example, Barbara Prashing’s approach to learning styles suggests that outdoor learning, at the very least, is likely to suit certain individuals more than a ‘static’ classroom environment. 
The Growing Schools website challenges teachers to use their school grounds as a learning environment. Yet the impact on learning of school grounds projects is limited. Evidence of this in the secondary sector was highlighted in the literature review by Barbara Chillman  (Chillman, 2004) on School Grounds development. She found continued rarity of school grounds use in the secondary sector, partly due to the inadequate design of grounds as well as the classroom-biased philosophy prevalent in most schools. 

Chillman argues that this is a bit of a catch 22 situation in that change is only likely to happen if evidence of its benefits is seen. Current research on school grounds suggests that most evidence is either anecdotal or relates to the informal and hidden curriculum. Furthermore, the related National Foundation for Educational Research (NFER) report on school grounds found little direct evidence of impacts on learning towards examinations as a result of school grounds projects (Rickinson et al, 2004). They did however, find evidence for:-

· notions and techniques of consultation

· the process of collaboration and teamwork

· decision-making

· real-life experience of having to make compromises and needing to invest time in the process

· new skills and understanding relating to design and technology

· inform their understanding of careers in the design/landscaping area

· also Students’ self-confidence 

· reduce the likelihood of future vandalism 

· confidence to invest the money. 

The results of the NFER report undoubtedly show beneficial effects of school grounds projects but they show little proven impact on geographical learning. Case study evidence is needed on the impact of school grounds work on geographical learning in the formal curriculum in England. 

A number of reports, such as the ‘Learning outside the classroom’ manifesto, are beginning to provide such evidence. These case studies may be critiqued, however, for their lack of rigour because they are not supported by critical analysis. A three year research project run by Dr Chris Gayford of Reading University aims to address this situation from a sustainable schools perspective. Dr Gayford worked closely with a number of typical ‘case study’ English schools. They were chosen because they were seen as trying to become more sustainable places. The report is launched on May 18th 2009 and can be added to recent Ofsted reports providing a growing body of critical evidence which looks, from different perspectives, at the effectiveness of different schools to address sustainability.
The potential benefits of sustainable fieldwork to geography teachers can be understood even if they are not entirely proven. Rather than working from a textbook and learning about a place that they can’t smell, touch or hear students can learn in that place – regularly (Tuan, 1977). School based fieldwork is manageable to the student and teacher. It can be exciting and it can make positive changes to the school. This type of approach to fieldwork is not necessarily advocating the end to the ‘big trip’ to Snowdon or London or the Alps. It is advocating instead for the additional inclusion of far more frequent, shorter bursts of fieldwork that are based in the school, its grounds and the local area.
Sustainable Geography Case Studies
This section aims to illustrate how a sustainable geography approach may be beneficial to geographers looking for ways to both develop their fieldwork offer and to support change towards more sustainable schools. 

The context: Glebe School

Glebe School is a school for secondary age students with moderate learning difficulties based in the London Borough of Bromley in a town called West Wickham. Over the last few years the geography department has been involved in a number of projects that are aiming to support a more sustainable education in the school and have an emphasis on developing student participation. This project is called sustainable geography. 

A major focus has been the increased use of (what is now described as) ‘learning outside the classroom’, in the school grounds, local community and further afield through ‘outdoor adventurous activities’, to support geographical learning. The aim has been to provide a more inclusive curriculum to students with learning difficulties, emotional or behavioural difficulties.

An important aspect of sustainable geography at Glebe has been developing links with neighbouring schools and community partners. In 2007 Glebe began working the Royal Geographical Society and with 5 other secondary schools in Bromley in a project entitled the Bromley Geography Project. One of the main aims of this project was to research the idea of ‘sustainable fieldwork’. 
As part of this project Glebe began working on eight case studies – one per ‘doorway’. These case studies are intended to inform the early stages of doctoral research evidence which is considering the role that a re-visioned geography can play in supporting schools to become more sustainable places.

The Case Studies

Over the next few pages short summaries of four of the eight case studies are included to illustrate the potential that a sustainable geography project can have towards helping schools become more sustainable places. They are at this stage only exemplars and have not been critiqued rigorously. It is the recommendation of this essay that the development of this sustainable geography argument must involve a more rigorous analysis of these and other case studies. 
The case studies will be available in full in June 2009 on the RGS website and will include:  a commentary on each one; cross-curriculum links; the relevance to sustainable schools; concepts and real world geography (place, scale, scale etc); lesson plan suggestions; photos, maps, and student work.

The Inclusion and Participation doorway:  Smelly Cocktails

Case Study Overview

The students were asked to explore two areas within High Elms Country Park, Bromley: the nature garden and a pond. The morning session asked students to explore a ‘place’ (the nature garden) in a number of familiar and unfamiliar ways including making a sound map, making a string map, taking photos, creating a nature pallet, writing a Haiku and so on. They then had to collect material from a chosen location on the nature trail and mix it in a plastic cup with water to create a ‘smelly cocktail’. They had to present all of their evidence to the other groups as a new perfume from High Elms. The afternoon session involved pond dipping in one of the ponds that Charles Darwin studied the mayfly nymph in. Students compared the results from two sides of the pond and considered reasons for the different results.

The ‘Inclusion and Participation’ Doorway

This case study is part of a new sustainable fieldwork project called The Bromley Geography Project. One of the aims of this project is to encourage students from secondary schools across Bromley to work together to develop new approaches to fieldwork. The project is aimed at Key Stage 3 students from Bromley with a range of academic and physical abilities and from a range of ethnic backgrounds. The project encourages collaboration between students and educators to develop approaches to learning that suit everyone. The project has a website which aims to act as an ongoing case study.

Useful websites:

http://www.teachernet.gov.uk/sustainableschools/framework/framework_detail.cfm?id=7
http://bromleygeographyproject.co.uk/default.aspx 

The Global Dimension doorway: From Bromley to Brick Lane and back again 

Case Study Overview:

This project is an ongoing link project between two London Schools, Glebe School and a primary school in Tower Hamlets called Kobi Nazrul. The project helps students compare very different places in London. A major focus of the link is to encourage students to work together to consider ways to grow food in both schools. Currently Glebe students take part in growing a variety of plants including fruit and vegetables. As part of this project students at both schools are considering ways to increase the food grown in both sites. Whereas Glebe has a good amount of green space, Kobi Nazrul has very little ground available for digging. The latest stage of the project aims to address this ‘land deficit’ and is based around growing food in hessian bags and trading them within the school and at farmers markets. A simple credit union is being developed to manage the mutual finances.

The ‘Global Dimension’ Doorway

The project is based in both Tower Hamlets, an area with a high Bangladeshi origin population, and Bromley an area with a high White British origin population – although significant changes are occurring in both boroughs. It is, however, the physical differences between both places that have driven the students early interest. The wide expanse of the school field, the ponds, gardens and trees of Glebe are a sharp contrast to the busy streets, shops and food outlets of the densely populated area around Brick Lane. Despite the lack of growing space, Tower Hamlets has an increasing number of residents seeking to grow food in previously unused areas of land. Food growing groups, such as the Coriander Club, challenge many ‘food growing stereotypes’, and provide the inspiration behind this project. 

See report: ‘In this garden I see my country’ at 
http://sustainablegeography.co.uk/teacherresearch.aspx 

also see http://sustainablegeography.co.uk/kobinazrul.aspx 

The Purchasing and Waste doorway: Eco-fashion

Case Study Overview:

An eco-fashion show made of clothes from waste products such as plastic bags, bottles, paper, straws etc (not waste clothes) was an exciting stage of a long project at the school to         consider how to deal with waste products. Students from all year groups worked in geography lessons and lunchtimes with a range of staff volunteers for a term to prepare for this show. The lead students researched their show by visiting other fashion shows including eco-fashion events at City Hall, London; Spitalfields Market, London; and the National Exhibition Centre, Birmingham. This eco-fashion show was the second show – the first one re-worked old clothes. 

The project involved a wide range of expertise outside of the traditional geography remit: newly installed lighting and sound system for the show; design skills; use of imagery, music and staging to create an effective show and so on. A whole range of staff and students worked together to develop a powerful production.

The ‘Eco-fashion’ Doorway

The collaborative project created links between other recycling initiatives such as school paper recycling and the fortnightly student led plastic, glass and cardboard recycling trips to Beckenham Recycling Plant.

Students are working with staff and students from schools in Bromley to persuade Bromley Council of the need for a comprehensive recycling policy for schools that matches households.

The Food and Drink doorway: Food for Life!

Case Study Overview: 

Glebe School has a long tradition of growing small amounts of fruit and vegetables in the school grounds. As part of the food growing project students have also made connections with food growing in other countries. One of these links is with Windward Bananas. In a project with Waitrose and Windward Bananas students offer free bananas (and a bit of compulsory information!) with every plant purchased at the termly farmers market stall in Bromley. Another recent development has seen the introduction of a daily piece of fruit for every student. The suppliers have made a commitment to supply the school with fair-trade bananas and wherever possible Windward Bananas. A small trade link with Dominica, one of the Windward Islands, is in the planning stage. 
The ‘Food and Drink’ Doorway

Glebe School is working with the Food for Life Programme to make better links between the food that is grown, bought, cooked, eaten in the school and food waste. The Food Technology department, geography dept and the canteen are working together on this. This builds on work between geography and food tech over the years relating to the garden project, composting and the tuck shop. 

Useful websites:

http://bromleygardenproject.co.uk/windwards.aspx
http://www.face-online.org.uk/windwards/ 

Conclusion: Schools are places worthy of study 

Massey, in her challenging book ‘For Space’, suggests that for many of us the “‘lived reality of our daily lives’ is utterly interspersed, unlocalised, in its sources and in its repercussions.” (p.184). She also suggests that globalisation is not something ‘out there’ but something to be experienced. This may challenge us to think more deeply about the Local Agenda 21 mantra to ‘Think Global and Act Local’ often used as a model for addressing the ‘global dimension’.  (Hines, 2000)
What do we actually mean by ‘local’ and ‘global’ and how can the new Key Stage Three Curriculum support teaching about them? 

Diane Swift argued that learning about how “your place is created and linked is an important part of realising that all of us have a role and responsibility as members of our global community” (Swift, 2003). Of course, a transmissive approach to this learning is likely to highlight or hide power situations in a place and lead, at times, to feelings of disempowerment. Alternatively, an approach which really considers how a place is created – physically and socially – and takes part in the re-creation of that place is more likely to develop roles and responsibilities from the learners. 

Tuan suggests that the typical study of place in geography is visual and fact based. If we are not ‘in’ that place, we rely on the information gathered by other people (secondary data) and this is usually disseminated visually. Yet, he argues, the way we get to ‘know’ places that we are actually in, or have been in, is developed from a complex range of stimuli and, critically, involves the other senses as well. The more we interact with a place and develop relations with it and other places, the more we get to know it. 

By considering the relationships to other places and times to the space we are in, we recognise that we are operating on a global scale whilst also taking part in the process of globalisation. As Massey continues,  

“The global is just as concrete as the local place. If space is really to be thought of relationally then it is no more than the sum of our relations and interconnections, and the lack of them; it too is utterly concrete.” (p.180, Massey, 2005)

In his book ‘Soil and the Soul’ Alistair McIntosh discusses this from the point of view of a community in the Hebrides. 

“I must start where I stand. As children we used to be told that if you dug a really deep hole you come out in Australia. I think in some ways this is very true. If many of us dig deep enough where we stand we will find ourselves connected to all other parts of the world.”   (McIntosh, 2001)
As geographers we may have become so concerned about trying to learn about the world ‘out there’ that we have forgotten that the place we are in is already connected in many ways to many people and places. By becoming involved in that place (school, allotment, town etc) we begin to make these connections and they are likely to be far more meaningful.

Geography is not the same as sustainability. But sustainable geography can enable people to work together; to explore places such as schools; and to change places that need to become more sustainable. They can regularly re-assess and deepen the understandings of these places and consider better futures for them.
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Digging where we Stand�
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� Sustainable geography may also be described as real world learning, place-based learning, learning outside the classroom.
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