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[bookmark: _Toc7792732]Abstract

Geography as a school subject is in controversy. This controversy is given expression in an on-going debate between the opposing views of two leading academics Alex Standish and David Lambert. The Standish/Lambert debate reflects the discussion by the philosopher Paul Hirst in the 1960s of the nature of geography as a ‘field’ of knowledge rather and an independent ‘form’ of knowledge. The ‘field’ that is geography is said by Standish (2007) to be politicised while Lambert (2009) argues that this is just geography in modern form. In this dissertation Standish, Lambert and other leading geographers were interviewed to explore the nature of their disagreement and how it relates to what Michael Young (2007) has described as the need to give all pupils ‘powerful knowledge’. 

In addition to interviews with experts and teachers, this study carried out a questionnaire of geography teachers in Staffordshire. This study found that this dispute in the academic world reflected real divisions in what teachers understood as the value and nature of geography. Some teachers saw knowledge, or skills, as more relevant while others emphasised values and attitudes. They had a varied range of views relating to geographical knowledge and the impact of wider environmental issues alongside concerns over time allocation for the subject and its hierarchical position in relation to other ‘core’ subjects such as Mathematics, Science, and English.

The study concluded that geography will remain in controversy until the Standish/Lambert debate is more fully discussed and debated among teachers. This thesis is a contribution to that debate.  






[bookmark: _Toc526075665][bookmark: _Toc7792733]Chapter 1
[bookmark: _Toc526075666][bookmark: _Toc7792734]Introduction to the Study: Research Context, Personal Context, Rationale, and Research Questions

This chapter begins by outlining the reasons for conducting this research including my professional motivation, personal drive, and critical incidents that have influenced my choice of topic. It then studies the national context that shaped the topic including the history, policies and developments. Following that, the chapter describes the research’s rationale, and explains the main research questions. Finally, it summarises the David Lambert and Alex Standish debate (more on this in Chapter 2) on the nature of geography as a curriculum subject.  

[bookmark: _Toc526075667][bookmark: _Toc7792735]1.1 Personal Context

My interest in the nature of geography was informed by literature, my 18 years of teaching geography, and my encounters with parents, students, and other teachers. It was over the course of 2011 and 2012, during parents’ evenings, that I have come to realise that parents have mixed views on the transformation geography has had since their time in school. One parent, for example, I recall saying, “Geography is not what we/I used to do- used to be colouring in and learning place names or capitals.” This made me start to question whether others including teachers, students, and experts share this view. 

My research did not have any method until after I administered a school questionnaire to my Year 7 cohort in 2012 to assess their prior subject knowledge. The data led me to believe that my students’ prior experiences were influenced by several factors including their primary school teachers’ pedagogy, training, and understanding of geography as a school subject. This finding prompted me to talk to some primary school teachers in the area. The teachers validated my view that geography was poorly taught in primary schools. Conversations with the primary school teachers led me to believe that they delivered geography thematically. Their choice of pedagogy and topics was dependent on their prior knowledge, values, and 
interest. These findings focussed my attention on researching the perspectives of other colleagues and experts and certainly the literature including government policies and experts’ writings on the value of geography and its future.
[bookmark: _Toc526075668][bookmark: _Toc7792736]1.2 National Context: The Status of geography
 
This section will explore the views of school inspectors (1.2.2.1) and two geography experts David Lambert and Alex Standish (1.2.2.2).

[bookmark: _Toc7792737]1.2.1 Perspectives of school inspectors

To assess the quality and value of geography teaching in schools, Her Majesty Inspector David Bell in 2004 undertook a subject review of geography. David Bell analysed the quality of teaching and learning of geography in both primary and secondary schools and concluded that geography teaching and geographical knowledge was poor. Bell (2005) commented that the Key Stage 3 National Curriculum had been left to stagnate and there was an urgent need to review the curriculum. The HMI report (2004) acknowledged the hard work of practitioners’ to improve the subject, but there were too many trying to infuse facts and not enough facilitating of the understanding of the subject.

In response to 14-19 Education and Skills White Paper Ofsted (2005) describing the lower quality of teaching in geography in primary (KS2) and secondary (KS3), the Geographical Association (GA) published an Action Plan (2006) for geography. The plan outlined why the subject is important in the school curriculum and had a series of objectives. The three main objectives were:

· Improve for all pupils the quality of the educational experience through geography;
· Promote and support the development of a modernised curriculum for geography;
· Raise and recognise the professionalism of geography teaching.

The Action Plan was split into two phases; each phase lasted for two years. Within each phase there were a number of activities which were embedded around communication, support and development. These three areas were considered a priority in response to the concerns raised by Bell (2004/2005). The action plan was developed based on the findings of a focus group, which met in 2004-2005, which was chaired by the Schools Minister Lord Adonis. In 2006, the Action Plan was launched. The focus group had a clear goal to ensure the geography was seen to have educational potential, that practitioners’ and policy makers understood it and that it ensured students enjoyed the subject. It was this goal that underpinned the principles of the Action Plan.

In the hope of rewarding and promoting quality and progress in geography teaching in schools, the Geographical Association (GA) proceeded to introduce an award for primary and secondary Schools which when awarded, closely correlated with the OFSTED inspection framework grading for good. The award was known as the Quality Mark.

Upon the completion of the Action Plan project in 2010, with an objective to raise the profile of geography and develop good practice in the classroom, the Geography Association undertook a curriculum survey investigating the opinion of teachers on the new National Curriculum geography programmes of study. The purpose was to ascertain whether the change in the programmes of study had allowed the subject to improve.  

In January 2013, the results were published. The findings showed that practitioners’ thought that physical and human geography were important disciplines to include in the new curriculum. However, teachers did not think a complete return to regional geography was necessary. In addition, the survey concluded that practitioners’ believed that there was a need for ‘core knowledge’ to be developed within the subject. The survey highlighted confusion in the understanding of the nature of the subject. 
 
As a curriculum subject, geography has found itself surrounded by confusion, brought about by differing opinions concerning what geography should teach students in the classroom. If practitioners’ and experts cannot agree on what geography as a subject should look like, then students and teachers (and parents), one can argue, may have a disjointed understanding.  This study has proceeded to explore the later hypothesis by gathering the views of teachers and experts. 

1.2.2 Perspectives of two experts, David Lambert and Alex Standish

One academic discussion between two experts on the nature of what geography is and should be, is that of two former teachers, now academics at University College London, Institute of Education (UCLIoE), Dr Alex Standish and Professor David Lambert. Both experts participated in a radio programme interview (BBC 2002) and debated whether the teaching of geography matters any more. The discussion centred on the issue of the nature of knowledge in education. It is as the result of this radio interview that the ‘Lambert/Standish’ debate was born. Their viewpoints were investigated further in 2015 where they were both interviewed for this study.

Standish believes that geography education in the school curriculum had switched its focus from knowledge to values and attitudes. In fact, his study (Standish, 2003) found that 84% of teachers believed that geography education should include the study of environmental issues. Furthermore, his data showed, 68% of the teachers felt that fewer geographical facts are taught than in previous years. In what Standish calls the ‘New Agenda’ he focused on the Qualifications and Curriculum Authority (QCA) recommendations on the inclusion of environmentalism and citizenship in the geography curriculum. Describing them as being values and attitude based, leading to what he believed was pro-environmental indoctrination within the classroom.

Whilst teaching in the USA, Standish made the statement in the Annual American Geographer’s Conference that global citizenship is not needed to secure geography’s place in the school curriculum. The ‘New Agenda,’ he believed, was not purely based in the UK education system, but worldwide. When Standish returned to the UK, the debate continued. He published many articles (2002, 2003, 2007) making the case that traditional geography had been eroded to in favour of issue based values and attitudes being taught in the classroom. 

The ‘issue’ approach, Standish believes, is telling students how to think and act rather than allowing them to discover knowledge that goes beyond their own experience. This change has corrupted the subject from its definitive purpose and has become an attempt to modify behaviour. Students are no longer given a framework to understand the world in which they live. The focus is on how to react and to give an emotive response to global citizenship issues. Factual knowledge, for Standish, remains a main function of the subject and, borrowing a term from another colleague at UCLIoE, Michael Young (2007) he argues for ‘powerful knowledge’ not ‘knowledge of the powerful.’  

Lambert criticised Standish’s confused thinking as, for him, geographical knowledge is more than just facts. Students must process and develop ideas and make emotional connections to learning. Moral values are important in understanding the world. The interview conducted in 2015 with Lambert and Standish revealed that for Lambert, the framework, which Standish argues for, is weak. Lambert believed that the framework of knowledge could and was provided for students by the consideration and study of moral values. As a subject, geography needs to change and adapt. According to Lambert, in interview, Standish refuses to change, believing his resistance is ensuring the security of the subject discipline in the school curriculum.

In the Radio 4 interview (2002) Lambert agreed with Standish that there is a ‘core body of knowledge’ that students must be taught, but he felt the ‘values’ approach will allow intellectual understanding and deeper subject knowledge. The specific ‘value’ approach would prescribe the knowledge and facts, which are to be taught by the teacher. Furthermore, Lambert attributes the emerging ‘controversy’ in geography education to the over-regulated national curriculum of 1991.  

In his transatlantic research with his colleagues Solem and Tani, Lambert (2011) sought to develop deep descriptive world knowledge, relational understanding of people and places in the world and the disposition to think about social, economic and environmental futures. Informed by the research data, Lambert (2011) believed that there has been a knowledge turn in education, which now has a focus on how students learn rather than what they learn.  

Table 1: The Standish/Lambert debate can be summarised as follows:
	Standish
	Lambert

	· Patterns and Processes
· Global landscape
· Making sense of the world with a knowledge framework
· Traditional knowledge
	· The vocabulary of the subject
· Relational knowledge environment and society
· Procedural skills
· Issues and values



To summarise, Standish (2009) accounts for the undermining of the moral case for geography by viewing geography not as an objective body of knowledge, but a series of personal geographies. Standish describes this vision as leading to an ethical turn. Therefore, geography as a subject discipline is now characterised by issues and not knowledge.   

The Standish/Lambert debate is a philosophical debate about the relationship between values and attitudes and knowledge. In contradistinction, Standish (2017) claims that ‘through the study of geography young people will also learn that pursuit of knowledge and truths are worthy aims’ (Standish 2017:100).

The debate is a re-examination of what it means to be educated today. The discipline of geography is a case study of the most important question of all: What knowledge we should teach?  

Young (2014) explains that education allows students to access different specialist ‘fields of knowledge’. Standish and Sehgal Cuthbert (2017) describe schools ‘as unique, mainly to introduce students to valuable forms of knowledge’ (Standish and Cuthbert 2017: XXi). Their descriptions of the different forms of knowledge have been informed by Hirst’s (1974) earlier liberal education paper that described curriculum subjects as either ‘forms’ or ‘fields’ of Knowledge. 

A form, according to Hirst (1974) is a discipline that has central concepts that are only relevant to a given subject. Hirst also believed that knowledge has a distinctive logical structure. In comparison, a field of knowledge is both theoretical and practical, drawing on other subjects identified as forms of knowledge. In other words, any subject that is a field of knowledge is in fact a multidiscipline subject and not identified by a logical knowledge structure.  

Bernstein (1996) determined knowledge as comprising of horizontal and hierarchical structures. Hierarchical structures are coherent, explicit, and systematic, whereas horizontal structures have their own modes of interrogation and specialist criteria. Therefore, Bernstein would view geography as horizontal knowledge.

Standish (2017) writes that Hirst and Peters (1974) view the school curriculum as a jigsaw puzzle and, therefore, geography being a curriculum subject has many layers fitting together. Sub-disciplines such as landforms, regions, and climate are initially categorised as physical or human geography. These are all encompassed under the umbrella term geography. ‘Given that geographers interrogate knowledge that is horizontally structured, there is no definite order to how sub disciplines are introduced’ (Standish 2017: XXi). In other words, geographical knowledge is not ordered or distinct, therefore, supporting Hirst’s argument that geography is a field of knowledge. 

The ethical and knowledge turn, alongside the resulting political changes in education and the branding of geography as boring and plain (OFSTED 2011) has placed the subject in a fluid state of debate. 

This study endeavours to explore whether the above views by experts are shared with other writers and teachers in Staffordshire.
[bookmark: _Toc526075669][bookmark: _Toc7792738]1.3 Research Questions 

Informed by the above literature, this study has proceeded to explore the perspectives of experts and practitioners’ on geography as a curriculum subject. The thesis investigated the following research questions:



1) How has geography developed from 1968 to the present day?

To assess the nature of the subject it is important to trace how the subject has developed over time, identifying hinge points in the development of the discipline as a curriculum subject.

2) What are the philosophical understandings of geography as a ‘field of knowledge’? (Hirst 1974)

This question will demonstrate how geography contributes to its classification as a field of knowledge. Through the analysis of key documents from the established chronology, the idea of knowledge will be established and questioned.

3) Is geography engulfed by environmentalism?

There has been political and global attention given to the concept of ‘environmentalism’ which has been manifested through one issue; this being global warming. This can be demonstrated by Al Gore’s (1999) campaign to highlight global awareness of climate change. 

The geography curriculum orders refer to environmentalism as a concept to be studied along with topics such as sustainability, interdependence, place, and space. The development and defence of the inclusion of environmentalism needs to be established and analysed to justify its relevance to the subject.  




4) What are teachers and experts’ perspectives towards geography?

The analysis of the values and ideas that practitioners’ consider important will be collected from interviews. If practitioners’ have a different perspective of the validity and importance of the subject, then the impact upon policy makers could be crucial to the developing shape and structure of the geography curriculum in the future.

5) In the views of teachers and experts, what is the future of geography?

This research has investigated some practitioner and expert viewpoints to help inform the debate and consider how geography will look like in the future as a school subject. To help inform the interview and survey questions, the following chapter (Chapter 2) has reviewed several literature sources.
[bookmark: _Toc525989444][bookmark: _Toc526075670]
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[bookmark: _Toc526075671][bookmark: _Toc7792740]Literature Review

This chapter explores the development of geography as a school subject. It highlights its emerging paradigms and the broader concept of knowledge. It also reviews Paul Hirst’s (1974) perspective on ‘liberal education’. This chapter also compares and debates Standish and Lamberts perspectives on geography as a subject. Lastly, the chapter analyses the political and educational agenda influencing geography as a school subject. The literature review has consulted published peer reviewed journal articles, official publications, chapters and books written by philosophers, and an audio recording. 
[bookmark: _Toc526075672][bookmark: _Toc7792741]2.1 Geography: the development of a school subject 

The oxford dictionary defines geography as: 

The study of the physical features of the earth and its atmosphere, and of human activity as it affects and is affected by these, including the distribution of populations and resources and political and economic activities. 

This subject analyses and explains landforms, processes, and relationships between people and the landscape. Throughout history, there has been a desire to understand the landscape on which people live and make sense to how and why places are like they are.

Holt-Jensen (1988: 11) believes geographical thinking is older than the term geography. It was first used by scholars in Alexandria in 300BC, with early versions consisting of descriptive topographies. The roman historian Strabo pioneered the study of human activities and natural conditions which can be translated to the physical human paradigms that are studied in schools today. Geographical knowledge was already established and being used to explain the landscape before it was ordered into a discipline known as geography. It was only when the term geography was applied to this understanding and that the existing geographical 

knowledge was ordered and structured to allow it to be taught. 

Holt-Jensen also describes the Post Darwinian era of research, as that which concerns itself with the laws of nature, aiming to discover how processes formed the physical geography that topographical studies had described centuries before. The relationship between physical and human geography was governed by the supposition that nature governed human achievement, which influenced Freidrich Ratzel (Holt- Jensen 1988: 31), the founder of human geography. Ultimately, Ratzel believed that humanity lives under the law of nature. Physical and human are the first disciplines to be taught in classrooms and are an important in establishing how the world can be classified. Physical processes affect human life and, therefore, his supposition was correct.

Regional geography is the final development within the discipline and it is based upon both the analysis and the ecology of the landscape. Combing ecology and physical analysis of the landscape in this way suggests a link to environmentalism. The ecology of landscape can change when the environmental characteristics change, and this can be influenced by physical processes or human actions. It also infers that as subject, geography draws on many knowledge structures making it a ‘field of knowledge’. Regional geography is important as it allows comparisons to be made between areas and to explore common patterns and processes.

Richardson (2006) believes the term ‘geography’ is a contributing factor to the subject being questioned. Experiences of geography within the classroom can influence future practitioner perception of how to teach geography in the future. The experience within the classroom directs geographical meaning. This is given credibility when parents dismissively say, “Oh geography is all about colouring in.” 

Clare Brooks (2006) conducted some research with serving geography practitioners’; investigating how they prefer to teach the subject compared to their own understanding of the subject. Having a relationship with the subject can be beneficial and consequential in delivering the subject. If the subject is valued then it will be taught differently to that of a practitioner for whom the subject has been added to their timetable and who may not have a perceived ‘relationship’ with the subject. 

Simandan (2005) has published an article entitled New Ways in Geography in which he critiques the ways the philosophical foundations of geography as a subject. He comments that as a subject geography can be seen as:

· One complete subject; 
· Split disciplines:  physical and human;
·  A dismantled subject entirely. 

Simandan (2005: 5) attempts to answer whether geography in the format we know is worth keeping. He uses the word ‘rejuvenated’, implying that new ways of geography can keep the subject relevant and vibrant. This again is about perception, experience and acquired geographical knowledge. It can be seen that there is an inference that geography is in an evolutionary process that could result in it being completely dismantled with a return to physical and human paradigms.  Comparatively, within science, a distinct approach of teaching three individual sciences separately as Chemistry, Biology and Physics, has been adopted rather than a combined course. If this was to be applied to geography, then disciplines such as, earth science or globalisation could be pursued which is reminiscent of undergraduate degree modules studied in 1999. Arguably, it can be said that the subject has already been dismantled, but it still operates under one overarching title called geography. Maybe the question Simadan is asking has already been answered and that the old format of geography is not worth keeping. 

Matthews and Herbert (2008: 18) use a timeline to describe the emergence of geography as a discipline. They see geography as developing in phases, starting with man’s desire to explore the environment in which he lived. It was only in the late 19th century that geography became a discipline of structure, content and was physical, human, or integrated. This justifies some of the work of Simadan (2005) and of Ratzel (1882). Diagram 1 overleaf illustrates Herbert and Matthews’s (2008) model; it shows the evolution of the subject split into phases.
[image: ]Redacted Diagram
Source: Matthews, J., Herbert, T. (2008) Geography A Very Short Introduction, Oxford University Press.













Diagram 1: Phase Model: The Birth of Geography (2008:18)

As evident above (Diagram 1), Phase 1 is all about exploration.  The development of geographical knowledge is contributed to by finding out new landscapes and trying to make sense of the landscape. Phase 2 sees the knowledge put into a structure and refers to environmentalism. This is the phase of analysing the landscape and studying the ecology of the area.  An assumption is made that ecology and landscape is ‘environmentalism’, but it can be argued that it functions only to classify and establish a structure of knowledge. 

Phase 3-4 illustrates the way in which the geography developed and the terms physical and human were integrated into geography.  As the subject evolved, it appears that in went from one subject to a complex divergence of disciplines which now have been dismantled, in order to address local issues and values.  As geography established itself as a subject, its knowledge structure went from one to many and influenced its classification as a ‘field of knowledge’.

The ethical view draws on post colonialism and the use of English language and the epistemological view considers the debate as over simplified. If the epistemological view is validated, then the subject, as a discipline, is at risk of being seen as merely 
insignificant and should, therefore, be dismantled. In September 2013 geography was considered a non-statutory subject. The government now only advises on the subject, it does not direct what and how the subject should be taught. 

Richardson published an article in which he described the perception of geography in primary schools: 

Amongst what educationalists often call sexy subjects of the curriculum, geography is seen as the basic even boring curriculum area.........that has to be covered in as little time as possible in order to get back to doing more interesting activities. (Teaching expertise 2006) 

Perceptions, Richardson believes, impact on the success of a subject within any curriculum. Richardson’s views support the condemning report published by Her Majesty’s Inspector David Bell (2004). In his conclusion, Bell was of the opinion that geography at primary and secondary level was poor in terms of the quality of experiences delivered in the classroom. In Teaching Geography Bell argues: 

Geography is about places. It is not just knowing about places themselves but understanding the interdependence and connectivity of places. It is about empowering tomorrow’s adults to develop real global understanding and global Citizenship, so they have the intellectual understanding to participate individually and collectively in shaping the world around them. This knowledge and understanding of other places, cultures and societies underpin sensitivity and tolerance and contributes to good citizenship. (Bell 2005: 12)

Michael Palin’s presidential address in 2008 to the Royal Geographical Society (RGS) set out the context for the worthiness of the subject.  Palin believes that for anyone to understand their place in the world they must study geography, because it allows insight into physical and human concepts:
You can travel the seas, poles and deserts and see nothing. To really understand the world, you need to get under the skin of the people and places. In other words, learn about geography, I can’t imagine a subject more relevant in schools. (Palin 2008)

The subject has always been seen as important, Charles Clarke at a Royal Geographical society’s (RGS) meeting said:

Geography has fundamental relevance to young people because it relates to many aspects of their lives and the environment in which they are growing up…. understanding of the increasingly complex interdependent global village in which we live. (Clarke: 1992)
 
The physical discipline is the most accepted aspect of the subject and acknowledged. Nonetheless, in the last twenty years, there has been an additional discipline included in the subject; environmentalism. In relation to the school national curriculum, Clarke stated geography was a global environmental perspective. This implies that it was considered an important part of the school curriculum. Nevertheless, the subject has been questioned and condemned by political quangos and received much attention from academics and policy makers such as Lambert, Standish, Young and Bell.

In 1999, David Lambert, the former Chief Executive of the Geographical Association (GA), made the case for teachers to engage students in the study of super complex environmental processes. This view suggests two concerns, one being the affirmation that environmentalism was part of the geography discipline; and secondly that this new discipline was considered complex and challenging. Whether this was to strengthen the importance of the subject remains to be seen, it did; however, open the subject to condemnation from practitioners’, academics, and political administrations. 

As a practitioner myself, I see geography as consisting of three interdependent disciplines:

· Physical;
· Human;
· Environment.

These disciplines are not separate, although each has a set of concepts and processes to be studied. Nonetheless each is linked within the geography and is found within the geographical topics studied.  No one discipline is dominant in defining the subject. To consider any one discipline more important will shift the focus, design and worthiness of the subject. My position is also validated by Matthews and Herbert (2008: 14) (see diagram 2.1 below) who suggest a similar model.  
[image: ]Redacted Diagram
Source: Matthews, J., Herbert, T. (2008) Geography A Very Short Introduction, Oxford University Press.












Diagram 2.1: Herbert and Matthews Core Discipline Model (2008: 14)

The addition of the environmentalism paradigm is contentious and sparked the most dialogue amongst academics, predominantly by Standish (2004). The position Standish takes is that geography is a discipline not centrally focused on environmentalism and citizenship.
  
The Ofsted publication (2008) based on inspection visits conducted in 2004/2005 examined geography teaching at secondary level and found  that  ‘geography’ did not look like what it was interpreted to be in the classroom. In a sense, the whole subject needs re-marketing and re-imaging to inspire subject practitioners’ to want to make it a subject of worth to the young people they are educating. 

Bell (2005) opposes Standish (2004) by implying that in order for geography to be a worthy subject, it needs to address global environmentalism and citizenship. Therefore, the quality of geography was poor because at the time it did not address what the subject was thought to be about. By making the statement that citizenship and environmentalism are central concepts to the subject Bell renders the model illustrated by Herbert and Matthews (2008) obsolete. 

Bonnett (2003: 55-63) develops this idea by proposing that geography is dated and inflexible and maintaining that it must reignite its role in public debate as a public knowledge. This would engage with the agenda of the 21st century and avoid what Bonnett describes as mere ‘travellers’ tales’.  If challenges had not been made to the ideas of the first academics that the world was flat and that the horizon was the ceiling to all travelling depositions, then there would not have been the contributions to knowledge that we now understand and accept. ‘Travellers’ tales’ opened the door to enquiry and qualified the subject as relevant and worthy to be studied. 

While Bonnett describes geography as a subject of yesteryear, Standish (2003) published work entitled Constructing a Value Map, in defence of the subject. Its purpose was to bring value back to and outline the core principles geography was built upon. The fact that the discipline is debated in terms of content and worth suggests that is a subject worthy of study. This is in contradistinction to what Richardson believes. As a subject, it is debated in both the academic and political arenas. This makes it relevant and illustrates just how ‘multi-faceted’ the subject is which in this context; therefore, it cannot be seen just as a global environmental discipline.  

In 1992, the government acknowledged the value of geography, yet by 2005 this position had completely changed. Between 2015-2010 the academic arena campaigned against the political agenda. As a subject geography was viewed as ineffective by the policy makers and held in high regard by academics and practitioners’. 

This position taken by the government could imply that geography has credit. If there is no statutory obligation towards it, then either of two views can be presented. Firstly, there is the recognition that the subject is both complex and multidimensional. Swyngedouw describes ‘Geography an eclectic and fashion prone discipline’ (Swyngedouw 2000: 42) which supports Standish's argument that geography is being diluted and eroded by global attitudes and opinions. As it is an ‘eclectic’ subject, it is not surprising it is becoming more than just physical and human considerations. 

Secondly, there is the perception the subject is insignificant to a liberal education. Thrift (2002) and Johnston (1997) give commentary on this issue of subject worth. The issue of ‘worth’ is seen by various print and electronic forums, which allowed academics and practitioners’ to argue why geography was an important subject. Geography blogs remain a common trend, for example, one such blog entitled Google earth design blog spot. A blogger posted Geography's importance in schools: National Curriculum (2011). The blogger commented argued that geography was important due to its consideration of climate change and visual spatial data. The reference to the importance of climate change reflects the emerging new knowledge content and the rise of ‘environmentalism’. 

Lastly, two further concepts can be acknowledged in the development of geography as a subject discipline. Firstly the academics Hartshorne and Yeates (1968, as cited in Holt-Jensen, 1988) had differing views on how geography can be used to explain concepts and processes. Hartshorne views geography as an ‘idiographic science’ with a focus on the description and exposure of events because they are unique. For Yeates, geography is a ‘nomothetic’ (law-giving) science that demands the testing of theories and models to develop geographic laws. Secondly, Humbolt and Ritter (1859, as cited in Holt-Jensen, 1988) began to add a scientific dimension to geography, which implies that geography as a subject was considered a branch of knowledge. This scientific consideration led to the establishment of geographical societies which were set up to discuss and debate the scientific aspects of geography. Geography itself was not classed as a ‘form of knowledge’ and remained as Holt-Jenson described, ‘an umbrella concept for a variety of expeditions within the natural and social sciences’ (1988: 21). This supports the opinion of Hirst that geography was a ‘field of knowledge’.

The national curriculum programme of study (2013) supports geography in the classroom today. The purpose of the programme of study is depicted in its introduction: 
A high-quality geography education should inspire in pupils a curiosity and fascination about the world and its people that will remain with them for the rest of their lives. (2013: 1)

The emphasis of curiosity and fascination suggests that students will learn about patterns and processes and geographical facts, which will give a sense of ‘awe and wonder’ about the world in which they live. The programme of study suggests that this curiosity is fostered by meeting the following objectives:
	Objective
	Summary

	Locational knowledge
	locational knowledge and deepen their spatial awareness

	Place Knowledge
	understand geographical similarities, differences and links between places

	Human and Physical geography
	understand how human and physical processes interact to influence, and change landscapes, environments and the climate; and how human activity relies on effective functioning of natural systems

	Geographical skills and fieldwork
	build on their knowledge of globes, maps and atlases and apply and develop this knowledge routinely in the classroom and in the field



Table 2.1.1 National Curriculum programme of Study (2013) Summary

The objectives above imply a real focus on the physical landscape and human interactions. This is knowledge focused learning with no direct link to values and attitudes, none the less it is this programme of study that Lambert (2013) has based his current thinking on. Since the early years, and despite the reform of the geography programmes of study, the debate today between external organisations and experts continues to revolve around the questions of (a) What is geographical knowledge? and (b) What should it look like? Thus, showing there is a controversy here.

In summary, geography has found itself in a period of confusion; there is a need to examine its form, content, and delivery. The geography taught in the 1960s is not the geography taught in 1970s, 1980s, 1990s, or 2000s.  The defence of the subject is simple; it teaches knowledge about the world to the world in which a person lives. Therefore, allowing a person to explain and make sense of the world.
[bookmark: _Toc526075673][bookmark: _Toc7792742]2.2 The Lambert Standish Debate. 

Since the 1960s, a debate on the nature of geography has featured in the literature. Marsden argues:

The historical evidence demonstrates long-standing tensions between geographers and geographical educationists about the balance in the geography curriculum of three critical components: subject content, educational processes and social purposes. (Marsden 1997: 1)

This debate was further exemplified by both academic and media interest when in 
2002, Dr Alex Standish published articles (see for example Constructing a value map) which questioned the nature of the subject and argued the case that geography was being replaced with disciplines such as citizenship and environmentalism:
As a former geography teacher in a London Secondary School, I have become increasingly concerned about how the subject has changed over the past 10 years. Emphasis is now placed on values and attitudes towards issues such as the environment. (Standish 2002: 1)

Academic commentaries suggest that geographical content is both varied and upheld in different ways. Marsden believes that geography’s content is ‘not a collection of facts but as the state of art conceptual frameworks of the subject’. (Mardsen 1997: 242)  Here, it would seem geographical content is conceptual and not factual. These thematic concepts define the nature of the subject. Standish (2007) opposes the inclusion of environmentalism as a concept and does not see it as traditional geography. Marsden argues, ‘the geography teacher should be a teacher first, and a geographer second’ (Marsden 1997: 245).
Marsden views geography as a subject that is to be taught and the focus should be on pedagogy rather than what is taught. This opposes both Standish (2013) and Lambert’s (2011) argument on the nature of geography. Contrariwise, the debate over what geography is has shifted to a ‘environmentalism’ versus regional view. 
In 2009, an article published in The Telegraph, written by Graeme Paton, entitled Geography lessons 'sacrificed' in favour of trendy causes’ commented on an interview with Standish:	
Mr Standish said the period from the late 90s to the present day had witnessed a most dramatic destruction of the subject's foundations as issues such as land forms, rivers, the climate, population, urbanisation, development and the study of UK and world regions has been reduced. (Paton 2009)
Standish (2009) argues environmentalism has a place in its own right and should not encroach on the content of geography, this he later refers to as global citizenship. At a conference for American geographers, he was intrigued by a session which sought to examine the challenges faced by the subject in the US and the UK; he recalls that the first question in the session posed was simply ‘what is geography education for?’  A panel spent time responding to the question and finding a justification for their position. Standish (2008) made a statement to the panel: 

Why do we need all these other reasons to account for geography’s place in the curriculum? Surely, the point of the 
subject is to learn geography because this has value itself.

Academia has placed great emphasis on defending what geography has become and that as a discipline, it has significance and relevance. Standish (2003) challenges this and reaffirms the view of Clarke (1992) that the value of the subject is that it is geography and it has worth in both its name and its multifaceted nature.

Standish (2009) conducted research into the new links between geography and citizenship. The results identified a shift in thinking from issues of geomorphology, production (industry and agriculture) and population to the ethics of mass consumption, with a focus on sustainability and non-western cultures. Writing in the Daily Telegraph, Paton (2009) reflected upon the work of Standish’s latest publication, Global Perspectives in the Geography Curriculum. Paton emphasises the views of Standish that geography had been axed for political causes such as ‘global warming’ and ‘sustainability’. He proposes that students are made aware of their responsibilities as global citizens rather than studying the earth. The political rhetoric is once again exposed and highlights that an objective consideration of the earth and its form is of less significance than how humans treat it. 

Five years after Standish first spoke out about ‘environmentalism’, it appeared on the geography curriculum orders alongside the following concepts, which were deemed of importance to the subject and its delivery:
· Place;
· Space;
· Scale;
· Interdependence;
· Environmental Interaction;
· Physical and Human Processes;
· Cultural Understanding and Diversity.

Arguably, the concept of space, place and scale are the broader conceptual frameworks and the remaining four concepts are there as direct links to the previous three. Whelan (2007) believes that the geography curriculum should provide students with not only knowledge, but also a framework that will enable them to situate ideas and apply their knowledge and understanding.  Whelan argues the subject has been so corrupted that it ceases to provide ‘the essential intellectual and social tools that will enable young people to assume political responsibility as adults’. (Whelan 2007: 56) Whelan argues that over the last two decades the school curriculum has stopped educating students and as a result, students no longer have to think, engage and make sense of the world but merely respond to social concerns within it.   

Standish claims that what is emerging is a ‘cosmopolitan citizenship model’ in which geography is a global ‘environmentalist’ perspective rather than a study of regions, nations, and localities. This shift ignores the first three of the 1997 National Curriculum Order concepts. Whelan (2007) clearly influenced by Standish, argues that:  ‘Geography is no longer about maps but indoctrinating young people with environmentalism in the name of global citizenship’ (Whelan 2007: 53). The opposition to the traditional subject is that it has been replaced with issues relating to a political view of the world rather than patterns and processes. 

In opposition to Standish and Whelan; Lambert and Morgan (2011) in their presentation to The Geographical Association Conference posed questions in regard to the critique of the curriculum from Whelan (2007). They believe that the geography curriculum is a human creation which changes according to competing priorities, such as the newly emerging and evolving qualifications namely ‘Ebacc’, ‘BTEC’, as well as new subjects including Citizenship and Humanities. Lambert defends the importance of the new geography when he said:

“No, geography is vital, geography is to be valued. It is about factual knowledge of the world – where we are in the world, how we are placed in relation to others, what links us to others, but it’s also about understanding and the geography curriculum has a pretty big job to do – to introduce children to a complex, rapidly-changing and very uncertain world”. (BBC 2002)

The debate has revealed that geography has entered a period of confusion that threatens its very existence and will become its failure. In response to Standish, geographers such as Lambert have attempted to compromise and argue that the traditional geography curriculum is still fundamental with the important addition of modern ideas needed in an uncertain world.  

In 2012, the Geographical Association (GA) conducted a consultation following a policy shift shown by a government white paper: The Importance of Teaching (2010) which reported:

the national curriculum should set out clearly the core knowledge and understanding that all children should be expected to acquire in the course of their schooling. (DfE 2010: 1)

The Geographical Association (GA) requested the opinions of subject teachers regarding proposals to create the geography curriculum of 21st century. When the survey was analysed the views of practitioners’ were endorsed by the Geographical Association (GA). There was agreement that there was the need for subject rigour; but a rejection of the idea that geography was a curriculum of appliance. 

When practitioners’ were asked their thoughts on a curriculum that focussed on geographical core knowledge and conceptual knowledge, the results confirmed the need for a distinguishable focus. Overall, practitioners’ believed that in school, students should develop extensive contextual core knowledge of the world.  

The Geography Association (GA) aims to defend the subject and promote its importance. Lambert and Tapfields (2013) produced a summary of the consultation that was undertaken about curriculum reforms, which can be found on 
www.geography.org.uk. The table below (Table 2.2) summarises the findings.
	
Key summary Points from Practitioner consultation July 2013 GA


	
· Knowledge has to be distinguishable. Shown in three forms: factual core knowledge, conceptual core knowledge and applied practical knowledge 
· The forms of knowledge should not be addressed as isolated items but more so integrated. (Hirst’s field versus form of knowledge)
· Guidance should be provided as to how these forms of knowledge are interrelated.
· Core knowledge is accepted as the vocabulary of the subject and concepts seen as the grammar of the subject.
· Place and Location are ideas which are accepted but that a return to regional emphasis is not liked.
· The idea of physical and human factors in geography is seen as important. No mention in the executive summary of environmental issues as a standalone concern.
· There is an argument for core knowledge in geography.



Table 2.2: Summary of Executive Summary from GA consultation 2013.

A concurrent theme within the summary is the idea of knowledge and a prime directive to establish what geography students should study. The Standish/Lambert debate revolves around what constitutes as ‘core knowledge’. Harries (2013) makes a case that in the post-modernist era there has been a resultant focus on questioning what geography and its teaching, and learning should look like. Geography is the understanding of the world and despite a changing world, the rubric disciplines of physical and human concepts are still valid and provide the foundation on which to examine the postmodern world. 


Why then is there a need to question its form and content? This has created a self-perpetuating crisis of value, identity and knowledge, which in my view must cease in order for geography to remain a vibrant and worthy discipline on the school curriculum. In 2010, Lambert wrote an article in the Times Educational Supplement (TES) entitled Crack curriculum’s core and open a world of opportunity. Here, the knowledge issue is suggested to be political, but the knowledge content needs to be driven by subject teachers. This perceived empowerment means that at the classroom level practitioners’ have authority to direct subject content and knowledge.

The Geographical Association has campaigned fiercely to raise the profile of geography and its relevance. In its 2009 manifesto, A Different View it argues its importance in the world. The introduction states:

This, then, is the promise of geography: it helps us understand the world and the part we play in it. In effect, we are saying to geography teachers, ‘use your geography’: Use it to help you engage and excite interest in young people to understand the world. (GA 2009: 1)

The emphasis here is that geography is about the world and should encourage students to not only experience the world in which they live but also to begin to explain it. The ideology of engagement and excitement is contentious; as Standish (2013) argues concepts such as, ‘environmentalism’ prevent this ‘excitement’ and focus too much on political ideology rather than making the subject fun. If teachers are being encouraged to use ‘their geography’ then there must be the flexibility on content to use it in an exciting way. 

Lambert (2011) confirms that the debate over geography has had longstanding tensions between the issue of content, social purposes and educational processes. The idea of social content is exactly the grievance Standish has in terms of environmentalism and the emerging geographies of the current time. Looking back Marsden refers to educational processes by stating: 

Cartoons became more evident than cartography and sound     
bite talking heads were granted more space than photographs 
of real-world landscapes. (Mardsen 1997: 248)

Interestingly, for those practitioners’ that subscribe to the Geographical Association monthly newsletter, there is a regular challenge to identify a mystery location from a photograph. This is an example of a real-world landscape that replaces the need for speakers and cartoons.

‘Citizenship’ and ‘Environmentalism’ are issues that have arisen from the political arena which Standish (2013) terms the ‘New Agenda’. This view was based on his recommendations for the new geography curriculum. Once published was met with opposition. This was exemplified when he was ousted by fellow academics and criticised by Lambert. Lambert (2010) believes that a ‘skill-based’ curriculum is important within geography and allows understanding of the world to be deepened. Standish was concerned that geography in its purest form was disappearing from the classroom in a bid to make it trendier. This was diluting the emphasis on the ‘core’ geographical knowledge; which for Standish is vital for the understanding of the world. 

Lambert (2011) views geographical knowledge in three ways:

· Knowledge 1: The vocabulary of the subject;
· Knowledge 2: Relational understanding (society and environment);
· Knowledge 3: Procedural skills. 

The above ‘framework’ breaks down the subject into compartments which often can be taught in isolation and which do not focus on ‘real geography’, which is making sense of the planet upon which humans live. 

Standish (2008) believes that geography allows people to make sense of how the world works. He views the subject as not being delivered purely in the form of skills and, therefore, rejects the inclusion of environmentalism and citizenship (concepts) as forms of geography. Pure geographical knowledge is the understanding of processes and patterns and how it impacts upon people.
[bookmark: _Toc525989448][bookmark: _Toc526074895][bookmark: _Toc526075674][bookmark: _Toc526078901][bookmark: _Toc526079390][bookmark: _Toc526101372][bookmark: _Toc526103676][bookmark: _Toc7792743]The debate is the contested distinction between themes and issues over ‘core knowledge,’ and, whilst it may appear straight forward, it demands a complex solution to address the gap caused by the confusion around what geography is as a school subject. Therefore, it can be deduced that the ‘Standish/Lambert’ debate highlights two stances: Content and Purpose.
[bookmark: _Toc525989449][bookmark: _Toc526074896][bookmark: _Toc526075675][bookmark: _Toc526078902][bookmark: _Toc526079391][bookmark: _Toc526101373][bookmark: _Toc526103677][bookmark: _Toc7792744]Standish (2004) blames the policy and policy-makers for curriculum content and in published an article, which confrontationally claimed they had ‘lost the plot’. Under Gove, there was a yet another review of the purpose of education. This review produced an agenda that reflected personal experiences and arguably did not match the current mind of those being educated today. The ‘experts’ (practitioners’) that deliver the curriculum, should be involved in the process of designing the curriculum’s content through having power to advise and suggest rather than being imposed upon. 
As part of the annual Geographical Association Conference (2006), which was centred on the theme ‘Sensational Geography’, Standish spoke at a forum session where he outlined the developing debate both in terms of content and political attack.  In what he deemed to be explanatory geography he traced the development of such a subject to the emergence of geographies, which he then described as a social constructivist term. This concern has created a priority for the study of issues that are beginning to challenge our world; this is, therefore, a political concern that makes geography a subject of importance. 

Kent argues ‘geography to be a burden on the memory rather than a challenge to the mind’ (Kent 1999: 103).  His argument is that it has become a body of factual knowledge rather than a means of understanding how the world works. The ‘geo’ seems to be long forgotten from the term, again reinforcing the idea that language is important in defining the subject and its future. For Kent, the emergence of two positions has occurred; factual knowledge versus values and attitudes. This is further argued by Morgan (2003) who views geography as a set of facts with new facts being added to it. Values and attitudes is the paradigm that Standish argues is diluting the worthiness of the subject.

What the Lambert/Standish’s debate reflects is a controversy in the teaching of geography. This crisis is demonstrated through a confusion of what content should be taught and learned. Practitioners’ welcomed the idea of ‘conceptual’ and ‘core’ knowledge, but the question remains; does this focus on conceptual and core knowledge produce a meaningful geographical curriculum? These ideas need to be directed to practitioners’ and their opinions gathered to conclude if geography really is in crisis or just succumbed to political persuasion.
[bookmark: _Toc7792745]2.3 Liberal Education, Neoliberal Education and Geography

In discussing the function of criticism, the Victorian philosopher and poet, Matthew Arnold, gave what has become a definition of the aim of liberal education as: ‘a disinterested endeavor to learn and propagate the best that is known and thought in the world’  (Arnold [1864] 2003: 50). A ‘liberal education’ under this definition meant a broad education in the disciplines: English, history, geography, the arts, mathematics, the sciences, languages and philosophy. There are constant disputes about which subjects it contains but there is no disputing the breadth of any liberal curriculum (see Hirst 1974).

Liberal education must be distinguished from vocational schooling with its focus on technical qualifications. It must offer more. Murphy (2004), the President of the American Association of Geographers (AAG) wrote in his President’s column on the Association web site:
‘Liberal education helps people appreciate who they are, where they have come from, and how humans seek to comprehend and shape their world. Moreover, it offers students the conceptual, linguistic, mathematical, and technical skills to evaluate critically the ideas and practices that surround them. As such, a liberal education should unquestionably include geography.’
Geography is, therefore, an important part of liberal education and should remain a part of any curriculum purporting to offer a liberal education. He ends his presidential column by saying:

‘When we teach our courses, we should ensure that we are not simply walking students through geographic ‘facts’ or software manuals but teaching them to think. And when we re-evaluate and reinvent our programs, we should make sure we promote a mix of literacy, numeracy, and geographical understanding that can facilitate critical insight and analysis. What is at stake is not only geography itself, but the very future of a liberal education’.

Unlike Liberal education, so-called ‘neoliberal’ education sees education as ‘essentially to provide the workforce needed by the capitalist economy, both in terms of skills and appropriate kinds of ‘social character’ (Rustin 2016:148).
This emphasis on a well-trained workforce ignores the value of a broad liberal education. It fixates on skills and engraining a work dependent value approach. Values and attitudes are threads within neoliberal education. In relation to the Standish/Lambert debate, Lambert, although clearly seeing the importance of geography, could be said to view it from a neoliberal stance; while Standish, in arguing for its importance, views it from a liberal education stance.  
The next section examines the philosopher Paul Hirst’s discussion of liberal education and the nature of knowledge. Hirst presented a clear argument to show at the centre of liberal education were the disciplines that constitute knowledge. 
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The philosopher Paul Hirst (1974) wrote an essay on what he calls ‘liberal education’. Its purpose was to assist in planning a school curriculum. For Hirst, a ‘liberal education’ was a collection of subjects that were based around the ancient Greeks’ pursuit of a good life. 

The Greeks believed that in order to have a good life and take a more active role in society, a certain number of subjects needed to be studied. These subjects were grammar (English), logic arithmetic and geometry (Mathematics), music and 
astronomy (Science). These subjects combined, then, enabled an individual to lead a good life; a good life being obtained through an individual’s pursuit of truth rather than accepting what is apparent. In other words, a good life was obtained when individuals acquired knowledge.

Applying the Greek model to Hirst’s ‘liberal education’, there is a direct link to the knowledge of the mind and that ‘liberal education’ would allow students to  embark on a pursuit of knowledge rather than an education which is based on opinions and values. By acquiring knowledge, a person’s life is fulfilled, and a sense of objective reality is achieved. 

‘Liberal education’ is not a vocational or specialist education, it is education that allows knowledge to be taught and understanding sought from the world in which humans live. In order to gain this knowledge, Hirst believed there were specific ‘forms of knowledge’, which would enable students to seek truth and achieve objective reality. It was Hirst’s ‘forms of knowledge’ that allowed liberal education. White (2005) justifies Hirst’s opinion that, once divided, knowledge would lead to higher levels of understanding. ‘The disciplines of knowledge were to have a central place in curriculum design’ (White 2005: 132). 
Hirst (1974) divided the school curriculum subjects into seven areas or ‘forms of knowledge’. These were Mathematics, Physical Science, Human Science, History, Moral Knowledge, Aesthetic Religious knowledge and Philosophy. In order for a subject to be a ‘form of knowledge’, it must have a particular concept and an associated logical pattern. There is a set methodology e.g. dissection, or an algebraic formula to test such concepts. Graves and Simons exemplify this: ‘Thus, for example number is particular to mathematics.....it is a mathematical concept’. (Graves and Simons 1975: 11) Hirst viewed a subject’s worth based on its contribution to a curriculum as a whole and not as an individual subject. 
Therefore, experiencing a liberal education was the process by which a student acquires a mind. Simons qualifies this as ‘to become aware of experience as structured, organised and made meaningful in some quite specific way’. (1975: 40) 
Simons (1975) comments further that acquiring a mind is relational to having experience through a ‘conceptual schemata’, which means that a mind is developed when experience is delivered in a structured way. This argues that the ‘forms’ of knowledge are specific, ordered and unique. 
Gribble (1970) remarked Hirst’s ‘liberal education’ was mainly concerned with the development of the mind and rationality, and in this context rationality denotes logic. Knowledge is not random but determined and can be explained with reason and truth and, therefore, that which cannot be explained can be classed as irrelevant to the development of the mind.  

There are subjects that Hirst does not include in his liberal education model and geography is one of them.  Simons (1975) commented that he has argued with Paul Hirst (1974) on the proposition that geography is not a form of knowledge. Hirst considers geography to be a ‘field’ of knowledge.  Hirst defends his position, by denoting that some subjects had more than one ‘form’ of knowledge within them and ,therefore, were not considered to be ‘forms’. A ‘field of knowledge’ is given to a subject that is theoretical and practical. Hirst’s (1974) philosophy received criticism from geographers who argued that geography was a ‘form’ of knowledge.
Geography as a discipline can incorporate other subject disciplines such as history and some physical science, for example, the topographical landscape of the Somme after the war or the hydrological cycle and the process of evaporation and condensation. Simons (1975) directs this to the concept of causation, which can be applied to a number of ‘forms’ of knowledge. O’Hear argues ‘subject matter is a way for Hirst to distinguish fields rather than forms’. (O’Hear 1981: 99)
Hirst (1974), in his evaluation of determining knowledge refers to geography. He sees the discipline as a ‘field of knowledge’ that uses the ‘forms of knowledge’ to make sense of the world. He comments on geography seeking to explain the relationship between man and his environment. Therefore, the debate concerning environmentalism is evolutionary in this argument. As Hirst considers any ‘forms of knowledge’ as known knowledge it can be deduced that ‘fields of knowledge’ can have many disciplines and within each discipline there will be a ‘form of knowledge’. This is where the Standish/Lambert debate takes relevance because ‘environmentalism’ can be seen as a discipline and within that there is a set knowledge structure.

Hirst’s philosophy examines the relationship between knowledge and education, specifically subjects within the education system. Subjects have a unique set of skills, techniques and concepts that need to be learnt. Since the 2007, national curriculum review in geography, the word “concept” has been introduced to the programmes of study. There are seven concepts which must be addressed when teaching geography. Hirst argues that with ‘forms of knowledge’ there are ‘fields of knowledge’, which use the forms of knowledge to explain the concepts.

Hirst argued for liberal education and the form of knowledge theory. In this context it relates to the cultural transmission model and the work of Firth (2013). Firth describes the absolutist view of geographical knowledge. This was knowledge that was fixed, external and certain. Nonetheless the absolutist view refutes forms of knowledge. If knowledge was certain, it would only be devisable by specific logic, therefore, Firth (2013) infers that geography is a ‘’form of knowledge’ and not a ‘field’, but at the same time suggests that for a transmission model geography does not interact with other disciplines and in effect is disjointed from the world of which it educates students. 

[bookmark: _Toc525989451][bookmark: _Toc526075677]2.4.1 Critiquing Hirst

Hirst (1974) divided knowledge into a conceptual framework, by doing so the ‘forms’ of knowledge have attracted much criticism from fellow educational philosophers. Bartley (1987) argues that the division of knowledge can be seen through two paradigms: Popperian and Wittgensteinian. 
Hirst’s (1974) work adapts a Wittgensteinian approach, as his work is based upon thought - a priori statements of truth, which is followed by justificationism. Popperian thought apposes apriori statements and takes a post priori approach with a focus upon critical appraisal rather than thought. 
For Popperian philosophers, there is no such principle as ‘forms’ there is only one truth and only one method for discovering truth. Unlike Hirst, Popperian philosophers see knowledge as obtainable through one method; science and that the application of a method of trial and error will lead to irrefutable truth. Hirst works on inductive thought whereas Popperian philosophers work on deductive criticism. 
The forms of knowledge have been described as putative knowledge. Woolcock (1989) argues that Hirst devised them as a strategy to avoid the manipulation of beliefs and concludes ‘Hirst’s forms of knowledge cover all kinds of putative knowledge claim that a person might advance’ (Woolcock 1989: 23). The theory is based upon inconclusive grounds and commonly used to answer such issues related to belief and knowledge. Woolcock also claims ‘Hirst may well have thought that his seven forms of knowledge were forms of actual knowledge, but their role in a liberal education remains the same if they turn out to be merely putative forms of knowledge’ (Woolcock 1989: 29). 
This justifies the Popperian paradigm, as without criticism and test there is no conclusive grounds on which to make a statement of truth. Forms of knowledge can, therefore, according to Woolcock (1989) be used to discredit any contribution to actual knowledge creation thus questioning the ideal of liberal education.
O’Hear (1981) finds ‘forms’ of knowledge questionable when the issue of truth is raised, he argues that ‘Hirst speaks of knowledge without speaking of truth’ (O’Hear 1981: 100). He believes that there is a lack of clarity about Hirst’s ideas being based upon truth statements, which, therefore, acknowledges Woolcock’s supposition of putative knowledge. 
O’Hear (1981) criticises the flexible criteria for identifying a ‘form’ of knowledge arguing they have been manipulated to make subjects fit and, therefore, enable liberal education. In his view, curriculum design should be executed by curriculum planners and not educational philosophers, which is upheld by White who states: 
There is no good reason for basing curriculum planning centrally around school subjects or forms of knowledge. One must start further back, with a broad exploration of overall aims. (White 2005: 143) 
Clearly, subjects have to be considered on their subject matter and aims rather than on their ability to be moulded into a view of education. Bartley (1987) has the view that ‘forms of knowledge’ are more like varieties of knowledge which contribute to overall truth and not schematic. It can be argued that whilst Hirst wants a meaningful experience within the classroom, he wants to construct it in such a way that statements of truth are merely described, and experience structured not discovered. 
By studying world situations, knowledge is developed and consolidated. Knowledge is in a specific form as Hopkins (2006) states geography ‘links them to the real world in a way other subjects cannot match’. This unique discipline is a ‘form’ of knowledge, which opposes Hirst's work in the drive for a ‘liberal education’. Ignoring enthusiastic expert bias, it can be said that it prepares students to live in the world and make sense of it. The case for geography is substantiated here and it would seem that indeed practitioners’ are finding the voice to stand up for the subject.

Blenkin and Kelly commented on subject knowledge by stating:

Subjects as bodies of knowledge that somehow have to be transferred to the consciousness of the learner rather than as media for development of his/her intellectual or cognitive capacities. (Blekin and Kelly 1987: 20) 

The drive for being liberally educated does in some way provide education for all, but in doing so, there is too much emphasis on the development of the mind and not as Major (2012) describes the effective process of learning. Surely, the point of education is for the acquisition of knowledge through learning, and not just to specifically create a generic mind incapable of considering wider experiences and feelings outside of the ‘liberal education’ model. 

Hirst’s view of knowledge and ‘liberal education’ is just one perspective on educational 
philosophy and, as it has been shown, has limitations and rejection. There is an alternate view, given by Reid (1952) who believes that a common agreed consensus is the way in which knowledge is increased and disseminated. A process he defined as transmission. He argues that, any knowledge that is constructed and gained is achieved through an interaction of some kind; therefore, knowledge is something that is shared person to person.

Reid writes about ‘intrinsic knowledge’ this being; believable ideas and common sense. It assumes which that a person already has some knowledge in order to comprehend processes and deduce understanding of situations. From this, the transmission of skills is developed. Reid mapped the creation of knowledge by ‘on going experience based on episodic observation’ (Reid 1952: 3). For him, the importance of the observation of experiences and the shared interaction outweighed written theories and practices. He concluded that there is a ‘many sidedness of knowledge’ (Reid 1952:16).  In order for this observational experience to generate knowledge, Reid says there are four stages to knowledge creation and understanding:

1) Lived experimental;
2) Expression through language;
3) Distinctive language;
4) Abstract language.

This four-stage model infers that knowledge is based upon the experiences of an individual who then expresses their understanding through associated language. This associated language then allows the development of discipline specific language. If this process is to be credited, fundamentally the experiences within the classroom must reinforce knowledge and understanding.  Kerrigan (2013) argues the need for ‘earth readers’, as in order to read the world there has to be experience of it. This can also be seen as a defence of the importance of fieldwork in the geography curriculum. 

Knowledge allows people to make sense of a situation, but it is the engagement within that situation that contributes the most knowledge. The phrase ‘learn from your mistakes’ surmises’ thinking here, for it is the engagement within an experience that facilitates the creation of new knowledge. In terms of geography, this would uphold the argument to maintain fieldwork within the curriculum. The engagement with the ‘real world’ enables students to apply, create and establish knowledge and understanding. 

Upon the publication of Reid’s (1952) work, Hirst turned against his initial thoughts and stated he had been mistaken about the knowledge he had taken to be basic. 
He now saw theoretical knowledge, (his previous only concern) as the logical foundation for the development of social practical knowledge. Haldane cites Hirst as writing ‘…. education in theoretical forms of knowledge was seen as ultimately fundamental to everything else in education’. (Haldane 2012: 4) This theoretical approach mirrors laboratory research of the scientific paradigm. Science has always been seen as the only paradigm that gives absolute knowledge. 
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	Year
	Key Change
	Key Summary

	1991
	National Curriculum for Geography

	114 statements. Very much content heavy. Progress measured through statement achievement.

	1995
	Dealing Review
	A focus upon skills, places and themes. Still a focus on content rather than skills and concepts. Knowledge based approach within the subject discipline.


	1999
	Curriculum 2000
	A distinction now made between concepts skills and content, not just knowledge focus. A focus on experiences and competencies


	2007
	KeyStage3 Review
	Introduction of key concepts and processes. Minimal framework for content (knowledge) selection


	2014
	Core Curriculum concept
	A focus on place, knowledge and geographical processes. A skeletal document for guidance.



Table 2.4: Curriculum Review: A Timeline



The first national curriculum was underpinned by knowledge procurement through 114 statements. These statements had to be achieved by students in order that they can be deemed to have made progress. What followed was a period of review, clarification and change up until the present day. The curriculum content debate can be represented by the table below (Based on Kinder 2013

Rawling (2008) undertook a reflection of the geography curriculum and placed the emphasis of review and change on geography practitioners’. She specifically asked them to consider what they thought was of geographical importance. Rawling advises the practitioners’:
 
The important thing is to base your decisions about what to teach and how to teach on your best understanding of the subject, geography and its potential contribution to the education of your students.  (Rawling 2008: 119)

This view opposes the original curriculum and its rigidity, the flexibility suggested by Rawling is an attempt to put geography back in the hands of the practitioners’. This 
poses some concerns across primary and secondary phases. The following areas need to be addressed in order to ensure that this flexibility has educational value and knowledge at its core.

1) The skills of the geography practitioners’ -subject specialism or second subject;
2) The way the subject is allocated teaching time within a day to day timetable;
3) The quality of geographical knowledge and to what extent geographers hold the multifaceted paradigms of the subject.

Rawling writes:
As students deepen their knowledge and broaden their understanding of geographical matters they will gradually reach awareness and gain understanding of the big ideas or concepts of the discipline. (Rawling 2008: 116) 

The above position recognises the need for knowledge in a subject discipline and as knowledge is developed, self-discovery of concepts is a natural progression within the classroom. What Rawling does not concede is that knowledge is a vague term and subject to interpretation, especially on the part of the practitioner. Since 1991, there has been a secondary debate developing. This debate concerns itself with what the content of geography should be and the conflict concerning ‘knowledge’ verses ‘thematic concepts’. The discipline has no grounding as no one can agree what the subject is and what the subject should deliver to students. 

After inspecting Key Stage 3 geography in schools the DfE (2008) described geography teaching as ‘Dull… associated with the continuance of schemes of work that are heavy in content and lack relevance to modern geography’ (DfE 2008: 4)
This raises two concerns:
· Teaching is considered disengaging;
· Thematic approaches are irrelevant to modern geography. 

What is modern geography? Does this mean colouring in maps, is frowned upon by inspectors or is it the way in which skills and knowledge are delivered within the classroom. Modern geography is ‘skill-based’ geography that reflects concerns and situations that exist in the world today. 

In 2011 DfE published another report entitled Learning to make a world of difference. It described geography in secondary schools as in a slow spiral of decline with many students opting out of the subject at the end of Key Stage 3.

Iwaskow (2013) in an article entitled ‘Geography: a fragile environment’ describes how academics and practitioners’ are cautious of the future of geography. Iwaskow reported that the DfE (Department for Education) concluded 'core knowledge' was poorly developed and highlights that a limitation in the geography curriculum was that of map skills: ‘students often inform inspectors that they rarely have the opportunity use maps in lessons’ (Iwaskow 2013: 54).

This presents the argument for core knowledge in terms of the understanding of skills and their application to understand places and processes. Furthermore, in the view of Iwaskow (2013), who was the national advisor for geography; geography had been neglected as a discipline and was subjected to constant curriculum revisions. These revisions have led to a disjointed and fragmented curriculum in many schools. This was particularly seen in the transition between Key Stage 2 and Key Stage 3. 

Since 2008, the lens through which to view geography is not merely what geography should be but more of a localised focus on the quality of geography and what skills should be taught within the classroom. The view of Iwaskow (2013) has to be accepted so the case can be made for practitioners’ to maintain wider community links and use platforms such as the Geographical Association (GA) and the Royal 
Geographical Society (RGS) to establish a voice and share good practice. 

Making the case for geography as a discipline of worth to a young person’s education, Kerrigan (2013), a practitioner at a Coventry school defends geography as a worthy contribution to education:

Once we put down our map and compass and think about it we agree that geography must be taught discretely, as a separate subject: otherwise a significant element of young people's education would be lacking. (Kerrigan 2013: 76) 

This substantiates the view of Standish (2008) that once the tools of geography are ignored; there is a lack of worth in the subject.  Kerrigan (2013) argues students should be taught to become ‘earth readers’. This means that geography practitioners’ must facilitate experiences, which allow students to read the world in which they live and ‘examine alternate social environmental and economic futures’ (Lambert and Morgan 2011). Kerrigan (2013) believes that:

by teaching them to look at the world through a geographical lens we can help them relate the new information with which they are presented to their existing knowledge; or if necessary to correct their misconceptions. (Kerrigan 2013: 77) 

This approach secures the discipline as a worthwhile subject in the curriculum. 

Hamnett (2013) writing in The Guardian explored the subject specialist’s responses to the proposed new national curriculum for geography. Hamnett campaigns for the government’s retention of compulsory status for geography for children between the ages of 5 and 14.  Nonetheless, there is concern over the proposal for policy change which could mean students do not study geography or history at GCSE. The subject is being marginalized at KS4, because the geographical knowledge will have been varied at KS3 and some students would not access GCSE specifications. When quoting the government’s vision, the article records:

the curriculums vision for geography is to “inspire in a pupil’s curiosity and fascination about the world and its people”, and to equip them with “knowledge of diverse places, people, resources and environments, together with a deep understanding of the Earth’s key physical and human processes. (Hamnett 2013)

The political stance would suggest there is very much a place for geography as a curriculum discipline. Curiosity is what practitioners’ are charged with to create within the classroom.  Many a student raises their hand in class and asks Why is geography important? Why do I need it? This is the challenge to overcome when the knowledge debate is finally reconciled. 
  
A secondary view to this, is that of Mitchell (2013), who when writing in the GA Journal quotes the work of Lambert/Morgan (2010) where the idea of a curriculum model is based upon first the teacher, second the student and lastly the subject. The curriculum is owned by the teacher who will then inspire students and then this inspiration makes the subject. This would appear to make sense, but without an agreed ‘knowledge’ there is no rigour and control of knowledge through which the teacher selects the experiences.

Benjamin Davey, Assistant Headteacher at a school in Bristol reported on the Times Education Supplement (TES) forum in February 2017, that his school does not teach geography or history until GCSE. A literacy-based curriculum is preferred to a subject discipline curriculum in what is described as world studies. The curriculum poses questions for students to answer and discover e.g. How powerful is China? This approach has also been developed in an academy chain in Birmingham. The need for core knowledge has been removed and replaced with the skills to be communicators. The art of effective communication it would seem is considered far more important that key knowledge that geography or history has to offer. Davey acknowledges ‘what is missing perhaps is the core knowledge...that is traditionally taught in KS3’. (Davey 2007)

Davey argues that students understand humanities in greater detail than they did before. The new curriculum boasts of teacher autonomy and choice of what to teach, but arguably this could give a very narrow focus of study. Davey describes: 

The topics are chosen by the teacher based on what they think is urgent (timely) and inspiring”. On the other hand, if this curriculum is to be of value, surely it must prepare students for the demands and content of GCSE, so is there really autonomy here or another attempt to instill ‘pass the exam culture’, arguably this is a culture which most practitioners’ found themselves within. (Davey 2017)

Davey expresses the concern that the value’ of geography is only established if it has knowledge at its core. All be it knowledge that enables access to the demands of examination, but value based on knowledge.  Concerning the issue of accessing knowledge and skills Davey also explained:

Despite a student reported to say, "slow down this is too interesting I can't handle it" I would want to see greater uptake at GCSE. Discipline curricular across the whole school curriculum should address communication and literacy, SEND code of practice clearly identifies that it is the teacher’s responsibility to address this issue. So why does it seem to scapegoat a vital subject in developing the skill in the first place, surely this undermines the value of geography as a subject. (Davey 2017)

Two years earlier, Dr Rita Gardner (2015), a professional geographer and former director of the Royal Geographical Society posted on the Times Education Supplement (TES) that geography keeps getting popular and that over the last five years the number of GCSE and A Level entrants has increased. Gardner writes in relation to the Geography Association's Action Plan that ‘teachers saw a long-awaited confidence in their discipline, as well as providing essential professional expertise’ (Gardner 2015). The case is further made that the curriculum reflects the subject in a broad position covering not only the what and where, but also the how and why of economic, and social and environmental processes. 

This confirms the development of the subject as an ‘idiographic science’ and in Gardner's view:

Geography is in a better place that at any time in the past 20 years and deservedly so, “with the investment and endorsement of governments and representation from professional bodies. (Gardner 2015)

Gardner is validated in her view, but if developments such as a literacy curriculum take precedence, then this statement will yet again be just a mere foothold in a securing validation that geography matters and is a subject of worth. Johnston (1997) was right in his view that a subject discipline must put itself under the microscope to remain in the conscience of society. Maybe, it is this scrutiny that maintains the subject’s popularity, and if so the subject will never be just a curriculum subject. 

Ultimately, practitioners’ want students to respond with-“I like geography I want to study it at GCSE”- if there is a haphazard approach to the ‘what’ in the classroom, then the curriculum model according to Lambert/Morgan (2011) cannot work. Worryingly, Mitchell (2013) believes there has to be trust in teachers, but how can this be achieved when there is still no absolute definition of what geographical knowledge should look like and what it must cover. In effect, despite many academic attempts geography is indefinable and remains a field and not a form of knowledge.

John Hopkins (2006), Chair of the Geographical Association's education committee makes the point that geography is important and relevant and tries to explain why geography has lost its way. Geography as a subject did well in the 1980s and 1990s before the curriculum change and focussed on themes and processes. Since the curriculum and content review, numbers have declined and paradoxically in the view of Bell (2005), geography is the most relevant subject to prepare young people for the 

21st century, but the belief in the subject as relevant is waning. 

Hopkins (2006) believes the view of geography is becoming outdated, this would confirm the DfE view that there is a need for more modern geography. Geography has a lot to offer to 21st century students especially as they are to become ‘earth readers’. Hopkins (2006) writes:

Geography classrooms are the places where students develop their debating and decision-making skills and the understanding that society faces difficult choices, where solutions are often hard to find solutions.....geography offers students relevance and significance. (Hopkins 2006)


Therefore, geography is important within the curriculum and offers the skills in its content, which prepares students to understand the world in which they live. It appears there is a balance between skills and knowledge which allows both areas to develop. Despite condemning the quality of geography in the classroom, Bell (2005) recognises that geography is important to the curriculum and allows students to live in the world. This also validates Lambert and Morgan’s (2011) alternate socio-economic environmental world. Standish (2008) argues for geography to maintain its physical and human identity and not get diluted by an environmental perspective. 

Hopkins writes on the subject of global warming that when students reach middle age they will be living in a warmer world and there will be new pressures on ecosystems and resources and new migration patterns. Therefore, he adds ‘we have an obligation to ensure their education equips them well with the knowledge, understanding, and the skills to make good decisions’ (Hopkins 2006)

Both Hopkins (2006) and Standish (2008) agree that there is a need to understand geographical processes without a complete focus on environmental concerns. By addressing the wider issues, the student has meaningful educational experiences and can live in the world.
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In an attempt to explore the views expressed above by Hopkins and Standish, Kitchen (2013) conducted a small-scale action research project by interviewing 60 
pupils in Year 7 aged between 11 and 12 years.  The purpose was to investigate the perceptions of geography students.  In addition to his interview data, written work and posters, Kitchen found that students’ perceptions of geography are focused on place and maps. 

Kitchen also found that students believe their perceptions of geography originate from their primary school experiences. There was a variety of primary school experiences commented on ranging from students commenting on topic work, whilst others recounted specific geography lessons. The study identified that primary school experience was a common influence, but there were other factors such as holidays and parental influence which accounted for the perceptions held by primary school students.

Kitchen also found that teachers’ selection of activities and their level of engagement has an impact on the quality of student’s perceptions of geography. Kitchen’s research justifies Reid’s (1952) work, that emphasises that the social engagement creates knowledge and thus the nature of the geographical activities offered within the classroom challenges and changes Year 7 students’ perceptions of geography.

Kitchen concluded that student’s perceptions of geography are affected by influences and experiences in and outside the classroom. This empirical work by Kitchen has links to the work of Brooks (2006). Comparatively one study looks at students, the other, investigated practitioner experiences. There is commonality, in that, personal experiences impact upon geographical understanding. This small-scale research is relevant to this research because firstly, it exemplifies perceptions of the subject practitioners’ and how they are influenced by experiences within the classroom. This is reliant upon how the practitioner delivers the subject, the time allocated, and the content delivered. Secondly, it has relevance as it highlights the pedagogy employed, which is part of the reasons given for the failing of the subject. 

Kitchen believes that in order to make the geography curriculum more relevant and exciting there needs to be an acknowledgement of what she terms ‘student geographies’. This means the experiences that students bring with them to the secondary classroom need to be valued but at the same time not allowed to dominate what is studied at Key Stage 3.

David Rogers, a senior practitioner and a blogger (daviderogers.blogspot.co.uk) wrote a blog entitled: The danger of core knowledge: Have teachers lost the ability to be curriculum makers (2013). He argues that teachers are becoming dogmatised by what is prescribed in exam specifications and the existing textbooks.  The Geographical Association (2010) uses the phrase ‘curriculum maker’ to describe practitioners’ who help shape the learning in the classroom. It is, therefore, very clear, that subjects can become dogmatic and static when knowledge is not challenged and widened. This would seem to be the case for geography and the call has been put out there for geography practitioners’ to make the curriculum real and not spoon feed a political agenda to young people’s minds. 

By studying world situations, knowledge is developed and consolidated. Knowledge is in a specific form. Hopkins believes geography ‘….links them to the real world in a way other subjects cannot match’ (Hopkins 2006). This unique discipline is a form of knowledge, which opposes Hirst's work and the drive for a ‘liberal education’. Geography creates the roadmap to ensure students engage with the world. The Department of Education published its directive in September 2013 that geography remains compulsory for Key Stages 1-3, but in Key Stage 3 there is no longer a directed content.

Biddulph (2014) asks the question What kind of geography curriculum do we want? The intended audience for this question was the practitioners’ that maintain their interest in the subject that they teach. Further examination of such questions can be seen on three different levels, each with a different response. Each level represents a different stakeholder within education. These stakeholders are: 


· What curriculum do practitioners’ want?
· What curriculum do policy makers want?
· What curriculum do students want?

The latter being an ignored level as students are made to endure what the other two levels want. Biddulph justifies this by writing ‘debates about the curriculum exist.......because the curriculum is a direct reflection of what we as a society feel is the purpose of education’. (Biddulp 2014: 3)

Society is represented by the policy makers and Biddulph (2014) describes the existence of two models which can be applied to the geography curriculum:

· The Cultural transmission model;
· Curriculum as a product model.

The first being a content led where ‘the what’ is governed by what is deemed culturally worthwhile. The latter being a model where precise objectives are devised and taught. Therefore, outcomes are judged by the quality of achievement by students and the level of progress made. This confirms the idea of progression and the current purpose of education. It highlights a need for the development of quality assurance framework which evaluates how education is entered in, engaged with and is successful at the end. Arguably, quality assurance frameworks are becoming all too familiar with practitioners’ and act as constraints rather than benchmarks of quality.

Until the discipline is defined with absolute clarity, it is unlikely that it will have any specific relevance to students and their place in the world. Students are not products, they are human beings and to that extent need the freedom to examine and question where they are in the world and understand how their actions interact with in it. This means the transference of skills between subject disciplines to apply, consider, reflect ideas, and ultimately create self-knowledge and understanding. Students should be free thinkers, and as Firth (2012) believes, not to take an ‘absolutist’ view of geographical knowledge. 

Biesta (2012) uses the term 'learnification, to suggest the use of language in educational discourse was challenging subjects. Biesta makes the point that this learnification of education has seen tensions rise between enquiry and objective led 
curriculums. One model has a degree of measurability and the other subjectivity. Why should learners take an autonomous view of a subject, when to engage and question is where new knowledge is created. Measurability leads to accountability in the eyes of the policy makers. If a curriculum is not measurable, then how can progress be demonstrated? If this is true, then every subject should be a ‘form of knowledge’. 

Writers exhibit authority bias when defending a subject and in doing so the status quo is maintained. The policy makers want a curriculum that is often imposed upon those that have to deliver it. Nevertheless, Biddulph (2104) believes the curriculum is a political, social and cultural construction. In the same way geography is a discipline is a social political cultural construction with a topographical underpinning. If this is so, then knowledge and more so geographical knowledge becomes a political social and cultural construct too and that challenges what knowledge and the quest for liberal education is all about. 
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Professor Michael Young, a sociologist and a former physics teacher, took the philosophical approach that knowledge is a social construct that was either inherent or gained through experience. Ultimately, it was used to impose control on society and shape its development, which suggests a paradigm of power. Young identifies two ideas:

· ‘Knowledge of the powerful’;
· ‘Powerful knowledge’.

Despite using the same vocabulary, each idea is distinct and hints at the subtler debate regarding the purpose of schools and outcomes for students. ‘Knowledge of the powerful’ relates to who defines what is worthy to be deemed knowledge and who accesses it.  Powerful societies would; therefore, have more access as they would decide upon what was delivered and, more so, who in society was deemed suitable to receive it.

Early civilisation saw societies develop constructs to survive based on their surroundings and their experience. It was not a curriculum, but a set of power relations which imposed control.  This was not knowledge that was taught; it merely already existed and evolved. Over time, when societies developed, this experience
became a guide to inform and teach, and, therefore, out of experience, knowledge became ordered regulated and transposed. This in effect makes ideological 
knowledgee and affirms Young’s sociological perspective.

The state school system was designed to give all access to knowledge to all, not just those that could afford it. The elitist view that universities were only for those that can pay for it only makes the division of knowledge even more problematic.  ‘Powerful knowledge’ can be translated to represent specific knowledge and the call for specialist educators within specialised fields.

Robertson states ‘who can be against knowledge’ (Robertson 2007) referring to the assumption that it is something substantive regardless of political ideology. Young (2007) implies there is a relationship between knowledge and information. By using the word knowledge it conjures up reliability, certainty and objectivity. 

In making a case for educational policy, the use of the word ‘knowledge’ gives assurance that education policy and reform is not only fit for purpose but justified. Moore (2007: 2) advocates that in any justification involving knowledge, four elements must be considered. 

· Critical – Knowledge must be open to revision;
· Emergentist – it cannot be reduced to fit the conditions that help produce it;
· Realist – objects of knowledge are both the result of natural and social world realities and have limitations;
· Materialist – it is produced in specific historical contexts and has to be viewed in such contexts.

Knowledge is not something that can be constructed within the classroom, it is acquired and the school curriculum should allow discovered knowledge acquisition rather than constructed knowledge through learning. Young (2007) believes that the school curriculum is seen as the conditions set for acquiring knowledge, and pedagogy is the activities of teaching and learning in the process of knowledge acquisition. The curriculum should enhance the everyday experience of the student and, above all, this should be the purpose of education. Surely educational policy must allow acquisition and not the formation of robotic individuals that operate without thought and do not appreciate it as a historical social construct. As Young explains in the context of global narrative:

If the voice of knowledge is to shape educational policy and knowledge is not to continue to be an empty category there is much to do. (Young 2007: 27)

Based on empirical work by Bernstein (1996) cited by Young (2007) advocates that when considering ‘powerful knowledge’ and the curriculum, it is important to analyse knowledge based upon boundaries.

For Hirsch (1978), background knowledge, in other words cultural understanding, is important on a student level because by having a shared intellectual landscape, students are empowered to read and write richly. From this, his theory of ‘core knowledge,’ an education reform was born. It postulates that to obtain academic excellence and higher literacy rates, a school curriculum must be specific, shared and sequenced. The establishment of the Core Knowledge Foundation in 1986 centred on developing the young mind at primary level, so as to prepare students for study in later life. A criticism of ‘core knowledge’ is that it focuses on facts, right, and wrong answers; there is no middle ground. In one sense, it relates to the Hirst’s view of a ‘form of knowledge’ given the clear boundaries.  

‘Core knowledge’ is predetermined and there is no interpretation or alternative, which restricts creative independent thinking. From this, come the definite roles within the classroom, the teacher is the expert and the student can remain passive to the expert. This is a flaw in the principals of Hirsch’s (1978) work. Reid (1952) and in later work Hirst (1974), both concur that knowledge is formed through social interaction, which can be described as challenge and debate. ‘Core knowledge’ does not allow for debate and no possibility of independent reflective practice; therefore, it can be restrictive in curriculum excellence and success.  

In the 2014 SCETT conference held at the University of Derby, the focus was upon ‘Bringing Knowledge back in’. The debate at the end of the conference critically challenged the concept of knowledge being under attack. The clear message was that knowledge is not something that is defined with clear boundaries. On the contrary, it is perceived in so many ways and used to create definite pathways for progression, not necessarily for knowledge’s sake. Young, the keynote speaker at the conference, argued that knowledge needs to be returned to the curriculum at all levels and needs to be seen as ‘powerful knowledge’ and not ‘knowledge of the powerful’. 

Michael Gove’s speech in 2013 outlining the plans for a new curriculum emphasised a focus on ‘core knowledge’. In what he describes as ‘culture capital’, it was important to establish ‘core knowledge’ and understanding in order to generate social mobility. This has links to James Callaghan’s (1976) Ruskin College speech.

Arguably, Gove wants a curriculum to prepare students for working life. This is an economic move rather than an educational reform. In an attempt to create a liberal education system, it speaks more of economic gain rather than knowledge benefit. Knowledge is; therefore, pivotal in content design and should be a priority. But, one must ask whether Gove is right, in his drive to establish core knowledge in education. 

Hayes (2017) published an article in which he outlined seven ways in which education needs to change. He believed it is ‘time to take education back to basics’ (Hayes 2017). He endorsed the need to put subjects back at the heart of the curriculum with a focus on ‘powerful knowledge’, and less on learning objectives and skills. ‘Powerful knowledge’ develops the mind and it is not reduced to a set of aims to be achieved. By doing so it allows students to make judgements based upon experience and not predetermined issues or by responding to a politically defined learning agenda. 


Hayes (2017) believes that pedagogy is replacing knowledge and that the art of giving content is believed more important than the actual knowledge being taught. The art of pedagogy is too widely invested in with course after course advertising ways to be an outstanding teacher or tips for accelerated learning. If there was less of a focus on how to impress the OFSTED inspector and more of agreeing what constitutes ‘powerful knowledge’, education may return to being what its whole purpose is, extending and challenging one’s own understanding and experience above what they already understand. 

Philosophical perspectives have challenged approaches to geography teaching in the 21st century. Ultimately, educationalists seek to impart knowledge within the classroom and only through this lens, it could be argued, true knowledge is acquired. In terms of geography, knowledge would be generated through the interaction of the themes and concepts rather than indicative content knowledge.

‘Segmented knowledge’ is more appropriate to the humanities, where knowledge and understanding is acquired through exploring different ways of thinking about an aspect of human life. In other words, there is no right or wrong answer, no formulaic way of knowledge creation. In addition to this, is the emergence of a term known as “grammaticality” – it represents a knowledge structure considering the empirical world. A blog entitled in search of the Lost Place (2010) posted a blog on Young and the question of knowledge in the curriculum. The author, Complexity Benjamin considered the discipline of geography and its place within grammaticality, which is a term, that Young (2007) comments on in his book.   It is beyond human constructs and enlightens what actually the world is made up of. As Complexity Benjamin posts:

One of the values of geography education is precisely that it brings our attention to the world outside of ourselves and, if it does its job right, provides us with the resources and conceptual understanding to find our place within it. (Complexity Benjamin 2010)

The quest for knowledge in whatever form has been a pivotal principal in the development of the geography discipline. In 1883, the National Geographic Society was formed with a clear mission to increase geographic knowledge and in essence inspire people to care about the planet. This was done by informing society through articles and reports about real life events and allowing people to see the world as a relevant object needing to be understood.  

The National Council for Geographic Education published a report that was entitled a Road Map for the 21st Century (Edelson and Schell 2013). It made a case for the importance of geography by arguing ‘the study of geography has great potential to excite student’s curiosity about the world and enhance their experiences in it’ (Edelson and Schell 2013: 1). The word experience, based upon interaction with the subject matter, appears to be central here, and the quality of which drive the subject’s relevance to students, which is, therefore, essential to arousing curiosity. 

The National Council made some key observations about the discipline of geography:

· There has been an increase over time in the richness and the clarity of the discipline; 
· An ongoing struggle to present a balance between what it means to understand geography and what it means to do geography.

The views expressed above are subject to debate. Simandan (2005) considers that the subject can be viewed in three different ways. Lambert (2011) has a focus upon knowledge, in what he calls ‘Knowledge 1, 2 and 3’. Kitchen’s (2013) research identifies that perceptions of geography is narrowly focused and has little richness.  
This so called, ‘clarity’ was challenged by the curriculum change of September 2013 and the increase in secondary schools becoming academies; means the variance in content delivery is not consistent. Nonetheless, where there is clarity is the acceptance that as geography enters into the 21st century to study it is different to understanding it.

Curriculum models can tackle subjects from an integrated or interdisciplinary approach, which means that subjects can be taught as one theme covering subjects such as history, geography and religious education or they can be taught as a single interdisciplinary subject. Primary schools can adopt an interdisciplinary model where there is a thematic approach to knowledge construction. Pring (1976) concludes that the subject-based curriculum is ‘fragmented, apathy-inducing, artificially restricting, unrelated, irrelevant and duplicating’. In his view, there are three reasons for advocating an integrated curriculum:

· Respect for the varied mental activities of pupils;
· Recognition of the commonsense language and understandings through which pupils already engage in this mental life and to which the more disciplined modes of enquiry must be related; 
· The need for a more flexible and cooperative teaching framework.

Carr (2007) believes that in the post war era, such models are not as effective as they were first thought and indicates further a need to revisit how schools organise a meaningful knowledge-based curriculum. The issue of knowledge is not only at subject level, but at whole school level, which impacts upon school leaders and policy makers. 

Carson (2004) endorses the findings of Hirst (1974) and acknowledges there was an attempt to formalize knowledge in to intellectual understanding. Whereas for other educational philosophers at the time, there are inert mental abilities that have to be established before learning and knowledge can be acquired. The language for understanding must be established before subjects can be taught and knowledge applied and created. Therefore, knowledge is ‘power play’ based upon language and it is the interpretation and understanding of language that enables ‘liberal education’. 

Stengel (1997) argues that there are no stable meanings for either ‘academic subject’ or ‘school subject.’ He describes there is no sacrosanct body of knowledge that has not been challenged. The nature of school subjects has been debated by 
academic writers such as, Goodson (1997) and Young (1998). The motion is made that school subjects today have taken their current form from academic disciplines, most likely from the original eight ‘forms of knowledge’ (Hirst, 1973). Young believes that the relationship between school subjects and academic disciplines is that they are ‘discrete entities, their differences defined by audience, outlook, subject matter and methodology” (Young 1998: 9). The first is concerned primarily with the production of knowledge, the second with the production of learning and its relevance to children and adolescence. 

The belief that the derivation of school subjects from academic disciplines is the production of knowledge would suggest that the academic disciplines were established to produce knowledge as a primary function, which then facilitated learning. Education today has seen many reforms and the inclusion of other disciplines such as citizenship. Reforms could indicate the original eight forms of knowledge are no longer valid. This reflects a political, cultural and environmental ethos shift that in my view Hirst failed to recognise in his work. Subjects, therefore, are not discrete formulaic conventions, but evolving conditions that adapt to a dynamic world.
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The literature for example Simadan (2005), Standish (2004, 2007, and 2008) and Richardson (2006) has established that geography is being eroded from its traditionally accepted form. This is transforming the discipline into a subject driven by a political agenda, which does not relate to the subject but more so on the nature of education.

Maddern (2009) published in the Times Educational Supplement (TES) an article entitled Bid to put Geography Back on the Curriculum Map. It reported student research that had been conducted and the results showed 63% of students stated that they did not learn about the wider world. It went on to describe how geography teachers have taken a passionate defence against this view. This was in conjunction with the Geography Association’s manifesto A Different View, which has the clear aim of raising the profile of geography in the 21st century. Quite literally as Standish (2007 and 2008) advocates, there is a need to put geography back on the map. 

The political agenda sees a new emphasis on the education system. Michael Gove (2013) prompted accountability at school level and more flexibility to deliver a more fitting curriculum to young people. He talked about the ideal of ‘core knowledge’, which a curriculum should deliver to young people. This philosophical position has received speculation and conflict over what should be featured in and excluded from the new curriculum. Estelle Morris former Education minister wrote in The Guardian (March 2011):
Michael Gove's analysis seems to push him to a curriculum of yesteryear. He is passionate about History and Greek; he would go to the wall in favour of team games over individual sports but is not likely to defend sociology or drama – and I can't imagine the phrase, ‘cross curricular theme,’ passing his lips”. (Morris 2011)
If Morris’ assumptions are accurate, then the future of the foundation subjects (including geography) is somewhat unclear. The idea of ‘yesteryear’, in Morris’s view highlights a political thinking that sees the old being better than the new. If the old established, and in most state school obsolete curriculum is favoured then pedagogy is being challenged and faces becoming outdated.  In defending his vision, Gove advocated in the White Paper, The Importance of Teaching an educational reform:

We need a new approach to the National Curriculum, specifying a tighter, more rigorous, model of the knowledge which every 
child should expect to master in core subjects at every key stage. In a school system which encourages a greater degree of autonomy and innovation the National Curriculum will increasingly become a rigorous benchmark, against which schools can be judged rather than a prescriptive straitjacket into which all learning must be squeezed. (DfE 2010)

The prescriptive straitjacket he referred to suggests constraint in the current school curriculum. The update of the National Curriculum in 2006 addressed the issue of flexibility where, in theory, practitioners’ were given the freedom to deliver a set of concepts through a variety of mediums. Gove’s philosophy pushes the boundaries further and removes any constraint to allow innovation. Arguably, without classroom rigour and structure, the model of ‘knowledge’ that Gove seeks to create is unachievable because the variance between classrooms will be too great to qualify standard practice and quality. 

Dominant power play is evident here underpinning how a non-practitioner seeks to investigate professional practice. The non-practitioner develops a voice of authority, whilst not actually being practicing professionals themselves. Therefore, it can be argued that within education reform, the practitioners’ themselves need to have a voice in the process of change. It will ensure the reform is fit for purpose and in this case education and subject disciplines meet the needs of the 21st century. 

This emphasises that research is best done by those within the context being studied; they are vehicles of change rather than imposers of change to meet a power ideology. Power relations hinder the power of research and reflexivity. Stephen Ball (2011) wrote in The Guardian: 
At the other end of all of this is the national curriculum, the ‘terms of trade’ in the education market……Gove's vision for the curriculum, based on his own school experiences, which seemed to consist of learning the capitals of obscure countries and memorizing list of English kings and queens and the periodic table. Not exactly a curriculum for the 21st century or pedagogy that recognizes the recent focus in schools on student learning. (Ball 2011)
Ball’s (2011) attack on the Gove’s ideology reveals the power relationship between the political regime and the legacy of the previous Labour government, the resulting bias is always a significant factor in any representation of knowledge. Ball’s view of 
21st century pedagogy relates to that of Estelle Morris’ with a belief that if teachers are being trained in the 21st century, why should they deliver the curriculum of yesteryear. 
On a subject specific scale, there is a greater need to consider what impact this global educational reform will have on individual subjects. The Action Plan for Geography came to an end in April 2011, having been implemented as a response to the government report (2008) stating that many lessons were deemed unsatisfactory and the provision of the subject was varied between primary and secondary schools. If it is to be seen as a valid subject in the new curriculum of yesteryear, then its structure and relevance needs to be addressed. The Action Plan for Geography had one central purpose:
To provide everyone, opinion formers, policy makers, parents and pupils - with a clear vision of geography as a relevant, powerful 21st century subject; and to equip teachers with the professional skills and support they need so that pupils enjoy and succeed in geography. (GA Action Plan 2006)
The plan saw the development of the quality mark for geography at the primary and secondary school level. The Action Plan for Geography evaluation report published in April 2011 stated:
Today geography retains its position in the ‘top ten’ of subjects studied at GCSE and A Level. Prior to the Action Plan for Geography the subject had faced a significant decline in English schools. The number of young people choosing to take GCSE or A Levels in the subject had fallen consistently for a number of years and OFSTED had reported on the need to improve standards and teachers’ subject knowledge. In many schools the positive and important contribution that geography can make to a young person’s education was being eroded. (2011: 1)

The Action Plan for Geography was developed by the two non-political organisations Geography Association and Royal Geographical Society in a bid to raise standards and opportunities for practitioners’ of the subject. In 2008 the DfE maintained that the Government should continue to provide funding for the Action Plan for Geography initiative, in order to assist further development and strengthening of the subject. With further funding then the two organisations can continue to raise awareness and have an impact on how the subject is perceived by the academic and educational arena. The Action Plan for Geography recorded:

In light of the Education White Paper, (2010), we reiterate the central importance of geography as a subject discipline within the statutory primary and secondary school curriculum. We welcome the White Paper’s inclusion of the need for teachers to be very well equipped in their subject knowledge and that ‘the curriculum should embody rigour and high standards and outline a core of knowledge in the traditional subject disciplines. (2006: 3)

Practitioners’ in schools today are encouraged to be involved in offering continuing professional development opportunities. The Geographical Association and the Royal Geographical Society are continually promoting courses to develop practitioner knowledge and pedagogy. Performance management targets link to professional development, and within my own experience schools encourage practitioners’ to share good practice. Therefore, the delivery of geography within schools should be strengthened. With OFSTED being important for the monitoring and evaluation of standards within schools, it is welcoming to see inspection frameworks for individual subjects in place. Their validity and purpose could well change but it is at the present time a useful tool for making judgments about the subject within schools. 

When examining the worthiness of geography as a subject, the practitioners’, who are passionate about the geography they teach, see it is a vital, full of debate, 
discovery and enquiry focussed.  Contrary to this perception from practitioners’, parents and non-specialist practitioners’ have the idea that geography is merely colouring in. This can be illustrated be the following account: 
 
A language teacher commented on a geography cover lesson they had taken to a fellow geography practitioner in a Walsall school in 2017:

Language teacher: “I had cover today, it was geography and guess what they were colouring in, something on populations”

Geography teacher: “Oh, do you mean a choropleth shading map?”

Language teacher: “Yeah some sort of map”.

The perception that geography is just about maps and colouring in seems to have had a lasting impact. Universities are now offering geography degrees based in scientific areas of study or from within the human paradigm and post graduate research degrees are less popular. The GA Magazine (2015-2016) published by the Geographical Association is always advertising master’s degrees within the subject. Despite an increase in student numbers at GCSE and A Level (2018 published by GA website), the provision at higher education is not as strong. 

Murphy (2012) asks the question Is geography a dying subject? On addressing this question, he quotes statistics from a survey undertaken in 2006 by the National Geographic Kids Magazine. Statistical data reported that one in five children between the ages of 6 and 14, could not locate the UK on a map and one student could not name a single continent. This basic geographical location awareness should have been taught in primary school. 

The following illustration demonstrates a complete absence of geographical knowledge and validates the findings of the National Geographic Kids survey. In a geography classroom in Birmingham (2013) an economic activity assessment was being done by a Year 9 class. When asked why sheep farming was done in Scotland 

and not in East Anglia, a student raised their hand and asked “Sir…Where is Scotland?” The student was 14 years of age.

The illustration is seven years on since the original survey of 2006, the concept of spatial knowledge is still an area of weakness within the classroom.  Other examples include a student who asked if England was a continent. This spatial naivety is further commented on by Lambert (2011) who wrote in The Telegraph:

Since the early 1990s, says Ofsted, revisions to the national curriculum have gradually reduced the amount of prescribed content. Partly as a result, "all but the best students… were spatially naive. The mental images they held of the world were often confused and they were not able to locate countries, key mountain ranges or other features with any degree of confidence." Hence the children who claimed that India was "famous for its camels” or did not realise that Kenya was in Africa. (Lambert 2011)

Furthermore, when a class of 30 11-year olds were asked to create a map of the continent of Africa using an atlas, they found it difficult to find countries on an atlas map to transfer information (July 2018). This further strengthens the issue of spatial and location knowledge, despite Michael Gove advocating this would be addressed in the curriculum reforms of 2013.  Is this just laziness on the students’ part? On the other hand, is it a significant oversight of the ‘core geographical knowledge’ not being taught? 

Murphy (2012) believes that in addition to the lack of basic geographical knowledge, OFSTED’s research suggests pupils achieve less in geography than other subjects and the uptake of geography at GCSE is also falling. Even with the Geographical Association’s Action Plan now complete, there is still a legacy to the Bell Report where geography was condemned.  This research will explore what the perception of geography is in the 21st century and what experts and practitioners’ consider to be important geographical knowledge. 

Murphy also believes that primary geography teachers do not feel confident to deliver the subject and that they are given little opportunity to improve their geographical knowledge. These factors ultimately have contributed to geography being a failing subject. A blog entitled: Spin the Globe, reported the findings of a research project which involved surveying staff and students (total numbers are unknown) carried out by a geography practitioner. The results predominantly depicted geography as an important subject. 79% of staff and student respondents said that geography should be taught in the classroom. It reported that some students commented: 

‘Geography helps us learn about the world we live in and the problems within it’.

‘Geography has opened up my mind about different places and cultures, and we can apply the knowledge in a variety of different subjects’.
Though the above study is small-scale research, it does provide a snapshot of the views of a small section of society’s current thinking within the classroom. This study has endeavoured to undergo a similar study to the above but exploring a larger sample of practitioner’s views. 

Matthews and Herbert argue that the future for geography depends on its content organisation.  Geography is a multi-disciplined subject that educates young minds on the creation of the physical world, and how it is impacted upon by human activity. Matthews and Herbert fear that without this core focus:

Further diversification and specialisation is likely to lead to further neglect of the core of geography, with more geographers working at their periphery of their discipline. (Matthews and Herbert 2008: 155)

Similarly, to Standish (2013), Matthews and Herbert (2008) question the importance of geography and its value as a subject. By maintaining the core principals, the political agenda must consider geography as an integrated subject and not a subject that is only concerned with environment and citizenship as Standish believes the case to be.

To summarise, this chapter has explored the development of geography as a school subject and the importance of knowledge in the curriculum. It reviewed:

· Journal articles published by Standish and Lambert, Paul Hirst, and Michael Young;
· An audio recording of a Radio 4’s programme interview with Standish and Lambert; 

· Government policy documents and reports looking at geography as a school subject and how it is taught in schools, relating to the report made by David Bell on how geography was failing in schools.

In the next chapter (Chapter 3), the methodology used to analyse documents, gather the views of teachers and experts on the latter questions is presented
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In an important paper, published in 1987, William Warren Bartley discusses ‘The Division of Knowledge’ in which he makes a distinction to two broad philosophies of education. These are the critical Popperian approach and the more descriptive Wittgensteinian approach.  The approach of Karl Popper rests essentially on the critical evaluation of theses and propositions. The approach of Ludwig Wittgenstein, in his later works, is based on the careful description of the language we actually use. Bartley illustrates the Wittgensteinian approach by reference to Hirst’s discussion of the fields and forms of knowledge. 

The philosophical approach to knowledge in this thesis, given the emphasis on Hirst and liberal education, is broadly Wittgensteinian. Another way of putting this is that the ‘epistemological stance’ taken here is that of the latter Wittgenstein. The Wittgensteinian approach adopted here is further influenced by the writing of Peter Winch, who in The Idea of a Social Science and its Relation to Philosophy published in 1958 applied a Wittgensteinian philosophy to the social sciences. Winch argued that in Wittgenstein’s philosophy we must study and understand ‘forms of life’ and what actual people say in social relations: ‘[The] very categories of meaning, etc., are logically dependent for their sense on social interaction between men.’ (Winch 1958: 44). To understand what the individuals in any relationship understand about any subject, including academics in relation to other academics; teachers in relation to other teachers and teachers in relation to students, it is necessary to discuss with them and find out their beliefs, intentions and meanings. 
This philosophy led to the overall methodological approach which is situated with an interpretivist paradigm.
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 As a result of working within this paradigm, the methodology employed for this research was qualitative using multimethods. Pollard (2002:38) cites the work of Bassey (no date) who states, ‘to the interpretive researcher, the purpose of research is to describe and interpret the phenomena of the world in attempts to get shared meaning with others’.  
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Qualitative research draws from the interpretivist paradigm, as qualitative research seeks to investigate and understand the meaning participants’ attribute to ‘a social or human problem’ Creswell (2009:4). Likewise, Denzin and Lincoln (2003) add  ‘qualitative research… attempts to make sense of, or to interpret, phenomena in terms of the meaning people bring to them’. Creswell (2003) and Yanow and Schwartz-Shea (2011) summarise this by stating that interpretivist researchers discover reality through participants’ views, and their own background and experiences. 

Marguerite, Dean, and Katherine (2006:21) identify qualitative research as having the following characteristics: 
· Researchers ask broad research questions designed to explore, interpret, or understand the social context.

· Participants are selected through non-random methods based on whether the individuals have information vital to the questions being asked.

· Data collection techniques involve observation and  interviewing that bring the researcher in close contact with the participants; and

· The study reports data in narrative form.

These characteristics are evident in the methodology used for this research. Experts and professionals in the field of geography were selected as part of the study to help answer the vital questions asked; and interviews were used to gather their views and experiences. 

Creswell (2003) describes sequential explanatory design. This strand of methodology concerns itself with a sequence of research methods in order to obtain data which then can be analysed to inform the next sequence of data collection. The main dominance is qualitative and therefore, the resultant research methods (tools) used allow for qualitative data to be collected.  Table 3.1 overleaf outlines the sequential explanatory design. 

	Design
	Integration
	Implementation
	Priority

	Sequential explanatory
	Interpretation
	Qualitative  tools
	Usually Qualitative


Table 3.1 Sequential Explanatory Research Design (Creswell 2003)
     
Qualitative methodology applies multimethods to collect and examine primary and secondary data. It provided a framework to interrogate current practitioner and expert perspectives to debate the nature of geography. It asked questions, which were broad and open-ended and started with ‘why’ and ‘what’ in order to develop new knowledge and understanding. This methodology is not from within a scientific paradigm, justly so, because education is done ‘out in the field.’ It concerns itself with the impact on practice and policy in education. The interpretivist paradigm is appropriate for this research and associated data collection. 
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One of the most important question in research is whether it is valid, i.e., examines whether they have achieved what they aimed for. In exploring the validity of qualitative research, Hammersley (1992:69) writes, ‘an account is valid or true if it represents accurately those features of the phenomena that is intended to describe, explain, or theorise’.  

To help address validity, some researchers have used triangulation, by combining multimethods and data sources to validate the data and results (Tashakkori and Teddlie 1998). Mingers defined multiple methods or multimethod as a set of ‘well-defined sequences of operations that, if carried out proficiently, yield predictable results’ (2001:307). 

This study has adopted the multimethod approach to provide a better picture on the status quo and needs of the subject of geography. Morse (2003) suggests that, depending on the scope and complexity of the research, there are several designs for conducting multimethods approaches. 

In line with Morse’s multimethod typology, this study has used a multimethod approach, based within a singular paradigm (QUAL + qual). It embarked on using the qualitative data from a research line of enquiry (that explored the views of practitioners’ via open-ended qualitative research survey), and from a second line of enquiry (that explored the views of experts and professionals via interviews). The qualitative results from both sets of research were then triangulated to form a complete picture on the state and future of geography.  

The purpose of this research was not to predict and prophesy future changes to geography, but to analyse existing thinking and suggest how it may inform the teaching and learning of geography.  The multimethods was employed to collect data in order to examine three individual areas which were identified from the literature review (Chapter 2), which outlines the academic perspective and assessed the extent to which geography contributed to, validated or refuted knowledge. The three areas were: 

1) Policy Change (Chapter 2 and Chapters 4 to 9): A review of policy in relation to geography and the rise of environmentalism. 

2) The Academic Debate (Chapter 2 and Chapters 4 to 9):  Worthiness and relevance of geography, as an academic subject today. 

3) Review of practitioners’’ attitudes towards geography and its contribution to knowledge and its worthiness in the school curriculum (Chapters 4 to 9).

The table below illustrates how the multimethods were used to answer the three research areas and resulting research questions:

	Research Enquiry
	Method
	Tools

	Policy Change: A review of policy in relation to geography and the rise of environmentalism. 
	Document Analysis 
	Recording Grid to record narrative data (Thematic analysis)


	The Academic Debate: Worthiness and relevance of geography, as an academic subject today. 
	Document Analysis


Interview Expert
Interview Practitioner
	 Recording Grid to record narrative data (Thematic Analysis)
Recording of interview with semi structured questions transcribed

	Review of practitioners’’ attitudes towards geography and its contribution to knowledge and its worthiness in the school curriculum
	Interview Practitioner




Practitioner Survey
	Recording of interview with semi structured questions transcribed

Electronic survey responses collated and analysed using Google docs and tabulation



Table 3.0.3 Research Enquiry and Resulting Methodology and Methods

3.0.4 Data analysis and resultant presentation
The data collected from the multimethod approach is narrative and non-numerical. Comments and opinions were classified based upon thematic analysis (Braun and 
Clarke 2006). Data has been presented in Venn diagrams and tables to show opinions and understanding.  Both qualitative interviews and qualitative practitioner survey used open- ended questions, no numerical values were asked for. However, in order to show how opinion differs there is some data given in percentage to show where there was a majority of understanding. It is merely for illustrative purposes to help triangulate the data with the Standish/Lambert debate.   The multimethod tools are discussed in the next section, which outlines how they were applied to data collection.
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This research used the following tools to explore the main research questions:

3.1.1 Document Analysis
3.1.2 Expert Interviews
3.1.3 Practitioner Interviews and Questionnaire
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Document analysis was a technique selected to analyse 8 documents. This was different to a general literature review as the documents were selected for a specific purpose and linked to the sample of experts.   For the purpose of the methodology, a document is a written report based upon fact and knowledge and contains data that 
can be analysed and evaluated. 

Document analysis involves investigating published documents to draw out themes and ideas in relation to the research questions. As the documents were already published, they can be deemed secondary data. Gorard explains ‘one way in which studies can gain from integrating secondary data is to set the context for primary data’. (2001: 45)

Document analysis is used as part of purposive sampling. Fraenkel and Wallen (1993) believe that researchers use their personal judgement to select a sample that should be representative and are selected based upon desired information.

 The documents selected for analysis were purposeful as they were selected for their content and relevance to the geography debate. The social world is documented and 
described as commentators seek to justify policy and practice. For this research, I was primarily concerned with the written content and, therefore, a qualitative approach was applied. In order to conduct the analysis a framework was devised in order to capture data in each of the selected documents. 

The analytical framework designed was meant to facilitate the analysis; nonetheless, a limitation in its usage is that it did not allow for multiple meanings from the text or was context specific. This was a potential disadvantage, but as the data framework was specific, and the documents selected were contextualised to the framework, I felt there should be no need for multiple meanings. 

Document Analysis Framework:

The research questions were measured against a set of lines of enquiry. The lines of enquiry were coded according to a framework. A sample of the coded data is tabled in Appendix B. Each proposed research question demanded different lines of enquiry to help the analysis, and these were:


· The ‘field of knowledge’ debate: The ‘field of knowledge’ is defined and applied to published documents;

· The rise of ‘environmentalism’: All references to ‘environmentalism’ are coded for their relation to geography and the subject development;

· References to the ‘worthiness’ of the subject and the debate associated with it.

A semi-structured interview framework was then designed and piloted. Based upon the document analysis results, an interview schedule was developed to help expand and understand more fully the emerging debate. 

For me, document analysis helped ascertain the authors’ thinking at the point of writing. When document analysis was undertaken, the Australian National University’s (2009) guided questions were used:

· What type of document is it?
· When was it written?
· Who was the author and what is their position (Bias)?
· For whom was the document written?
· What is the purpose of the document?
· What evidence is there to verify the purpose?

The model for the document analysis is displayed in the flow diagram overleaf which shows the analytical process followed.

Diagram 3.1: My Document Analysis Application Model 

Pilot analysis framework conducted on a document after ethical approval
A chronology timeline was produced identifying key developments in the geography curriculum
Key Documents were identified from the resulting chronology 
An analysis frame was designed and used to produce key ideas from the documents
Documents selected, and then new framework applied to documents







Key Ideas used to inform interview questions for expert sample and practitioner sample




Analysis framework evaluated and amended as necessary based upon the analysis process



There were limitations to employing document analysis. The main one being shelf life. When documents are selected; they will be dated and can be questionable to 
their relevance in the research. Nonetheless, age is important as it traces the thinking of the subject at a juncture in time as it reflects the political thinking and education policy at the time the document was written. In order to account for limitations, when analysing the chosen documents, the following criteria was followed.

· The conveyed message;
· The intended audience at dissemination;
· The political ideology;
· The defendable argument.

In summary, document analysis gives a historical trace of the academic and political argument concerning geography. It establishes the key motivation and provides pivotal thinking, which can be challenged when establishing its relevance in contributing to existing knowledge.

Document Analysis Pilot
The pilot framework was conducted on university paper entitled Transforming Geography in our schools. It was a separate document to the eight documents under analysis. The justification for this was to establish a framework that would allow analysis to be conducted rather than a framework that took a best fit approach. The test document corresponded to the issue of geography and, therefore, was suitable for the pilot. The test document had to be related to geography otherwise the lines of enquiry could not be tested. The document was then removed from selection for document analysis.  

It was important to conduct a pilot analysis in order to as to ensure quality and rigour. The pilot analysis framework was found to be unsuccessful and was modified accordingly. The document analysis framework was tailored to this research










Document Analysis Recording Grid: PILOT Draft 1
	Document Title:

	Purpose.
	Publisher/Author

	Date of Analysis:
	
	Validation of Permission of Analysis

	Summary of Document:

	Environmentalism Inferences (En)

	Field of Knowledge (GfK)

	Value of Geography in the curriculum (GV)

	Author Bias/position within Context.



Evaluation
The evaluation included below shows how the framework grid was analysed based on its suitability in addressing the lines of enquiry. Amendments to the grid are given and explained. 

Date of Analysis 
This confirmed that analysis was done on a particular date and added no depth to the live research. It was changed to state the date the document under analysis was published. This addition then established which political/educational ideology was being upheld or contested in the authors writing.

Purpose 
This was an unclear heading and did add to existing knowledge in its current format. The title was changed to context in order to establish what the document is and for what reason it was written. For example, if the document was a government white paper, then the context would explain what the document was and who the intended audience was. Context is far more specific and less vague in terms of value and relevance. 

Validation of Permission of Analysis
The title was vague and added little to the purpose of the analysis grid. All the documents selected were either published texts or published documents and, therefore, within the public domain. This meant that no permission needed to be acquired.

Subject Headings
These were useful headings to record findings, but only concerning the application of the headings to the actual document analysis. The headings allowed key phrases or points to be recorded from the document. In order to allow analysis, the headings section was split into two sections. One section was for recording pertinent quotes and points and the other section to allow researcher analysis to be recorded. These were analytical observations on what the points suggest and useful signposts to help 
answer the research questions. 

Overall
The pilot draft 1 recording grid as a template focused the researcher in analysing the document. It was user friendly but not in regard to analysing information. It was modified to enable it to be a data-capturing tool. All analysis was typed in to the grid for publication as the space for each heading was not conducive for hand written completion. Adjustments were made as identified above and improved the effectiveness of the tool selected for part one of the research project.

Pilot 2: Document Analysis Recording Grid (Amended)
The changes highlighted from the pilot were made and a new recording grid was designed. This grid was then used to analyse the same document as in the original pilot. This ensured that there was reliability and replicability in the grid used as part of the document analysis tool. 
	Document Title/Author
	Date of Publication

	Context of Document

	Summary of Document

	Environmentalism Inferences (En)
	Analysis

	Field of Knowledge (GfK
	Analysis

	Value of Geography in the curriculum (GV
	Analysis



Evaluation
The evaluation included below shows how the framework grid was analysed for a second time based on its suitability in addressing the lines of enquiry after the initial amendments. Further amendments were needed and are outlined below. 

Date of Publication
This was changed from date of analysis and was included in order to establish the point at which the document under analysis was published. This helped address the chronology of the selected documents to investigate the emerging debate as highlighted in the literature review.

Context of Document
 This section was included to give a context to justify the document selection in relation to the research aims. It was important to include the section as it helped defend the selection of the document, when the tool was used on live documents.  
Summary of Document
This was an addition to give an overview of what the document was seeking to achieve. It also created a point of reference when devising interview questions and aids triangulation in research findings. 

Analysis
 There were important additions made to the recording grid. Pilot 1 identified that the recording grid was useful to record points in relation to the headings of Environmentalism, Field of Knowledge and the Value of the Subject. A limitation was identified by the absence of reference to analysis. The whole tool is document analysis and, therefore, the recording grid needed to reflect analysis. The addition of the analysis section for each heading enabled the key points to be questioned and commentary given.

Author Bias/Position within Context
This was retained from pilot 1 as with any research there is an element of bias. The section of the recording grid allowed myself as researcher to comment on the 

authority contained within the document under analysis and question the bias. 

Overall
The recording grid in pilot 2 was focussed more on the purpose of the tool and allowed information to be recorded and analysed. The grid allowed a document to be analysed and summarised in order to aid discussion at viva and also for interview questions at the second and third stages of research.  

Further Amendments
After pilot 2, it was found that there was a space needed to record points, which needed further analysis. Therefore, before the live analysis was undertaken the recording grid needed this space added. One further amendment was made, and this was the inclusion for a space to record points in relation to potential interview questions.

Pilot 3: Document Analysis Recording Grid (Final)
The final recording grid after the pilot amendments is shown below; after the final amendments were made the grid became a robust and reliable tool for analysing the selected documents. The recording grid met my needs as researcher and allowed information to be recorded in a way that was clear and supported stage 2 and 3 of the research methodology. 
	Document Title/Author
	Date of Publication

	Context of Document

	Summary of Document:

	Environmentalism Inferences (En)
	Analysis

	Field of Knowledge (GfK)
	Analysis

	Value of Geography in the curriculum (GV)
	Analysis

	Author Bias/Position within Context.
	Key Points to inform Interview Questions



Document Analysis
The table in Appendix B lists the documents that were selected for analysis using the piloted and approved recording grid. These documents follow a chronological timeline which triangulates the debates and issues found within the literature review. For example, government reports, and articles published by Bell, Standish, and Lambert.
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The ‘expert’ is classed as the elite and Abels and Behrens (2009) believe that ‘expert’ interviews are all about interest, power, control and hierarchy. What distinguishes them from normal people is the specialist knowledge that they have. Therefore, interviews can be both explorative and systematic. 

The intention of the expert interview is to explore the specialist knowledge and through questioning, construct the objective knowledge that the expert has in a particular field. Thus, in terms of the Standish and Lambert, the interviews were to explore the values and explain their perspectives in the ‘Lambert/Standish Debate’ and for Young, to explain the importance of knowledge in the curriculum.

Bogner, Littig and Menz (2009) argue that interviewing experts has entered a new methodological debate and agree that despite the debate ‘conducting expert interviews can serve to shorten time-consuming data’. (Bogner et al. 2009: 1), therefore, they are effective in gathering data. Alternatively, Pfadenhauer warns any researcher about ‘mistaking expert interviews to be a comparatively unproblematic and economic way of obtaining data or “short-cut strategy’. (Pfadenhauer 2009: 81)

For the purpose of this research it was necessary to interview experts within the field of geography based upon their specific knowledge. The literature review identified them as seminal authorities in what was deemed the Lambert/Standish Debate. Pfadenhauer also suggested that in order to interview an ‘expert’ the interviewer needs to become a ‘quasi expert to successfully carry out an expert interview’. (Pfadenhauer 2009: 81) 

This was addressed by using the literature review to establish the philosophical positions of Lambert and Standish. The expert sample interviews were employed 
because they were the best way to gather data in relation to the positions established through publications and document analysis of Lambert, Standish and Young. 

Walford (2011) believes that there is a growing interest in conducting ‘elite research.’ This involves a sample of people who are deemed to have power in changing or sustaining policy, for example the experts. Expert sample groups are useful and insightful but access to them is both difficult and constrained to higher agendas. Cassell argues:

The researcher of the powerful needs many of the characteristics of the social climber: everyone who might possibly know someone must be contacted and asked if they will be given introductions... (Cassell 1998: 95)
To help gain access to the ‘elite,’ I ensured that the sample of experts I included in this study did not feel threatened or at risk by me. To help put the research participants at ease, I introduced myself and pledged to follow the University of Derby’s ethical considerations as well as providing a pre-prepared consent form and information sheet which was sent to the expert before the interview. When the interview took place, each expert was asked to sign the consent form. (Copies of which can be found in Appendix A). This maintained the ethical integrity of the research.

The expert interviews consisted of semi structured questions relating to their views on the nature and structure of geography. This research tool has been selected to help triangulate and validate the documents reviewed and the practitioners’’ views.  Hunter (1993) advises a successful interviewer needs to do their homework and research the interviewees along with the topic. 

The expert sample consisted of three seminal academic and two professional geographers.  The sampling strategy comprised of a purposeful convenience sample that relied on the availability of seminal writers and the research timeframe. 

The semi-structured interview questions investigated experts’ understanding and opinion. These areas of interest provided an opportunity to investigate the aim and probe further issues raised from the experts’ interviews. As the ‘experts’ were selected for their knowledge and authority on the topic, it also provided an opportunity to explore their ontological thinking and their ‘authority voice.’ Also, it enabled me to triangulate their views with the analysed documents and the practitioner views. 

Though very informing to the study, I was yet aware that the ‘experts’ role may influence me to believe their views are unbiased and they should be allowed to lead the study. This may have limited my research, its reliability, and discredit the research contribution to knowledge and my reputation. To resolve this issue, my interview questions were prepared and sent out to the participating research experts before the interview took place. This allowed them to prepare and understand what I want to find out. The information to participants also outlined the purpose of the interview. The interviews went well, some experts were more forceful in their opinions than others, but the questions were answered, and the interviewing technique improved as the second and third interview was conducted. 

Due to time constraints, face-to-face interview was not possible with all the interviewees and, therefore, an administered telephone interview in one instance was undertaken. The drawback of this is that, unlike a face to face interview, the telephone interview could have been open to interpretation as I was not present to observe the interviewees’ body language.

The model for the sample of experts’ analysis is shown in the flow diagram overleaf (Diagram 3.1.2a)











Diagram 3.1.2a My Expert Sample Analysis model 

From document analysis and research, questions identify expert sample
Lambert Standish Young Kinder Brace

Semi-structured interview questions constructed based on key findings and expert areas of strength



Interview questions drawn up 
Interviews conducted
with experts face to face or over telephone




Key findings analysed.  Questions for Practitioner interviews and questionnaire identified



The flow diagram outlines the methodology implemented to research the expert sample. As this process involved interviews, ethical approval was sought. Sample questions were designed and evaluated before they were conducted. By having, an ‘expert sample’ there is a feedback loop to triangulate the evidence found in the document analysis stag

Diagram 3.1.2b: My Feedback Loop 
Assumptions/Arguments proposed in document analysis


Queries with document analysis
Recheck re-examination if required

Assumptions/Arguments expounded through expert sample



Assumptions/Arguments supported/refuted. Research question supported statements to be made and tested




When the above process was followed, the research entered its third and final stage. This tested the discovered knowledge and challenged the academic debate through a practitioner sample.

Semi Structure Interviews Pilot and Final Questions

The questions were derived from the analysed documents and the literature review.  The initial questions (see Appendix C) were redrafted to help engage the participants. After piloting the questionnaire, wordy and unclear questions were redrafted. Finally, the question schedule was complete and consisted of the following questions.

Final selected Expert Questions

1) Literature tracks what can be termed the Lambert/Standish debate- can you describe the difference between you?
2)  How do your contrasting views connect with earlier debates such as that around Paul Hirst’s view of geography as a ‘field’ of knowledge?
3) The geography curriculum has undergone several revisions, including those resulting from the highly critical Bell Report (2005). What do you think are the factors leading to the perceived needs for these revisions?
4) Does geography as a school subject still matter?  
5) As a teacher educator what do you think of the view that ‘the geography teacher should be a teacher first and a geographer second?

6) What do you see as the future for geography?

7) Is anything else you would like to add about geography?








Follow up Questions if needed were added.
	Main Question
	Follow Up question

	Literature tracks what can be termed the Lambert/Standish debate- can you describe the difference between you
	Can you defend your position in the debate?
Are you growing closer together in the debate?

	How do your contrasting views connect with earlier debates such as that around Paul Hirst’s view of geography as a ‘field’ of knowledge? 
	Can geography be described as eclectic?


	Does geography as a school subject still matter?  

	With the call for “Modern Geography” what do you consider important for students to study in the 21st century?

	As a teacher educator what do you think of the view that ‘the geography teacher should be a teacher first and a geographer second? 
	Does this view support OFSTED’s claim that geography specialists are ill-trained and how can this be readdressed?

	What do you see as the future for geography? 

	What, in your view are the challenges for geography as a discipline and how can they be overcome?



Table 3.1.2c Follow Questions to Interview Schedule

Expert interviews were arranged in July 2015 and conducted at the University College London, Institute of Education (UCLIoE) and Royal Geographical Society. Due to availability, the interview with Alan Kinder was conducted over the phone and so questions were adapted to suit the telephone interview. Michael Young was also not available for interview and so answered the questions in written format.
[bookmark: _Toc526075688][bookmark: _Toc7792759]3.1.3 Practitioner Interviews/Questionnaire

Semi Structured Interviews: Practitioners’ Pilot

Barker and Johnson (1998) define an interview as an opportunity for people to demonstrate knowledge by responding to specific questions. This demonstration 

signifies how people make sense of their world and each other.   

One benefit of semi-structured interviews is that they provide an opportunity to not only find out answers, but also obtain reasons for the answers. (Barker and Johnson 1998)  As a tool for finding out information, interviews are a useful vehicle to allow researchers to establish a learning dialogue between them and a participant (Polit and Beck 2006).  Often interviews can be difficult if the participant does not know or is not prepared for the questions asked. Participants can easily misinterpret the question and provide an answer that the interviewer wants to either hear, or go off track, commenting on associated links to the original question. (DiCicco-Bloom and Crabtree 2006)

In an interview, the researcher can ensure their intended question has meaning and misconceptions can be clarified. Although any clarification to a posed question can be counterproductive, if the processed response is not what the researched wanted to find out. Interviews are face-to-face interactions that demand a response in whatever form. They can be seen as a robust tool compared to questionnaires. Questionnaires are often not returned to the researcher, they must follow up non-respondents, and often the questions posed can be meaningless to the respondent (Gorard 2001). 

A limitation of questionnaires is that they have a high dropout rate and would require excessive time to follow up, and indeed in some cases find alternatives to the sample. In addition to this, there are the time constraints on myself as researcher accessing the target population, with an interview specific quality time can be apportioned to the research and more meaningful quantifiable responses can then be coded. 

By conducting interviews, the researcher becomes a conversationalist (interpretive approach) and needs to learn skills in delivering questions and ensuring a meaningful dialogue takes place. The semi-structured interview method was selected for this research project as it seeks to probe the issues that have arisen from the document analysis. The reason being, that the issues can be represented by a series of interview questions. 

Prior to conducting the interviews, the questions were piloted with research participants bearing similar characteristics such as experience. This ensured that the questions were fit for purpose. After the piloting phase was completed, the actual interviews were conducted in line with DiCicco-Bloom and Crabtree’s (2006) advice. (See Table 3.2.2d below): 
	Key Features of Semi-Structured Interviews

	1. Scheduled in advance at a designated time

	2. Location normally outside of everyday events

	3. Organised around a set of predesigned questions

	4. Other questions emerge from the dialogue

	5. Usually lasts from 30 minutes to several hours.









Table 3.3.1a Key Features of Semi-Structured Interviews

By scheduling the event, I felt there was enough time for both the respondents and myself to prepare. I believed that this preparation meant that I and the selected expert were ready to enter into dialogue, without unexpected interruptions, which could have disrupted our thinking process. 

One could argue that power struggle could irrupt between the interviewee and interviewer when conducting an interview.  To address this, the interviewee and I selected an environment that was comfortable for both parties. For Standish and Lambert this was their office and for Brace was at the headquarters of the Royal Geographical Society (RGS).

There is one final element I deliberated on when I was conducting the semi-structured interviews. This is the actual interview itself and the resulting dialogue that took place. I as researcher and as interviewer made sure I maximised the information given in the interview as I felt there may not be an opportunity for a follow up interview. 

The art of dialogue at first glance may appear straightforward, but even in a rehearsed situation; conversation could dry up or could be sporadic.  This makes the interviewer a leader and it should be the respondent that does all the work. (DiCicco-Bloom and Crabtree 2006). This was addressed by adopting the effective questioning techniques developed in the pilot interviews which allowed the respondents to share their views freely. 
	Probing techniques

	Silent: The interviewer remains silent and allows the respondent to think aloud. Thinking time is important as not to ignore key ideas/thoughts/feelings

	Echo: The researcher repeats the question again, giving emphasis on a certain point/word which develops the answer further

	Tell Me More – the researcher acknowledges an answer and then encourages the respondent to expand their answer giving more information.

	Leading – The researcher asks the respondent a question that demands an explanation



Table 3.1.3b: Probing Techniques Semi-Structured Interviews DiCicco-Bloom and Crabtree (2006).

The researcher as interviewer needs to prepare for such an undertaking as suggested by DiCicco-Bloom and Crabtree. It is the mastery skill of information extraction which makes make a successful interview. I as researcher listened to the answers given and processed the next question before moving on. Kvale (1996) explains that the interviewer is the research instrument and hence as a tool needs to create the right atmosphere so that the participant feels secures enough to talk.  Dyer (1995) refers to a rapport between interviewer and participant. The interviewer has to handle the interview in a sensitive and professional manner in order to establish a rapport and extract the information needed.

To ignore a response is to make the respondent seem unimportant and that creates a negative relationship. Interviewers need to be sensitive to the needs of the respondents and judge the environment as the interview unfolds. Kvale (1996) believes that an interview is not a reciprocal interaction between two people, but an 
interviewer must keep the dialogue flowing and moving forward. Arksey and Knight (1999) infer that the interviewer must appear to be interested in what the participants are saying. This was done by my own enthusiasm for the subject and a keenness to analyse viewpoints. The questions I devised were leading and required an explanation or developed opinion. 

The model for the semi-structured interviews is shown in the flow diagram below. The flow chart model below outlines the methodology undertaken to conduct the practitioner research.
Pilot semi-structured interview implemented with a geography practitioner
Semi-structured interview questions drawn up from expert interviews





Round 1 analysed and emerging ideas identified to further investigate
 Interview structure evaluated and amended.  Round 1 practitioner interviews conducted




Round 2 Semi -Questionnaire conducted with sample of geography teacher’s responses.
Final survey analysis based on practitioner sample survey



Diagram 3.1.3c: My Practitioner Research Model

The semi-structured interviews with practitioners’ are the third stage of the methodology to gather data for final analysis, synthesis and publication. Having established the existing knowledge base, it is important to test these assumptions with practitioners’. This will determine whether they have the same concerns or assumptions about geography as the academics. 

The purpose in this stage of the research is a secondary triangulation strategy to substantiate the claims in the document analysis and the positions stated by the expert sample. The semi-structured pilot and final interviews were conducted with 
geography teachers. The final element which was a questionnaire had a population sample that consisted of the local authority area in which, I as researcher worked. The population focused not only on heads of departments, but also on all levels of the geography practitioners’.

Semi-Structured Interviews Pilot: Practitioners’

The sample of ‘expert’ interviews identified ideas which needed to be further explored by practitioners’. These ideas were:

· The geography curriculum content- was it rigorous enough?
· How did practitioners’ perceive the subject?
· How could the geography experience within the classroom be addressed?

To explore these ideas further and in accordance with the methodology, a pilot interview was prepared, and draft questions tested. A geography teacher was chosen to pilot the interview questions. The pilot interview schedule is shown in Appendix D.

The questions were devised so that practitioners’ could give ideas and not be daunted by concepts such as ‘field’ and ‘form’ of knowledge. The question design was important as to ensure questions generated meaning and not confused answers based on an educationalist approach and not an academic approach. 

The pilot interview was successful, the practitioner could answer the questions with a degree of clarity, and they were able to relate their own experience. Nonetheless, there needed to be more depth in the phrasing of the questions asked as well as another dimension to be considered. The ‘Lambert/Standish’ debate had drawn out concern surrounding ‘skills vs knowledge’. This needed to be included in the practitioner research. Having attended a Heads of Department meeting, I raised the issue of skills and knowledge in relation to curriculum planning and help in the question design.
School 1 example:
My Key Stage 3 curriculum plan is based around skills. The topics studied were chosen around the skills I wanted my students to learn. The skills then fed into GCSE and did not need to be taught twice. This then allowed students to enjoy the subject. 
Skills Focus





School 2 example:
The curriculum for Key Stage 3 has been put together based upon the topics I liked and enjoyed. The curriculum model is based upon interesting knowledge and not skills.
Chosen Knowledge example




Practitioner Interviews Round 1
The pilot identified that the questions were appropriate for gathering views, but there was a need to refine them and include more questions to address the key ideas from the document and expert sample analysis. Amendments were made, and final list produced ready to be used to collect initial data. The original questions can be found in Appendix C. The final questions were:

1) What makes geography different to other subjects like maths and science? - If it is not different please also say why?
2) Looking at the curriculum orders for geography, irrespective of the type of school you work in what topics/skills do you feel are missing and why? (This was to remove the constraints of Academy freedom) 
3) Are there any prescribed topics/concepts that are suggested that you feel should not be taught and why?
4) If geography is a skills subject what skills does it teach students and why are they important?
5) Should geography teach about issues and concepts or just skills?
6) Should geography be about environmentalism and sustainability – explain your point
7) What are the strengths and threats facing geography as a subject in the curriculum?

8) What needs to happen to make geography worthwhile in the classroom?

The number of questions asked was increased to 8 in order to generate more in-depth responses. The questions relate to the key variables tested at document and expert level in the following ways:

	Environmentalism
	Field of Knowledge
	Value of Geography
	Pedagogy

	Should geography be about environmentalism and sustainability – explain your point
Should geography teach about issues and concepts or just skills?
Are there any prescribed topics/concepts that are suggested that you feel should not be taught and why?
Looking at the curriculum orders for geography, irrespective of the type of school you work in what topics/skills do you feel are missing and why?  
	What makes geography different to other subjects like maths and science? - If it is not different please also say why?
If geography is a skills subject what skills does it teach students and why are they important?
 
	What are the strengths and threats facing geography as a subject in the curriculum?
	What needs to happen to make geography worthwhile in the classroom?



Table 3.1.3d Practitioner Interview questions classified into lines of enquiry

The responses from these questions were then analysed and from that, common themes identified. The final stage was then to further question practitioners’ on the dominant themes in round 2. 

Practitioner Electronic Survey
To collect data an electronic platform (Google Docs) was used to produce a Google form. This then allowed the questions to be written and sent out as a web address, 
meaning practitioners’ could log on and record their responses to the questions. The responses given were then stored electronically on a spreadsheet. This technology allowed all responses to be collated in one place to enable analysis to be done far more efficiently. Suitable deadlines were given, and a follow up email was sent to remind people to record their responses. In maintaining ethical rigour, participant consent was asked for. 
[bookmark: _Toc526075689][bookmark: _Toc7792760]3.2 Sample and Sampling Strategy

There are large numbers of geography practitioners’ within the country that would provide a large sample of data. This would be too large an undertaking, and, therefore, the decision was made to choose schools within the local authority area I work in, this being the Staffordshire Local Authority. The sample was hence drawn up from 40 secondary schools making a potential minimum of at least 40 practitioner viewpoints.

[bookmark: _Toc7792761][bookmark: _Toc525989465][bookmark: _Toc526074912][bookmark: _Toc526075691][bookmark: _Toc526078917][bookmark: _Toc526079406][bookmark: _Toc526101388][bookmark: _Toc526103692][bookmark: _Toc525989464][bookmark: _Toc526074911][bookmark: _Toc526075690][bookmark: _Toc526078916][bookmark: _Toc526079405][bookmark: _Toc526101387][bookmark: _Toc526103691]The methodology employed was purposeful sampling approach, where a defined population was chosen and respondents were selected from within it. The population is a natural cluster and the sample is selected from the cluster. The cluster in this case represented the secondary schools in Staffordshire. From that cluster responses were analyzed. Although there was a purposeful sample identified, the responses received were random, as there was no way of determining which schools would respond to the questionnaire. Primary schools were eliminated from the population because of the way geography is delivered in primary schools. This concern is further addressed in Chapter 8.
Gorard makes the case for random sampling being a useful technique as it is free of the systematic bias that might stem from choices made by the researcher’. (Gorard 2001: 19) As the population is drawn from 40 schools, the resulting survey results are based on random responses and eliminate researcher bias in selecting responses. 
[bookmark: _Toc525989466][bookmark: _Toc526074913][bookmark: _Toc526075692][bookmark: _Toc526078918][bookmark: _Toc526079407][bookmark: _Toc526101389][bookmark: _Toc526103693][bookmark: _Toc7792762]What was unknown was the exact number of teachers within each school. The numbers of schools are known, but exact numbers of teachers within the schools are not, this is because geography departments vary in size, there are a number of non-specialist teachers and completion of surveys is dependent on teachers participating. The responses received are based on the teachers within those schools and is a limitation in this methodological tool.
[bookmark: _Toc525989467][bookmark: _Toc526074914][bookmark: _Toc526075693][bookmark: _Toc526078919][bookmark: _Toc526079408][bookmark: _Toc526101390][bookmark: _Toc526103694][bookmark: _Toc7792763]The questions devised for the final stage of practitioner research were developed from the findings of the practitioner interviews. The electronic system was set up and a link sent to a geography teacher to test the functionality. This proved to be positive and sent out to the population cluster. The actual questionnaire was not piloted as it explored further the findings from the practitioner interviews.
[bookmark: _Toc525989468][bookmark: _Toc526074915][bookmark: _Toc526075694][bookmark: _Toc526078920][bookmark: _Toc526079409][bookmark: _Toc526101391][bookmark: _Toc526103695][bookmark: _Toc7792764]The questions asked in the Staffordshire practitioner questionnaire were:
· [bookmark: _Toc525989469][bookmark: _Toc526074916][bookmark: _Toc526075695][bookmark: _Toc526078921][bookmark: _Toc526079410][bookmark: _Toc526101392][bookmark: _Toc526103696][bookmark: _Toc7792765]If asked what geography was as a subject how would you describe it?
· [bookmark: _Toc525989470][bookmark: _Toc526074917][bookmark: _Toc526075696][bookmark: _Toc526078922][bookmark: _Toc526079411][bookmark: _Toc526101393][bookmark: _Toc526103697][bookmark: _Toc7792766]How does geography differ from other school subjects?
· [bookmark: _Toc525989471][bookmark: _Toc526074918][bookmark: _Toc526075697][bookmark: _Toc526078923][bookmark: _Toc526079412][bookmark: _Toc526101394][bookmark: _Toc526103698][bookmark: _Toc7792767]Why is it that geography gets far less curriculum time compared to other subjects?
· [bookmark: _Toc525989472][bookmark: _Toc526074919][bookmark: _Toc526075698][bookmark: _Toc526078924][bookmark: _Toc526079413][bookmark: _Toc526101395][bookmark: _Toc526103699][bookmark: _Toc7792768]Why is it difficult to recruit geography teachers?
· [bookmark: _Toc525989473][bookmark: _Toc526074920][bookmark: _Toc526075699][bookmark: _Toc526078925][bookmark: _Toc526079414][bookmark: _Toc526101396][bookmark: _Toc526103700][bookmark: _Toc7792769]Why is Fieldwork important to the subject?
The electronic questionnaire provided a wider opinion base to make valid conclusions and if needed could be replicated in other geographical areas for wider large-scale research. This then followed up the points made in round 1 of the practitioner interviews.

The questionnaire results were classified and tabled according to the relevance to knowledge, environmentalism and what geography was as a subject. The classification enabled an understanding of how practitioners’ see the subject and explain why it is important. The classification tables are found in Chapter 8 where the findings are shared. 
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This section examines the use of thematic analysis which has been applied in this research.

Thematic analysis is a technique employed to identify patterned meaning across a dataset. By analysing a data set patterns can be identified and used to answer specific research questions. This type of analysis is pertinent to research that investigates peoples experiences, viewpoints and perceptions. It is for this reason that thematic analysis was used in this research methodology. The dataset to which thematic analysis has been applied is 1) Expert Sample interviews, 2) Practitioner interviews wave 1 and 3) Practitioner questionnaire Wave 2.

Thematic analysis approved the research questions by allowing data to be collected and secondly allowing the data to be analysed to ascertain the level of consistency between different datasets and the research questions.

The theoretical position of thematic analysis is based upon the work of Braun and Clarke (2006). They justify the use of thematic analysis in qualitative research because in can provide insightful analysis that answers a research question and is a flexible way of analysing data.  Braun and Clarke believe that thematic analysis operates on two levels: Semantic and Latent. The semantic level is derived as the surface level meanings of collected data, where the researcher only concerns themselves with what is said or written, accepting the opinion at face value. The latent level is the below the surface meaning where by the researcher examines the opinions or written facts and tries to explain why. Thematic analysis was initially seen as a methodological approach in 1970 and by 1975 was confirmed as such. In comparison, Braun and Clarke (2006) do not view thematic analysis as a methodology but a method of analysis. This method of analysis was used in this research as it involved analysing opinions and viewpoints from three different groups of people. 

The semantic level opinion was collected from serving practitioners’ both in the form of interview and electronic questionnaire. Questions were set and respondents gave the answers, the questionnaires allowed opinion to be freely given. At the surface level (semantic) the opinions were classified into the lines of enquiry in order to look for common understandings and patterns. The electronic questionnaire followed the same format and allowed freedom of expression with no tight boundaries or researcher bias. The semantic level gave an opportunity for opinion to be stated. The level started to look where there was agreement and where there was divergence in terms of responses to the questions. In relation to the latent level the political and motivational consideration from the practitioner interviews and electronic questionnaire was not explored. 

The research does not concern itself with political and personal histories which may or may not drive opinion rather it investigates understanding. When considering the expert interviews, a deductive approach was taken. This meant investigating where there was and where there was not agreement between the ‘experts’ based on the existing academic divide (debate) between them. 

Folkestad (2008) believes that qualitative interviews allow respondents to reflect and reason on a variety of themes and respond in different ways. The social discourse within the interviews allowed opinion to be given. Essentially the themes were already established with the semi structured interview approach but allowed the themes to be tested to draw out where there was corroboratory evidence or contrary evidence.

Braun and Clarke (2006) developed a six-phase model which they believe should be applied to thematic analysis. They also point out that phases are not linear and should not be viewed or applied in a linear format. The six-phase process is shown in the table overleaf (Table 3.3 Six Phase Model of Thematic Analysis)

	Stage 1
	Familiarisation with the data (Knowing)

	Stage 2
	Coding

	Stage 3
	Searching for themes

	Stage 4
	Reviewing Themes

	Stage 5
	Defining  and naming themes

	Stage 6
	Writing Up (Presenting) 



Table 3.3 Six Phase Model of Thematic Analysis Braun and Clarke (2006)

This research has considered the six-phase model but has not followed a linear path through the phases. Firstly, the themes were defined in relation to the research question which was applied to all datasets. The themes were addressed as lines of enquiry: ‘environmentalism’, ‘subject value’, and ‘knowledge’. These lines of enquiry coincided with my familiarisation of the Lambert/Standish debate and enabled the lines of enquiry to be established. 

Once the themes/lines of enquiry were identified (stage 5) the document analysis (stage 3) confirmed the lines of enquiry and the interview questions were written and 
confirmed (stage 4). From this, the data collected from the interviews could be coded in to the lines of enquiry (stage 2) and then the findings were written up based on the data collected. It allowed triangulation across data sets and the purpose of thematic analysis to be investigated. Stage 1 was evident within all the stages; this was the case because as researcher I had already established the Lambert/Standish debate and used this is a framework to formulate questions and lines of enquiry. Phase 1 is 
important at all levels of research and Lambert even commented on this in the interview I conducted with him “I have written many books which you should read if you want to get into my head read what I have written.” (Lambert 2015)

Braun and Clarke (2006) and Hesse-Biber (2007) refer to a reflexivity exercise that they get students to do whilst preparing for undertaking thematic analysis. The reflexivity exercise askes the researcher to note thoughts and ideas in relation to the values and life experiences that researcher have which could influence how they 
interpret the data and what assumptions they have about the research question. This is an important aspect of thematic analysis, as a researcher practitioner my personal experience of the inadequate pure form geographical knowledge that I was seeing in the classroom had facilitated my attitude towards the subject being in controversy. I wanted to investigate the reason for this perceived inadequacy. Nonetheless I have based my research on the sematic level of thematic analysis and used it to triangulate other opinions from individual datasets and across datasets. At no point did my personal opinion as researcher be expressed or tested within this research. By having the lines of enquiry already established from the literature review there remains a creditable trustworthy approach to this research and employed methodology. 

The most important factor in conducting thematic analysis is ensuring that it is theoretically coherent and consistent. The steps outlined in this section have shown how the Braun and Clarke phase model has been applied and underpinned by the methodology as a whole. The consistency has been maintained by a transparent and rigorous approach to transcribing data and reporting the semantic level more than the latent level and applying an inductive way of thematic analysis based on the work of Braun and Clarke.

The next section outlines how triangulation was achieved and why it is important within this research.
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Triangulation is a method of validation using different sources of information to increase the validity of research. It is suited to mix methods approaches to research. Denzin (1970) developed methodological triangulation which includes what he terms combined levels of triangulation. Combined levels involve multiple layers of analysis from three principle levels:

· Individual level;
· The interactive level;
· The level of collectivities. 

This is illustrated by the three methods employed. (Shown in table 3.4 below)

	Denzin Principle levels
	Research Methodologies

	Individual Level
	Document Analysis

	Interactive Level
	Expert and Practitioner Interviews

	Collectivities Level
	Practitioner Questionnaire



Table 3.4 Denzin Combined Triangulation Links

All three levels required testing data sets in order to prove or disprove findings from the previous set of data. In this research, triangulation included comparing the analysed documents, experts’ perspectives, and practitioners’’ views. The document analysis provided questions that needed further clarification and validation from experts and then practitioners’ were used to prove or disprove the opinions of the academics. The three methods also ensured that the data was less vulnerable as it was more than one data source was used.   Campbell and Fiske (1959) believe that by triangulating data leads to concurrent validity. Triangulation in this research allowed common patterns and processes to be either confirmed or rejected and has given increased validity to the research findings.
[bookmark: _Toc526075702][bookmark: _Toc7792772]3.5 Ethical Considerations and Practice.

Ethical considerations operate to maintain the quality of research conducted and presented. Research needs to be logical and well-constructed with a justified methodology and corresponding methods.  British Educational Research Association BERA (2011) guidelines advise researchers to:
employ methods that are fit for the purpose of the research they are undertaking….and communicate the extent to which data collection and analysis techniques, and the inferences to be drawn from their findings, are reliable, valid and generalisable. (BERA 2011: 9)

The actions of researchers have consequences to the validity of the research being undertaken, the reputation of the researcher themselves and the individuals or the Institution that the research question is embedded. Ethical integrity should be a researcher’s moral principle, but all good intentions are compromised when dealing with social science, as individuals are not in a controlled environment.

Humphreys also advises:

The researcher must also keep in mind that no method can ever be completely safe for himself or his respondents... The ethics of social science are situation ethics. (Humphrey 1970: 3)

When conducting this research, I have adhered to many ethical considerations suggested by BERA (2011) and the University of Derby. Before undergoing the study, the ethical approval was sought form the Ethics Research Committee at Derby University. The approval can be seen in Appendix A.

Consent 
Informed consent was sought via a written permission slip.  It stated consent had been given for all the participants in the semi-structured interviews.  For the semi structured face to face interviews the written permission set out the intended purpose of the research and the right to access the final publication. Round 2 practitioner questionnaire, consent was recorded as a question in the electronic google doc form; participants were asked to give consent by selecting yes or no. During the research no participants declined to take part.

In terms of the documents selected for analysis, any that required author permission were documented and permission sort. None of the documents used required author permission as they were all in the public domain.

Deception
All sources of literature were referenced according to University policy and avoided plagiarism. To avoid deception, all participants within the research were informed and shown the research aims and their role and my responsibility. 

Withdrawal from the investigation
Interview participants, as part of their informed consent document were asked to sign a waiver. It stated that at any time within the research period, they have a right to withdraw from the research without question.

Confidentiality
In line with University of Derby and BERA’s ethical guidelines, all practitioner interviews and questionnaire responses were anonymous to ensure they could not be identified in this study.  The expert sample was named in the study, but permission was sought from them to be included. Interviews were recorded but at the end of the study, they were deleted, and the participants were informed of this deletion.

Protection of participants  
All participants were given the right to read the final thesis under the Freedom of Information Act.  All documents had authors permission and where appropriate were acknowledged. 



Research undertaken in public places
The document analysis or interviews were not conducted in public places. Document analysis was conducted either on university site or at home. Interviews were conducted in a place suitable to both respondent and interviewer; this was the place of work. 

It was not advantageous to carry out research in a public place, too much interference and the nature of the questions demanded full concentration.  All electronic questionnaires were sent on a secure network and not a public domain. 
The questions were probing and not of the nature of market research questions that are conducted on the street. These parameters ensured this ethical clause was adhered to.

Data protection
All the data derived from the research was of a secondary and primary nature. The secondary data is that which is already in the public domain and is published, therefore, all data is within the freedom of information act guidelines.

All interviews conducted were transcribed and coded. The actual interviews were taped and then once transcribed were deleted at the end of the research project. Data protection allows data to be kept for up to 6 years; this research operated within the constraints of data protection policy.

Democratic values 
These values were embedded within the research and consisted of equality of opportunity, equality of rights and equality of treatment. Participants were allowed to give their opinion and responses were not censored. Participants were respected and the right to withdraw was honoured. Throughout the whole period of research, no participant wished to withdraw. 

As a researcher, all interview participants were treated with care and understanding and not as mere knowledge sharing objects. As researcher, I was bound by democratic values, as within any power relationships; those in power have the control to manipulate outcomes for their own gain. 

Academic freedom is also a value that needs consideration. It is a quest to be able to conduct research independent of the power relationships that exist within the political arena. Pring argues that ‘Educational researchers should not agree to conduct research that conflicts with academic freedom’. (Pring 2000: 155) 

Concerning the issue of knowledge, any research published has a duty to be to the best of the researcher’s ability accurate and true. BERA guidelines state ‘all educational researchers must protect the integrity and reputation of educational research by ensuring their research to the highest standards’. (BERA 2011: 9)

In the quest for contributing to existing knowledge, there is an expectation that the researcher maintains the overarching principle, that being integrity and truth. Pring 
(2000) believes finding the truth is more important than telling the truth.  

This research project has investigated a timeline of events documented by written publications and interviewed those that have engaged with geography. It has maintained its duty to deal in facts and not generalisations, which prevented it from detracting from new knowledge contribution. As a researcher, I ensured that the honest reporting of acquired data and attitudes derived knowledge. In doing so maintained confidentiality and acknowledged contributors where necessary. This research followed ethical practice and policy to ensure a defendable case, not only at examination but also at the scrutiny of policy makers and subject practitioners’.
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Objectivity has been achieved in this research through honest recording of opinions. There was no data involved and, therefore, no manipulative or date software packages used. Data collected has been that of opinion and has been classified in regard to the research aims. Interview questions did not use terms such I believe or in my opinion, therefore, participants were allowed to give their opinion and give responses based on the question asked.

The practitioner interview questions were the same and applied to all interviewed practitioners’. Interviews were done individually, and each participant was allowed to express their opinion. In regard to the Lambert and Standish debate - both viewpoints have been considered and both academics were interviewed in the research using the same questions. This removed researcher bias and allowed each position to be explained and compared. 

The electronic questionnaire was devised using one electronic platform and sent out 
collectively. All responses were stored and printed out together, this gave all responses for each questions in one section. It made analysis easier and allowed for comparison.

Findings were reported in an open and transparent way; all classifications were tabled. These measures were put in place to ensure objectivity and honesty and the removal of bias.  

I as a geography practitioner have not participated in the questionnaire and not answered the interview questions. My position as a researcher and a practitioner, from personal experience is that as a subject geography is surrounded by controversy and its nature is not fully understood. The research has confirmed my position.   
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This section will explore the nature of validity and outline to the degree to which the research-maintained validity.

Validity marks effective research and as such the principals of validity need to be adhered to in order to have research of worth. If research is invalid it is, therefore, deemed to be worthless. Winter (2000) believes that validity is a demonstration that a particular methodological tool measures what it proposes to measure, or an account accurately represents the features it seeks to describe.  
This research concerned itself with qualitative data and as such included an analysis of opinions, attitudes and perspectives, which Gronlund (1981) believes creates an element of bias and thus validity should be viewed as a degree rather than an absolute state of certainty.  

This research used a mixed methods approach to analyse qualitative data and, therefore, there is a greater emphasis on bias. Bias leads to invalidity and, therefore, less creditable research. There are two types of validity – internal and external 

validity. Leech (2006) describes internal validity as truth value and the credibility of 
interpretations within the underlying setting or groups.

In the case of this methodology documents were selected based on their relevance to the subject of geography, the linkage to the expert sample (Standish and Lambert) and the significance to the development of the subject over the last sixty years. The findings within the document analysis were based on the written text and the credibility of the author. It is important to acknowledge that the internal validity in terms of document analysis was based upon the credibility of the published documents selected. 

Hammersley (1992) believes internal validity is achieved by the attention given to plausibility and credibility. The document analysis included Ofsted publications conducted by register Her Majesty Inspectors (HMIs). Therefore, there was the assumption that the document was credible. Journal articles had credibility based on author reputation and professional position. Nonetheless in this case an element of 
bias could not be ruled out but the arguments presented were plausible to the overall trend of the data. As the documents were analysed for the same three lines of enquiry the plausibility of the findings had a greater depth of validity.  

The expert and professional interview sample all had the same questions asked and answers given were transcribed. The data collected from the interviews allowed triangulation and also the confirmability of the data LeCompte and Preissle (1993). For 
the Lambert and Standish interviews both were asked the same questions so opinions on both sides could be confirmed or refuted. To reduce bias each expert was interviewed separately, this increased the degree of validity and the credibility of the data collected. Onwuegbuzie and Leech (2006) identified that there are twelve threats to internal validly. One is applicable to this research; this is the threat of descriptive validity. Descriptive validity is the accuracy of the account given by the researcher. This research ensured that this threat was removed by recording all interviews and transcribing them. The interview was stored on a voice recorder, which, LeCompte and Preissle (1993) advise is a way internal validity can be 
addressed. The practitioner questionnaire was also stored and retrieved when needed. 

For the practitioner questionnaire the same questions were sent out as an electronic link to all geography departments. The same questions allowed practitioners’ to respond with their opinion and perspective. This helped ensure that data could be confirmed as common opinions and perspectives could be analysed through the received data, this then gave a degree of confidence in the data. There was a high 
degree of validity on the responses received but the motivation and opinion of practitioners’ was not ascertained and external factors outside of the questionnaire for example internal school politics or personal situations were not considered.  

LeCompte and Preissle (1993) also describe several kinds of validity, one such being the authenticity of the data. This research has reported the findings based on the data that was published, commented or said in a questionnaire. 

Lincoln and Guba (1985) believe external validity is the extent to which ‘generalisation’ and ‘transferability’ can be applied to a piece of research. The ‘expert’ sample represents the reviewed literature and is specific to the research questions. To a degree there is no generalisation to be made based on the ‘expert’ sample, however, only one expert on ‘knowledge’ was interviewed and, therefore, there is scope for generalisation to be made. The issue surrounding ‘typicality’ is referred to by Lincoln and Guba (1985) and others. The idea being that to what extent the data can translate into other groups and settings. As the questionnaire questions were fixed they could be answered by any geography practitioner in the country. If geography was replaced with another curriculum subject they could also be used to analyse other issues within curriculum subjects. By using the questions in other education clusters around the country then comparisons can be made to highlight regional differences.

Onwuegbuzie and Leech (2006) identify several threats to external validity. They refer to investigating validity, which is the extent to which the research represents the 
meanings and interpretations of the participants in the study. This validity was ensured in the research by recording, transcribing and analysing opinions and perspectives in accordance to the lines of enquiry. The Lambert, Standish, Brace and Kinder interview analysis addressed where there was agreement and where there was difference between them. Onwuegbuzie and Leech (2006) also refer to investigation validity which represents the ethical rigour and personality of the research affects the validity of the researcher. The ethical guidelines stated by BERA were followed, informed consent was received. Validity was maintained by the following of BERA guidelines.

Cohen, Manion and Morrison (2011) comment on the need to ensure validity is maintained at each stage of research which includes research design, data capture, data analysis and data reporting. 

Research Design
Validity was achieved by selecting the most suitable methodology for answering questions. This research used a mixed methods approach and employed three tools: document analysis, interview and questionnaires. The tools enabled data to be
 collected that was qualified and triangulated. An appropriate sample was selected this was based on the seminal authors in the literature and also serving geography teachers within a chosen population. These considerations ensured at the design stage there was validly in the intended data collection and outcomes.

Data Capture
Validity was achieved by following up individual schools within the population cluster to ensure geography practitioners’ participated; this was achieved by contacting individual departments with follow up emails, which were generic but focused on asking for participation. It removed non-respondent issues. All interviews were conducted on mutually agreed terms and in the place of work. Participants were contacted beforehand, and questions shown.

Data Analysis
I ensured validity as researcher because I did not personally know the practitioners’ within the questionnaire population; this reduced the halo effect and did not allow influential judgements to be made. All questionnaire responses were anonymous. All data was recorded, analysed and presented in ways suitable for showing findings.

Data Reporting
Agreement and disagreement data was included in interview analysis, ensuring both sides of the debate was represented. Practitioner comments were classified and included to show attitudes and understandings. As this research deals with qualitative data, there was no quantitative data to use and, therefore, technical errors were eliminated. Data was collected to answer the research questions before publication or dissemination.

Having considered validity, the next section will examine reliability and how the research ensured the findings were reliable. 
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This section examines the nature of reliability and how this research ensured reliability. 

Reliability in research refers to consistency and replicability over time, in relation to the methodological tools and the participants in the sample population. The two markers within reliability are precision and accuracy. Accuracy is linked to validity, which has been examined in the previous section. Precision gives rigour to any research and credibility to the researcher and research institute. If precision is ensured then the research can be replicated with different populations using the same tools and accurate results can be obtained. As this research is qualitative then the replicated data will show different attitudes but then those given can be triangulated with the original study populations. The expert sample would remain the same and so replicability is ensured. 

Lincoln and Guba (1985) disagree with the term ‘reliability’ and prefer to replace it with ‘credibility’ and ‘trustworthiness’. Trustworthiness gives ‘reliability’ to the research and the researcher. LeCompte and Preissle (1993) argue that the analytical constructs and premises that are used in research can achieve ‘reliability’ through replication. This was done in this research by the same document analysis framework being applied to each selected document, the same questions put to the expert sample and the same questionnaires used in the practitioner questionnaire. This consistency means that the document analysis can be applied to any document within the context of the research and that any geography practitioner can be surveyed. 

This research had to ensure reliability was established due to the nature of the methodological tools employed. Primarily this was focused around the face to face interviews. Interviews create a degree of bias and impact upon validity. Ball (1994) refers to the presence of ‘power play’ and the influence a higher status interviewee may have on low status researcher in interviews. This was relieved by a semi-structured interview approach, where the questions were already scheduled, and the participants knew what the interviewer wanted to find out. This was beneficial to keep interviews focused. 

Miller and Cannell (1997) believe that to elevate power play non-face-face to interviews can take place to strengthen reliability as participants may disclose 
information. This can be in the form of telephone interviews. Alan Kinder was interviewed over the phone because of his availability. The interview produced data and Kinder responded to the questions openly and freely. Walford (1994) explains that in order to ensure reliability and validity a researcher should be conversant in the subject matter that they are researching. Interviewers need to understand the subject content. This gives competency and trust in the interviewer. 

The literature review, the preliminary understanding of the Lambert Standish Debate and Hirst’s ‘forms of knowledge’ informed the questions for interview. Practitioner questions relating to what geography was as a subject were subjective and open to 
varied responses from practitioners’. As a researcher practitioner myself I had prior knowledge of geography. As I was not asking questions through interview there was no transference of researcher bias. Questions allowed for opinion and were not statements postulating an already preconceived answer. 

The data collected in this research is reliable based on the rigorous methodological tools employed; they can be replicated and applied to different population groups. The questionnaire design had open questions and no closed responses, it encouraged participants to be honest and share their opinion. As it was anonymous no practitioner could be identified. This increased the degree of openness and the received responses varied in length. 

The sample was representative of the population size. 40 schools were in the population sample and there were 29 returns. This gave a 72% return rate. Ideally 
100% but the response rate was higher after individual contact was made with each school geography department, rather than relying on the school reception to pass information on. This increased the ‘reliability’ of responses in the dataset. Hudson and Miller (1997) advocate follow up contact being made in order to encourage participation. Initial contact with school was through the school admin emails, but then personal contact to each geography department gave a higher response rate, it increased from 32% to 72%. The increased response rate increased the ‘reliability’ of the data collected. 

This section has exemplified the precautions taken within this research to ensure reliability and validity.

This methodology chapter has described the research framework that guided the data collection and analysis knowledge. The next chapters (Chapter 4 to 8) will present the data findings and the conclusions and recommendation
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In the next four chapters, the findings of the research will be presented. Each chapter will address a phase of the research. The four phases relate to the methodological tools employed to answer the research question. The phases are:
Phase 1: Document analysis.
Phase 2: Semi-structured interviews of experts.
Phase 3: Semi-structured interviews of practitioners’.
Phase 4: Survey of a closed population sample of practitioners’.
The initial context for this research was the emerging debate between knowledge and issues as discussed by Standish and Lambert. Within each phase of research, the lines of enquiry were to investigate the:
· Nature of geography as a curriculum subject;
· Inclusion of environmentalism and citizenship as concepts/issues in the curriculum;
· Emerging Standish/Lambert debate and the issue of knowledge;
· Views of serving geography practitioners’.
[bookmark: _msocom_1]The views of serving practitioners’ was only addressed in phase 3 and 4
The research set out to answer the following research questions:
1) How has geography developed from 1968 to the present day?
2) What are the philosophical understandings of geography as a ‘field of knowledge’? (Hirst 1974)
3) Is geography engulfed by environmentalism?
4) What are teachers and experts’ perspectives towards geography?
5) In the views of teachers and experts, what is the future of geography?
Each of the research questions created lines of enquiry, which were followed in order to answer the research questions. Within each document selected for analysis, the three lines of enquiry were examined, whereby direct references to the lines of enquiry, concerning environmentalism, field of knowledge and the value of geography were collected. By gathering the evidence and after triangulation the findings were used to answer the main research questions (see Chapter 1).
The lines of enquiry can be broken down into three main areas.
· Environmentalism inferences (EN)

This line of enquiry is an investigation into the issue of environmentalism and its replacing of traditional geography as suggested by Standish (2007, 2008)

· Geography and the field of knowledge (GfK)

This line of enquiry is an exploration of Knowledge and how geography is a ‘field of knowledge’ according to Hirst (1974)

· Value of geography (GV)

This line of enquiry is an investigation of evidence given on the value of geography as a subject. It is included as a response to the findings of subject inspection summary reports, which condemned geography provision and as an exploration of what geography is as a curriculum subject.

These lines of enquiry will have a common thread through the phases of the research and will contribute to establishing whether geography is a subject of controversy and has a place on the school curriculum. 
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All three lines of enquiry are addressed in this first phase. This was achieved by 
analysing eight selected documents, which varied in style from published articles to government reports. The documents were analysed to consider how they referred to the lines of enquiry and what impact this had on geography as a curriculum subject.  

Although all lines of enquiry were followed for each of the documents, some documents did not refer to one particular line of enquiry. This was because of the context of the document under analysis.  

Document Chronology
The documents for analysis were selected for a specific reason. In accounting for how the subject has changed since 1968, it was important to select documents that explored the Lambert/Standish debate, considered the perceived failing of the subject and addressed the case for its importance as a curriculum subject. 

[image: ]The upcoming findings will examine how the documents addressed the lines of enquiry and have historical relevance. The timeline below (see figure 4.1) presents a chronology of the selected documents combined with specific events that took place around publication. These help contextualise the research question as a whole and the individual research questions. A common thread throughout is the apparent rate of change and conflict the subject has undergone over time.Figure 4.0 Chronology relationships of selected documents for analysis

Numbers (D1-9) refer to all documents, and the corresponding analysis sheets can be found in Appendix B. The full list of documents can be found in Appendix B.
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This section examines ‘environmentalism’ and the concern expressed by Standish (2007, 2008) that as a subject traditional geography has been replaced with issue and value-based disciplines such as ‘environmentalism’. The findings explore the examination of the extent to which geography has been dogmatised by ‘environmentalism’.

Standish argues in against the replacement of ‘core knowledge’ with value-based concepts such as ‘citizenship’ or ‘environmentalism’. Alex Standish (2008) refers to Staltman (1990) and makes the point that although ‘citizenship’ and ‘environmentalism’ were not a discreet element of the subject, there was a clear role that geography could play in their delivery within the curriculum. Document 6 records:

American geographer – Joseph Staltman -1990 While citizenship has not been a major goal of geography education, the research and writing on citizenship support it should play a prominent role. (D6)

Arguably, there is a difference to ‘playing a role’ and a direct suggestion to teach it within the classroom. The National Curriculum Orders for geography only refer to environmentalism at KS3 in the following ways: 

KS3 only really links to Environmentalism. Environments relate to ‘physical geography’. (D1) 

Environmental regions in relation to North and South America. (D1)


The statement(s) imply that environmentalism is not a replacement but more an addition to the core knowledge of the curriculum orders. In this way, it refers to ‘environmentalism’ and ‘citizenship’ being disciplines.  

‘Environmentalism’ in this context considers the word environment to be, that which is constructed within a physical place, rather than an issue. The issue based ‘empathetic knowledge’ Standish (2008) argues against, does not appear explicitly in the current National Curriculum Programme of Study (2013). The Labour Government education agenda of 2000, under the then Education Secretary David Blunkett, saw the introduction of citizenship. It shows how an agenda can affect a curriculum. Geography was viewed, as one of the best subjects to deliver the discipline. There was a focus on ‘global citizenship’, which was perceived to fit the geography curriculum. 

The OFSTED geography inspection reports (2002/2003) established the link between environmentalism and fieldwork, with the emphasis on studying an actual environment. Fieldwork provision was a listed as a contributing factor to the failing of geography in schools. OFSTED records: 

Fieldwork – is a link to the outside classroom. Fieldwork is important. (D3)

Raising environmental issues to address environmental responsibility'. 'Participate in environmental stewardship'. Rich content for rights and responsibilities. (D3)

OFSTED subject reports imply that fieldwork can lead to environmental stewardship, which has a link to the discipline of environmentalism; nonetheless, there is only one reference to it in its report. It can be deduced that ‘environmentalism’ is an additional 
discipline to geography.

Furthermore, on reporting about geography lessons in primary school OFSTED (2005) published:
Aware of environmentalism issues Promote sustainability. HMI-Primary Inspections Local environments should be studied to develop pupil’s awareness and observational skills. (D2)

Partnerships between citizenship and geography can make geography relevant’. (D5) 

Considering these statements there is evidence to suggest environmentalism can add to the value of geography as a subject. Nonetheless, if geography is the study of the world then arguably it is the world and its features that make the subject worthwhile.
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This section examines evidence to suggest geography is a ‘field of knowledge’. Underpinning this examination is the ‘Lambert/Standish’ debate, which considers a division between knowledge and issues/values. The findings are used to examine the extent to which, as a curriculum subject, geography is a ‘field of knowledge’. 

Hirst’s (1974) philosophical papers on knowledge have formed the seminal literature source for this analysis. Hirst reports that the core purpose of a liberal education is the freeing of the mind in a pursuit of knowledge beyond that which the individual already has. This idea can be viewed in the following in D9: 

Liberal education is the pursuit of knowledge ‘significance of knowledge for the mind. (D9)

Education has a value for the person. Fulfilment of the mind and a freeing the mind. (D9)

The word ‘pursuit’ is important because it suggests that knowledge needs to be discovered, not just in geography but also across all subjects. Geography, like any other subject should allow students to discover new knowledge. In particular, for geography, discover knowledge about the world in which they live. 
Geography is a ‘field of knowledge’ as it draws upon various ‘forms of knowledge’ to explain and rationalise concepts and processes. This is jointly justified by academic experts such as Standish and Lambert.

Curriculum planning concerns the role and purpose of subjects and subject knowledge. (D4)

Geographical Association rejects a future where geography is defined as a list of facts. (D4)

Geography is not just a list of simple facts, which must be learnt. Neither is it an environment focused subject. There seems to be a divide between knowledge and skills. The concept of knowledge has been shown to be a contentious issue, where ‘expert’ and practitioner discourse and literature has tried to expound what constitutes geographical knowledge. 

National Curriculum orders (2013) refer to ‘core knowledge’ and what subject core knowledge should look like. It is important to remember that geography, as a school subject is not a core subject within a whole school curriculum. Three specific words are used within the national curriculum orders: ‘knowledge’, ‘understanding’, and ‘skills’. The document analysis identified the following:

It is important that young people learn about the world they live in and on. Not a resource for core knowledge - geography is conceptual, less specific, and more concerned with skills. There is a need to ensure that geography is a subject, which reflects the changing landscape and issues of the 21st century. (D9)

The evidence above highlights a philosophical divide between knowledge and skills, and links to the debate between Standish and Lambert. Lambert believes that geography is about values and attitudes and Standish argues for conceptual knowledge. 

Knowledge, Understanding, and Skills as a framework allows an individual to understand the world in which they live; this underpins the central purpose of the subject, which is for all students to understand the world in which they live, more than empathise with it. There is reference to geographical knowledge in curriculum orders with printed phrases such as 

Knowledge of places (section in programme). Locational knowledge, place knowledge, facts, and concepts. (D1) 

Nonetheless, the document analysis records a different view: 

Different conceptions of knowledge imply and encourage ideals of thinking, learning, teaching curriculum in geography. Disciplinary knowledge, Core knowledge and a long list of contents to be covered. (D7)

Strong support for NC achieving greater clarity over core and essential knowledge content of geography. 
Knowledge based/subject based curriculum. (D7)

As one document comments on the concept of knowledge

Knowledge - pupils should extend their knowledge. Geographical knowledge, understanding, and skills provide the framework to investigate the earth’s features. (D1) 

As one practitioner claims, the purpose of geography is to create ‘earth readers’, therefore, to be ‘readers’ there has to be a certain knowledge known and learnt. 

Core knowledge tells nothing about knowledge as a phenomenon
Disciplinary knowledge within the school curriculum, which can validate meaningful learning. (D7)

Young (2007) has refuted his original claim to remove knowledge from the curriculum and now advocates that knowledge is put back in. Young’s view can be illustrated below:  

Geography as a body of knowledge that contributes to education of young people is being undermined by the post-modern challenge. Geography has a body of knowledge. (D6)

Post-modernism has challenged a return to traditional knowledge and prefers a values and ideas approach (Standish 2009). If there is a return to traditional knowledge, then what knowledge does geography contribute to individuals? Moreover, how relevant is it? If the subject is to represent changes in the earth’s surface, it must address the causes of such changes. Standish (2007) comments, on the issue of the corrupted curriculum and that geography used to be about maps! He implies that knowledge has been replaced with something other than ‘conceptual’ knowledge.

In summary, from the document analysis so far it is clear that the knowledge issue is substantiated and needs further investigation, through the expert and practitioner sample interview and questionnaire. 
 
The document analysis raised one other issue worthy of examination. OFSTED inspection visit reports (2002/2003) imply that the weaknesses in the subject are relational to the use of non-specialist practitioners’. It implies that geography is a specialist subject and, therefore, contributes to specialist knowledge. Arguably, therefore, the use of non-specialists influences the quality of learning experience. Published in an inspection visit report the following was observed: 

Weaknesses in subject knowledge are linked to the use of non-specialists. Application of theoretical knowledge. Respond to questions with detailed factual knowledge. Technical subject knowledge. Some schools focus on acquisition of knowledge but not application of knowledge. (D3)

Lack of confidence to teach it and insufficient training to support them. 
What pupils should know about geography? (D5)

Not only is the nature of geography in controversy, but the way in which it is taught in the classroom. Her Majesty’s Inspector (HMI) David Bell reported that geography was failing in schools; and a contributing factor was practitioner delivery. With a lack of specialists and a lack of pedagogical understanding, a case can be made that these deficiencies led to subject controversy. This issue has to be addressed in the future if the subject is to be of worth and this can be illustrated by:

It follows, therefore, that schools need teachers with that specialist disciplinary knowledge who are subject specialists. Hirsch - ‘core knowledge’ and ‘cultural literacy’ knowledge according to relativism. Knowledge truth are no longer out there they are constructed and relative to particular culture, times, places. (D7)

If practitioners’ as subject specialists are given the freedom to teach how and what they like, it is arguable that practitioners’ create the curriculum and contribute to knowledge. This can be illustrated by the following example: 

In a Birmingham academy, geography department (2014) two geographers were talking about the curriculum model for KS3 and the topics to be taught. The geography teacher said to the Head of Department. If a geographical event happened and was in the news it should be taught in the class the next day, it is what makes geography real.

Management of risk appreciate diversity. Should geographers put the focus of the lesson to being the accumulation of knowledge or more on the application of concepts analysis? (D2)
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This section examines evidence to support the view that geography has value as curriculum subject. David Bell’s article in 2008 based on inspection visits in 2004/2005 condemned the subject and the Lambert/Standish Debate divides value based on knowledge vs issues. The findings are used to examine whether as a subject, geography has value, and what give the subject its value.

If geography is to have purpose and value, then it needs to be taught to a quality standard. The current OFSTED framework uses an index of 1-4, with 1 being outstanding and 4 being inadequate. What is taught needs to be relevant and knowledge rich in some way. The current government (2013-2018) agenda is learner-centred and focuses on quality first teaching.  

High quality geography education should invoke pupils a curiosity and fascination about the world and its people. (D1)

The phrase ‘high quality’ implies a reference to the failing of geography. The implication here is that without high quality teaching, there is no learning and no new knowledge. This refers to pedagogy rather than knowledge. Further inspection visit reports from OFSTED (2002/2003) state:

Fieldwork opportunities limited, and achievement of pupils continues to improve slowly. Best teaching develops geographical enquiry-lessons fail to inspire or make demands upon pupils. (D3)

Geography provision is improving, and the standard of teaching (pedagogy) in the classroom allows students to make progress. Results from primary inspections show that only 40% of geography lessons observed were graded ‘good’ (OFSTED 
2002/2003 Subject Inspection Report). This implies the importance of pedagogy and not subject content itself. Therefore, there has been a shift in emphasis; it is more about pedagogy than actual knowledge, which gives geography value as a subject. This would infer that geography is valued through the experience offered by teachers to the students in the classroom:
 
You cannot fail to be struck by the relevance of geography. A practical discipline. Important to learn about the world. (D5)

There have been reforms to the geography curriculum, and from September 2016 a change to GCSE and A Level specification content. Arguably, this is a reflection on the political ideology imposed at the time. In a study conducted by the Geographical Association, practitioners’ were surveyed on their opinion of the intended changes. Document 7 highlights:

Curriculum consultation – strong support for rigorous geography curriculum. Distinguishing curriculum from pedagogy, defining the school subject getting the details right. (D7)

Rigorous implies that practitioners’ want a precise curriculum that lays out key knowledge to be taught. Practitioners’ believe a clearly defined knowledge scheme from which to teach is important, in addition, they also felt that there was a need to strengthen pedagogy in the classroom to address the poor-quality lessons observed in the classroom. 

In addition to this focus on pedagogy, it has been inferred that the subject needed to inspire and invoke interest in students to be of educational value (Ofsted 2002/2003). The current curriculum orders give a degree of flexibility over what can be taught and with the 2016 Government’s announcement that by 2025 all schools to become academies, there is the implication that a national curriculum will no longer be relevant.

This education agenda can appear to throw the subject into more confusion. Further document analysis observed a view that the coalition government’s (2010-2017) curriculum policy as ‘absolutism’, where there was imposed control masked by a suggestion of flexibility. In contrast, Hopkins and Lambert (2013) would suggest that:

Constructivism: situation today regarding geography curriculum neo-liberal approach to education. (D7)

This confirms that geographical knowledge concerns itself with human experience and interaction with the world. This ‘constructivist’ theory would argue that knowledge is developed through the application of skills, rather than a ‘liberal education’ perspective as Hirst (1974) believed should be the case. If a subject is to be a discipline, then it needs knowledge and not skills. What is clear is that there are two main areas to consider in more detail; pedagogy and curriculum content (knowledge):

Geography has an intrinsic value as a subject (D6) – this encapsulates what most geographers think about the subject; in addition, geographers’ also note that geography has been subject to rapid change. (D6)
The ‘fluidity’ of the subject questions this intrinsic value. 
Geography has not experienced stability since 1998. (D8) 

Rawling (2001) states that from 1998:

Geography as a subject entered a period of continual change and it saw 'curriculum newcomers’ such as environmental studies. (D8)

Furthermore, Rawling reports that in the 1990s geography was not a frontline contributor to curriculum debates on citizenship. This is in opposition to Standish (2007) who believes that as a subject geography had been diluted by other 
curriculum disciplines such as ‘citizenship’ and ‘environmental studies’. The phrase 'newcomer’ used by Rawling states that the new additional disciplines were emerging but not fully integrated or even understood.

Rawling (2001) refers to perception, in that, how the subject is perceived by stakeholders (practitioners’, students and politicians), is what determines its success. Rawling writes:

 	Perception is important in determining the destiny of a discipline. (D8) 

Political policy can influence perception and as a result the status of the subject. It can be concluded that for any subject to have worth, it must have rigor and contribute to education. 

There were two statements highlighted in the document analysis which I believe emphasise the controversy of the subject and justifies why research into the nature of geography is critical in the current political agenda. These were:

Geography was an aphorism. (D4) 
Geography is a misunderstood subject. (D4)

Geography needs to be securely defined, so that it has rigour put back into the subject. This will enable it to be more than a list of facts, replaced by issue skills-based learning. The Geographical Association (2009) in its manifesto makes the case for geography as a discipline. For the subject to have value and fully understood it must be seen and referred to as a discipline. In addition to this, it must be delivered to a high quality, which challenges the view that geography is just what geographers do.  

In summary, the document analysis has drawn out some philosophical questions, which will be answered in the next phase of the research:


What does geographical knowledge look like?
What makes geography unique?
What is the division between knowledge and issues and values?
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This chapter examines the viewpoints of a sample of experts. They are split into three groups:

Group 1 David Lambert and Alex Standish: Academic experts.
Group 2 Steve Brace and Alan Kinder: Professional geographers.
Group 3 Michael Young: Sociologist and authority on knowledge.
[bookmark: _Toc526075715][bookmark: _Toc7792785]5.1 Academic Experts

In order to explore the ‘Standish/Lambert’ Debate further, David Lambert and Alex Standish were interviewed in July 2015. 

At the time of the interview, Alex Standish worked as a Senior Lecturer senior lecturer in geography education at University College London, Institute of Education, and a former teacher. At the institute, he leads the secondary geography Post-Graduate Certificate in Education and teaches on the MA in geography education. He contributed to the recent national curriculum/GCSE review for geography, and the London Curriculum and advises several London schools with respect to curriculum and teacher education. He previously taught at Western Connecticut State University and completed his PhD at Rutgers University, New Jersey. His research interests include teacher education, curriculum, epistemology, pedagogy, geography education, and global education.

Professor David Lambert was a comprehensive school geography teacher for 12 years becoming a Deputy Headteacher in 1985.  He joined the University College London, Institute of Education as a teacher educator, becoming Reader in Education in 1999. 




In 2002 he left the institute to become Chief Executive of the Geographical 
Association. From September 2007 David returned to the University College London, Institute of Education as Professor of Geography Education and it was in this role that David Lambert was interviewed. 

These interviews enabled an exploration and qualification of the position each expert had within the debate. The Venn diagram below outlines their common agreement and areas of difference.

Diagram 5.1 Venn diagram outlining Lambert/Standish debate
 Expert Sample Standish/Lambert
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Lambert and Standish’s Agreement
Unlike the radio interview (BBC 2002) which exposed the idea that Lambert and Standish were in opposition over the nature of geography as curriculum discipline, the semi-structured interviews carried out in this study did not present complete opposition. The agreement is demonstrated in the following opinions: 


Lambert: “Geographical knowledge has been undermined over the last 20 years… however, where we do share a view is that geographical knowledge, whatever we define that to be has been undermined in recent years”.  

Standish: “… the boundaries of geography have become quite blurred”.

From the opinions expressed by Lambert and Standish it appears that geographical knowledge and what constitutes as geographical knowledge is arguably none descriptive and is changeable.

Lambert and Standish agree and confirm Hirst’s view that geography is a ‘field of knowledge’.  The following is what they had to say:

Standish: “I would agree with the view that geography is a field of knowledge, it is not tightly defined for example biology or physics...where there is a clear subject matter and questions about interrogating that subject matter.” 

Lambert says: “I have no problem with geography being described as a field of knowledge......I think geography as a discipline is weakly framed...it is almost by definition interdisciplinary so in terms of a form of knowledge of course it is not”. 

By inferring that geography is interdisciplinary, there is an indication that as a subject it supports other subjects. Lambert acknowledges that it is weakly framed and as a result, does not have a concrete boundary in terms of its content. Therefore, geography can be perceived differently by those that teach it. 

Both Standish and Lambert agree that as a discipline, geography is a ‘field’ and not a ‘form of knowledge’. Despite their agreement, they argue, geography can be many things such as ‘global citizenship’ or ‘environmentalism’ and it can have a focus on issues or values. 

Standish: “Geography as subject still matters in the curriculum today as it gives you a sense of yourself on the planet.”

Lambert and Standish in their professional opinion acknowledge geography is an important curriculum subject. Confirming this:

Standish said: “Yes it matters .... geography gives you a sense of yourself in a planet”.  
Lambert said: “Of course it does...It is fundamental”.

Fundamental implies that Lambert considers geography crucial, important and central to the curriculum. 

Lambert also refers to the American cultural geographer Carl Sawyer saying:

 “If geography as a school subject ceased to exist geography would still exist”. 

Agreeing with Sawyer, Lambert has the understanding that geographical knowledge is established and cannot be changed or replaced, therefore, is quintessential in whatever format it appears within schools. In conclusion, the subject is important and remains a topical discourse in or outside the classroom. 

Lambert: “The debate over geography as a discipline continues.”

The Lambert/Standish debate is ongoing, and Standish acknowledges this by saying:

 “Yes there have been some changes in all areas of teaching geography and the debate continues”.

There are fundamental differences which mean the debate is not over.  Lambert said: 

“There is no pure geography, and that was my problem with Alex and his proposal and his attack. However, we share a view that geographical knowledge, whatever we define that to be has been undermined in recent years”. 

Lambert considers that both he and Standish have moved closer in their thinking, but Standish appears to be hesitant. 

Standish: “Only a geographer can be a geography teacher.”
 
Considering the question of teacher quality and geography Lambert commented: 

“To teach geography well you have to have a very good concept of geography and what is it for......if you want really good geography teachers then you need to have people who are intellectually engaged with the question of what they are teaching”. 

Lambert’s phrasing implies that geographical knowledge must be studied, and a potential teacher needs to understand what the subject is about. Intellectual infers that potential teachers have knowledge of geography. Nonetheless, it depends on the teacher’s experience of the subject, which forms an impression and can direct how they teach the subject. 

Therefore, there must be a passion for the subject for it to be engaged within in the classroom. In response to the work of Marsden (1997) Standish said:

“How can you separate the two, you need to be a geographer to teach geography......in response to your question are geographers ill trained because of the subject worth yes I do think there is some truth in that I think there has been a weak understanding of what geography is as a discipline”.

Lambert and Standish both concur that for geography to be powerful in the classroom, teachers entering the profession need to understand what geography is and how it seeks to deepen knowledge. In summary, Lambert and Standish both agree that there is a need to define the boundaries of what geography is as a subject and that as a subject geography has to have conceptual knowledge.

Standish and Lambert’s Disagreements

Having established the limited areas where Lambert and Standish agree, the analysis now considers the two opposing positions that they take. Standish argues for a regional approach to geography. He makes the claim that:

“We have a lot of physical geography being dressed up as human geography so flooding for example, instead of looking at a topic on rivers and really understanding the causes of flooding and so forth.  You put it into human context, so the physical geography is kind of dripped in but not really fully explored as an area of knowledge to understand so it leads people to come through a system over however many years where they have had very little physical geography.” 

Firstly, physical geographical knowledge is ‘pure knowledge’ and when this is not fundamental to what is taught, then for Standish, this is what is eroding the subject and replacing it with values and attitudes. Standish clarifies his appraisal of Lambert’s view of geography education:

“So there again that suggests that knowledge and disciplines of geography is not being valued but in fact again what is being learnt is being driven by perceived personal questions of daily social issues, climate change obviously”.

Lambert argues for a skills and issues-based approach to the teaching of geography:

“To me what that lacked was the sort of responsiveness to various issues and priorities and concerns which have helped shape the discipline.  Geography in Universities is not what it was forty years ago, disciplines change, and they are responsive to externalised debates and priorities and concerns.” 

Commenting on Standish’s position on the guidance for teachers National Curriculum, Lambert commented:

“His version, when he submitted his advice to the Government in 2011 for rewriting the National Curriculum, which the GA published on line (so it was all very public), did seem to throw back a version of geography which I kind of remember at school.  It is a pretty rigidly defined thematic course which is what he was arguing for.”

Therefore, geography knowledge must reflect the world in current time, and must be adapted to meet the current political educational ideology. This is not about knowledge but values and attitudes. This substantiates Standish’s claim that ‘core’ geographical knowledge has become irrelevant and obsolete. Standish believes that geography could disappear as a subject and replaced with an issue-based curriculum around concepts such as ‘sustainability’. Standish said:

“There is a danger that we could lose geography as a subject. Even in some Universities I can see some evidence that geography is being replaced by sustainability studies.”

Lambert argues that geography cannot be destroyed as a subject and there will always be something called ‘geography’ this is confirmed when he said:

“You cannot destroy geography as an idea it is just one of those fundamental ideas so there is always going to be geography and these days it is hard to avoid it. You only have to switch on the television whether its coasts or extreme weather or some sort of survival programme. It’s all there.”

Standish implies that he and Lambert are coming closer together in their thinking, as previously stated Standish said:

“In response to do I think David Lambert and I have we grown closer in our views – absolutely, yes there has been some changes in all areas of teaching geography and the debate continues”.

Lambert believes there is no movement towards agreement between himself and Standish in their debate and confirms this by saying:

 “There is no pure geography academic geography that exists and that was my problem with Alex and his proposal and his attack.”   

Lambert commented on the division between Standish and himself:

“He (Standish) seemed to be arguing for introducing, or reintroducing a stable, steady fixed state of geographical knowledge …It seemed to be very backward what he was saying, and he does argue to this day for regional geography”. 

Lambert also confirms that for him, geography cannot be reduced to rigid patterns and processes but must be issue based. Standish believes that geography is becoming more about issues and less scientific (implying the rigid patterns and processes and content approach, making sense of the surface of the earth). 

Standish said:
“Geography should not just be presenting certain points of view and that there is more to geography than these opinions and issues if you like, so I tried to emphasise that knowledge, and not that issues are part of that knowledge”.

On exploring the ‘debate’ further, Standish said:

“There is still some truth in this today that geography has become less interesting. I think it has become more about issues and maybe less scientific and it has moved away from trying to explain the surface of the earth”.

In summary, the academic experts have exemplified the debate, and explained that it can be seen as knowledge versus values. In addition, the evidence infers there is a need to have specialist teachers teaching the subject. Lambert and Standish both acknowledge that as a subject, geography is a ‘field of knowledge’ and for that reason, it has weak boundaries. 
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Alan Kinder Chief Executive Officer (CEO) of the Geographical Association (GA) and Steve Brace the education officer for the Royal Geographical Society (RGS) were part of the expert sample, exploring why geography is a subject of importance. 

Alan Kinder has had a variety of roles within geographical education: geography teacher, school and curriculum leader, field studies officer, local authority adviser, PGCE tutor and educational consultant. He has advised national government on
curriculum matters over many years and has had a significant influence on the content and structure of the national curriculum for geography. He was a national advisor for the implementation of the 2008 Key Stage3 curriculum in schools. In 2012, he joined the Department for Education’s (DfE’s) subject expert group to advise the Government on the 2014, National Curriculum and GCSE subject criteria for geography.

Steve Brace is the Head of Education and Outdoor learning at the Royal Geographical Society. He leads the team that writes and delivers the societies educational programmes which includes online resources and school liaison. Previously he was responsible for the Commonwealth Institute's education programme and for bringing together the work of its school team, exhibition department, and library and fundraising development department. He has a passion for geography and a desire to help promote greater access to, and interest in, the Society's fascinating collections of maps, pictures, books and artefacts relating to the history of geography and exploration.

It is worthwhile mentioning that the two professional organisations (Geographical Association and Royal Geographical Society) represent both geography practitioners’ and anyone interested in geography. They operate to support the teaching of geography and raise the profile of the subject in the political and academic arena.
The Geographical Association (GA) produced the Action Plan for geography and the Royal Geographical Society (RGS) produced lesson resources and a lecture series for schools to use. 

Kinder and Brace’s Agreements 

Both Kinder and Brace agree that geography is a worthy discipline. 

Kinder says: “The subject can be seen as a major part of the curriculum. Taking the curriculum as a landscape, geography can be seen as the geological underpinnings of the subject”. 

This is further elaborated by his view "geography provides the connectivity to how young people see the world." Steve Brace also advocates the importance of geography by saying:

“The case for geography is important in terms of the key processes and spatial awareness that is important with young people's education”. 

On the issue of geography being part of the school curriculum, Kinder said 

“Indeed geography does matter as a subject.... Geography works to facilitate and enable the young person’s mind to make sense of the world”. 

Making sense of the world is about having knowledge that explains patterns and processes, not values and attitudes.  The case for geography as a subject of worth is also shared by Brace: 

“Yes, how can you expect young people to understand their world not just from a geographical point of view or indeed chronologically through history unless you introduce them to ways of thinking”. 

For Brace, geography acts as a conduit to transmit knowledge; vital for living in the world. When asked whether he agrees with Standish’s position on geography, Alan Kinder said:
 
“Alex Standish's position on the knowledge aspect of geography is an important one....this is supported by Roger Firths (2015) work on what is classed as knowledge from a geographical perspective”. 


Likewise, Steve Brace comments on the issue of knowledge by saying: 

“I think that there is a real value in being clear that geography has a disciplinary approach and disciplinary area of knowledge whether in a field or form”.

It would seem that as a subject, geography is deemed a knowledge contributing discipline. Steve Brace also makes the case that Higher Education (HE) knowledge is not fixed and stimulates curiosity. For Brace, the fixed knowledge is deeply flawed and there is a “deep misunderstanding of what HE colleagues do”. 

In summary, the above two experts agree that geography is all about knowledge of the world. It is also an important part of the school curriculum and should remain. It helps develop a student’s knowledge beyond that of their everyday experience and helps understand patterns and processes. This is the fundamental function of the subject.  Kinder believes that Standish was right to argue that geography, as a subject is changing and what is deemed to be geographical knowledge needs to be established and agreed.

Despite agreeing that the discipline is a subject of worth, each organisation has its own priorities in making the case for geography.  The Geographical Association (GA) sees geography as very much skill based and the Royal Geographical Society (RGS) promotes an emphasis on knowledge.  The interviews highlight the concern for geography as a subject is rooted in its interdisciplinary boundaries or the lack of boundaries. The knowledge base of geography blurs the discreetness of the subject. It is for this reason the Lambert Standish debate is validated.

Both Brace and Kinder, speaking as professional geographers acknowledged that the Lambert/Standish debate was in existence but viewed it differently. Brace said:

“I think that it has been overplayed and I would give David real credit…he saw the work Alex was doing and invited Alex to 
speak at the Geography Association annual conference…. what Alex was talking about I thought was quite a thoughtful way of what geography was about as a subject”. 

The Royal Geographical Society (RGS) understands the debate to be professional discourse and opinion which was a thought-provoking stance and an important viewpoint to express. In regard to the debate, Kinder said:

“The debate is still there today…Geographers have a great passion for their subject and in one sense there is a level of campaigning for the concepts within geography. Alex Standish’s position on the knowledge aspect of geography is an important one”.

Representing the Geographical Association (GA), Alan Kinder makes the point that although the policy debate has subsided, there is currently a debate on the nature of geography and its purpose. This is tackled through journal article publications, whereas the Royal Geographical Society (RGS) provides lectures and resources to allow students and practitioners’ to widen their knowledge of geographical issues. One organisation questions the skills base, and the other sees the issue and knowledge concept as a priority. 

It can, therefore, be perceived that as a subject, geography is in a constant need to defend its position as a valuable subject. Rex Walford President of the Geography Association 1983-1984 commented:

“Those concerned with geographical education in the future face three challenges: the need to respond to curricular initiatives originating from outside geography; the need to improve geography's public image; and the need to integrate the community of geography teachers and academics for more effective action”.

This view is 34 years old but validates the ongoing debates that have not been resolved. Rex Walford’s perception is similar to perceptions examined in this study. A reason for this common perception is accounted for by an ongoing political agenda 
for education; the Gove (2013) education reforms and the 2016 curriculum changes to GCSE and A Level are examples of such an agenda. When considering the educational agenda and curriculum reform, Kinder identified three factors which he believed were challenges to the period of controversy:

· Primary geography teachers did not have access to resources and were limited in creating resources to make the Key Stage 1and2 a meaningful experience;
· Government education agenda impacting on the subject. The subject itself has no internal issues;
· The Geographical Association (GA) as a major stakeholder and professional body did not have a voice before 2001 which was strengthened in the appointment of its first Chief Executive Officer (CEO) David Lambert.

Brace states that the subject is challenged because:

· There are only subject experts delivering the subject at the GCSE and A Level
· Primary geography is delivered in such a way that Year 6 leave without any identifiable knowledge that they have studied geography. There is a misconception that the subject is hard at Key Stage 3- in the hand of specialists it is not as difficult as it is perceived to be.

There is some agreement between the two organisations, but clearly, for the Geographical Association (GA), the subject is in controversy because of a lack of advocacy. For the Royal Geographical Society (RGS), the controversy is underpinned by the way the subject is timetabled and delivered in the classroom.
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The research questions incorporate reference to Hirst’s ‘forms of knowledge’. The Lambert/Standish debate is underpinned by the influence of knowledge. Knowledge and the curriculum is an ongoing debate, and for this reason it was important to interview an ‘expert’ on knowledge. This section examines the importance of knowledge in the curriculum.

In order to investigate the perspectives of staff in yet another organisation, an Emeritus professor from a well-known higher education institution was interviewed. Professor Michael Young is Emeritus Professor of Education at the University College London, Institute of Education. After completing an MA at the University of Essex, he was appointed Lecturer in Sociology of Education at the Institute of Education. He is internationally known as a leading sociologist and educational thinker. His interests in post school education led to extensive research in the area of un-realised potential of sociology as a means to understanding education and the central importance of knowledge. His publications include Knowledge and Control (1971) and more recently Knowledge and the Future School (2014) in collaboration with David Lambert.
In this section an exploration of how Young understands Hirst’s (1974) ‘forms of knowledge’ is explored. 

When examining Hirst (1974) ‘forms of knowledge’ it can be seen Young recognizes that the classification ‘form ‘was abandoned by Hirst in the 1980s and replaced with social practices. 

“I have considerable sympathy with Hirst’s view, but it is like Future 1 from my point of view; it abstracts forms of knowledge from their social conditions of production”. 

It advocates a move away from the ‘form and field’ classification and proposes that knowledge was not confined to a set boundary but discovered through the social interaction. Whilst sympathizing with Hirst, Young states the term ‘form’ was no longer useful justifying knowledge in the curriculum, believing that ‘knowledge’ is more than a set of prescribed schemata in the classroom. In this context, knowledge is validated through the way in which it is produced and the context in which that production takes place. Knowledge is classified and accepted through experience in what Young now refers to as Future 1 knowledge: 

“What is universal about knowledge is how it is produced and validated”.

In this context, Young suggests that all knowledge is produced and validated in the same way. Therefore, within a subject, knowledge is universal because there is commonality within the textbook content. This common acceptance makes dissemination easier and common practice. What is not eluded to is, the knowledge base itself. Its means of production is universal, but the content of knowledge is not. This refers to the Bernsteinian distinction of disciplines and subjects.  

Universal knowledge is acceptable in subjects but not so in disciplines. Arguably, as new knowledge is discovered, it challenges the way in which it is disseminated, and, therefore, impacting upon a subject’s curricula. It is more than not being able to define a subject; it is a focus on where new knowledge can be best transmitted. Therefore, it is not a case of subjects being rejected, but giving much deeper consideration as to what the subject should transmit to challenge everyday understanding.

Young states “Disciplines are how we produce new knowledge and subjects are how we transmit knowledge”.
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Diagram 5.3 Venn diagram exploring the concept of Disciplines and Subjects

The distinction between a subject and a discipline is important when considering what geography is as a subject. Using the characteristics shown in the Venn diagram (on the previous page), the distinction between ‘subject’ and ‘discipline’ can be made for geography. In the context of geography, a discipline would reflect the regional geography approach. It is this focus that Standish argues should be the basis for geographical knowledge in the classroom. 

In reference to the term subject referred to by Young, subjects are used to provide a way to experience this body of knowledge in a formal setting. Thus, the nature of the school curriculum is to allow students to learn about a set discipline. In summary, subjects relate to teachers and pedagogy and disciplines refer to academic study.

This distinction is an important one when considering the Lambert/Standish debate. The concepts of ‘citizenship’ and ‘environmentalism’ are clearly disciplining which are delivered through the subject of geography. Arguably, it would appear that geography was designated as a subject that was best suited to deliver the disciplines
of ‘citizenship’ and ‘environmentalism’, more so than history, biology or social 
science. The addition of disciplines could, therefore, not dilute the subject, but be causational factors in changing the way geography as a subject is delivered and understood.

Young states: “Subjects are a tried and tested ways of enabling learners to acquire knowledge”.

The view above implies that subjects are vital for delivering knowledge and, therefore, are worthy. Whether learning is in the classroom or not, it affirms that subjects are worthy and, therefore, are important on a school curriculum. 

In summary, knowledge is powerful and important but it is the classification of that knowledge that impacts on the content and understanding of subjects. Disciplines have more complexity and, therefore, are pivotal in the direction a school subject takes. Geography is merely the medium through which different disciplines are delivered, based upon a judgement of best fit. Therefore, ‘forms of knowledge’ are merely disciplines and subjects are the ordered schemata through which the disciplines are learnt.
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This chapter presents phase 3 and 4 of the research methodology. After examining documents and experts’ views, the voice of serving practitioners’ was considered.  

The practitioners’ consisted of two groups:
Wave 1 Geography practitioners’ form with an academy chain network.
Wave 2 Geography practitioners’ from within the Staffordshire local authority.

The demographic profile of the practitioners’ included an age range 0f 24-40 for group 1 and 8 practitioners’ were initially interviewed. This was a representative sample of the secondary schools in the academy network.
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This section examines the understanding practitioners’ had about the forms of knowledge. To use the academic language of forms and fields may have confused practitioners’ and, therefore, simple non-jargon language was used. 

[bookmark: _Toc526075722]6.1.1 The aim of Geography

When asked why geography was important one practitioner said:

“Geography allows people to study a wide range of topics from around the world.”

Steve Rawlinson the elected President of the Geographical Association in 2016 discussed the concept of making connections, notably curriculum connections, and how as a subject, its nature is integrated at its core. In his presidential address at the annual conference for 2016, he stated:

“Geography is a subject that becomes a way of life - embrace it, and yours and the life of children and young people you teach will be richer because of it.”  

With references to personal geography, the case is being made that geography is important on a personal level as it seeks to integrate other subjects into it. Geography makes connections with other subjects within the curriculum, giving value to itself and the school curriculum as a whole. 

One practitioner said: “It is one of the few subjects which combine the arts and sciences to try and make sense of the world.”

The opinions of practitioners’ verify the supposition that geography, as a subject is a ‘field of knowledge’. The pure form of knowledge experienced in science and mathematics strengthens the knowledge that students bring to the geography as a subject. 

One practitioner said: “It is not a core subject.”

Arguably, in one practitioner’s view:

“You need everything to be knowledgeable at geography.” 

It infers that without the core subjects, geography would be poorly understood and not worthwhile. 

One practitioner said: “The application of knowledge and skills from every other subject in the school.” 

This comment justifies other views that the subject is important and acts as a platform for students to demonstrate their understanding of other subjects. Therefore, within the first wave of practitioners’, there is a belief that geography is a subject of application rather than pure knowledge. Geography allows students to demonstrate success in other subjects, yet its accountability is not always judged in this way. When I attended a Head of Department meeting in June 2016, discussing assessment, a lengthy discussion ensued over the use of the world ‘explain’ or ‘justify’ and whether the choice of word would impact upon student performance. This clearly identifies application and skill over content knowledge. A skill versus knowledge is an ongoing debate.

One practitioner said: “You need everything to be knowledgeable at geography.” 

It is important to engage learners and allow them to understand just how meaningful geography is as a subject. This meaningfulness is multiplied, when students draw upon knowledge learnt in other subjects. This comment highlights Hirst’s belief that geography is field and not a form of knowledge. Geography is not just an additional subject on the timetable, and instead demands specialist teachers with appropriate curriculum time and fieldwork opportunities.
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Wave 1 Practitioners’’ were asked whether they thought that environmentalism was an important part of geography. There was either support for its inclusion or a belief that it was not an important aspect of the subject. The data below was derived from the number of “yes” and “no” answers given.

	Environmentalism is  an important part of geography
	75% of responses

	Environmentalism is not an important part of geography
	15%  of responses



6.2 Table Wave 1 practitioners’’ opinion on environmentalism

The wave 1 Practitioners’’ are in opposition to Standish (2008) which can be illustrated by the following practitioners’’ comments: 
“It should form a part of it as it links to how the world is changing now –but that’s not what it should be about completely.”

“Climate change is important so more emphasis yes.”

Climate change is referred to and singled out as a concept that needs further emphasis placed upon it. This is a small part of environmentalism as a whole and, therefore, does not consider the complete discipline of ‘environmentalism’. These opinions acknowledge the importance of issue topics, but at the same time do not support the notion that the geography should solely focus on issue-based concepts. 

In comparison, one practitioner commented: 

“It is the only subject that teaches about it’ (Environmentalism) and “Yes, it is an important issue.” 

This infers that specific discipline knowledge should be taught, and geography is the subject through which to effectively teach this concept. Practitioners’ hold a strong opinion that ‘environmentalism’ and ‘citizenship’ should be part of the subject. This importance is based upon a shared opinion, that impacts of human actions within our world need to be realised and understood. This is summarised by one practitioner comment:

 “Yes, all students should be aware of how their actions affect the environment”.

In conclusion, it can be seen that geography is the best subject to deliver this disciplinary knowledge. It is necessary to consider the experiences and resulting knowledge of the practitioners’ themselves. As to assume a traditional geography, approach would be biased. If practitioners’ in early stages of their career had studied more modern geography, then this would skew their opinion. 

Dr Claire Brookes (2006) has explored the issue of teacher experience and knowledge in her interviews with teachers. In her research paper, she describes the tension between how teachers understand geography and the way they prefer to teach it.   
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This section examines the perception of value that practitioners’ have in regard to geography as a subject. 

One practitioner said: “Becoming increasingly popular and relevant to students”.

Practitioners’ see the subject as popular and relevant to students and, taking into consideration bias, they believe that students value it. The Royal Geography Society (RGS) conducted research into entry numbers in 2015 and has reported an increase in the number of student entries at GCSE level. This upward trend justifies the views of practitioners’ and students.
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Figure 6.3 Qualification entry numbers over time RGS/JCQ

The secondary data graph above (see Figure 6.3), produced by the Royal Geography Society (RGS) in conjunction with the Joint Council for Qualifications (JCQ) confirms the data from wave 1 practitioners’. The graph shows that after a period of decline the numbers of entries for GCSE, AS level and A Level have increased. 

Concerning what geography is as a subject.

One practitioner said: “Be classed as a science and not just an elective.”

This reference to science links to the work of Hirst and his ‘forms of knowledge’. Science was classified as a ‘form of knowledge’, whereas geography was likened to a field of knowledge. Arguably, geography plays an important part in educating students about what and how the world works. This specific knowledge is shown in the national curriculum programme of study (2013) for geography. 

If geography were classed as a science, it would be more valuable, because science is a ‘core subject’. Science for students is mandatory at GCSE level. The comment identifies that the study of geography is a choice by those that are interested in it. In comparison, despite being a subject marginalised by vocational and other subjects such as citizenship, the data from the graph indicates that A Level and GCSE numbers have increased. 

One practitioner said:  “Perhaps geography can be hard to define- to catch all with different opinions on what it should be.” 

This is the first acknowledgement that the subject is hard to define. The practitioner believes that the subject is open to much opinion, especially in the political arena. Different opinions imply there is a widening acceptance of the subject and for clarity, there needs to be a consensus on what geography is and what its place is in the curriculum. When this consensus is established, the gap highlighted by the Standish/Lambert debate can be bridged.

One practitioner said: “Make it current- make it about current affairs.”

Practitioners’ want the flexibility to change the content of the subject in schools and teach current events. A degree of adaptability is necessary in order to accommodate a changing world. The curriculum has been prescriptive with every curriculum rewrite since the 1980s and by having a structure at times; there can be restrictions to what is taught in the classroom. This becomes increasingly inconsistent with more and more schools becoming academies because there is even less control over the taught geographical knowledge. 

One practitioner said: “Resources that teach pupils about their sense of place in the world.” 

The Geographical Association (GA) and Royal Geographical society (RGS) have undertaken projects to develop resources at Key Stage 3, Key Stage 4 and Key Stage 5. The Royal Geographical Society (RGS) produce an annual lecture series and school resources, which can be downloaded from its website (www.rgs.org).  The Geographical Association in its Teaching Geography publication provide book reviews and articles which illustrate new initiatives in the classroom. The Geographical Association (GA) also have a variety of publications to support the teaching of geography. A full list can be found on its website (www.geography.org). These initiatives are provided to assist practitioner delivery and support student learning in the classroom. 

There are many research opportunities posted online independent of The Geographical Association (GA) and Royal Geographical Society (RGS) by independent education research groups to enlist the help and advice of practitioners’ in regard new textbook content. One example is school zone; this is a company that sends out electronic requests, for practitioner involvement in research projects. These projects vary in nature but include consultation on geography textbooks or the use of electronic software. Publishers want to ensure they produce useful resources to meet the requirements of the new GCSE and A level specifications.

One practitioner said: “Include fieldwork on a more regular basis, hands on practical experience of geography is essential to the survival of the subject.”

Firstly, there is the opinion of all wave 1 practitioners’ (8) that geography is a practical subject. It demands that students are provided with live experiences because this engages students and increases uptake at the different levels of study. If the subject is practical, the opportunities must be planned for in the curriculum (Key Stage 2- Key Stage 4). This is problematic when time is not always provided in Key Stage 2. 

Fieldwork experiences at an early key stage helps students to develop skills, of which they will apply at higher levels of study e.g. GCSE. In the Geography Associations manifesto A Different View, it states:

Fieldwork: that is learning directly in the untidy real world outside the classroom. Is an essential component of geography education. There is no substitute for ‘real-world’ learning. (GA 2009)

Fieldwork contributes to making the subject interesting and without it; it would seem there is a question regarding the subject’s survival. Practitioners’ must ensure that fieldwork can take place. GCSE reforms now direct students to undertake fieldwork but not to write it up. The issue of fieldwork needs further investigation and was addressed in the follow up practitioner interviews in wave 2.

On the issue of curriculum time for geography, practitioners’ were asked to comment how much they were allocated for the teaching of geography. If a subject is valued then it will be given adequate time. 

One practitioner commented: “3 hours per week at Key Stage 3 3 as well as 3 hours per week at KS4 and at least 5 at Key Stage 5.”

In a Birmingham Academy, the curriculum model was changed to allow enrichment activities over subject time. Geography was reduced from 2 hours to 1 hour per week for Year 7. A challenge for any subject is the amount of time allocated to the curriculum model; it can be argued that knowledge development can be disjointed if there is poor time provision, as there is breadth, but no depth in learning.

Geography as with other humanities subjects have always had less time provided compared with the core subjects, which have at least 5 hours per week. With the Ebacc (English Baccalaureate) now being used as a school accountability measure, it is suggested that more time should to be given to the Humanities and Language subjects. 

The Progress 8 accountability measure (including English and Mathematics), which is now used to judge the performance of schools, measures the amount progress  students make between Key Stage 2 and Key Stage 4. The expected progress is zero and anything above zero is exceptional performance. It partly explains why ‘core’ subjects have the most allocation of curriculum time. The Ebacc gives geography a benefit to the school curriculum but puts practitioners’ under pressure to achieve results in less time.

One practitioner said: “More specialist teachers.” 

This comment confirms OFSTED inspection’s reports (2002/2003) and Kinder’s (2013) belief that a shortage of geography specialists in secondary schools exists. Primary practitioners’ are often focusing on core subject provision rather than subjects like geography and history. 


[image: ]

Figure 6.3 Geography ITE recruitment 2008–15.
Source: NCTL/DfE trainee number census 2014–15.

The data shown above (see Figure 6.3), published in a report commissioned by the Geographical Association (GA) in 2015 shows that the targets for initial teacher education in geography have started to decline since 2012. If geography specialists are not recruited, then the number of specialist teachers in classrooms will reduce. This results in a pedagogical and knowledge crisis and explains the conclusion reached by OFSTED in subject inspection reports that the quality of teaching is poor. 

Wave 1 practitioner opinion and research by professional bodies, indicates that there is a demand to see more specialist teaching in geography. Further clarification in wave 2 needs to investigate why there is a shortage of specialist teachers in geography. 

It is common in many schools that at Key Stage 3, many non-specialists will deliver the subject. When a student enters Key Stage 4, it is at this point that they will experience a specialist geography practitioner. In addition, the opportunities for future geography teacher training are diminishing because of a lack of provision. Ultimately, without specialist geography teachers, the engagement and quality of delivery will be questionable, and this highlights a lack of value on the subject. 

The graph overleaf (see Figure 6.4), sourced from the same Geographical Association (GA) report  highlights just how small the size of geography initial teacher training cohorts are.  A limitation to the inclusion of the data in this research is that it only reflects one year. It raises concern that graduates do not want to train to become geography teachers. This confirms the view of wave 1 practitioners’.
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Figure 6.4: Geography cohorts by type of ITE provider, 2015–16.
Source: Provisional ITE allocations for the 2015–16 Academic Year (13 October 2014).

One practitioner said: “Great teaching, passionate teachers, and relevant content.”

This comment could relate to any subject. As for any subject to be worthwhile, the teachers delivering it need to be passionate about what they are teaching, believe in their lesson and make learning engaging. Without this rigour, learning is both dull and superficial. Like any subject, its success depends upon the quality at classroom level. If teachers are passionate then this facilitates high levels of engagement and learning. 

Wave 1 practitioners’’ interviews have highlighted some lines of enquiry that both validate the document analysis and refer to the literature review. There are specific lines of enquiry that are now addressed within the final phase of research, with a questionnaire survey of practitioners’. The lines of enquiry are:
1) Why is there a geography teacher recruitment issue? 
2) What makes geography unique as a school subject?
3) Why is fieldwork important?
4) [bookmark: _Toc526075725]Why is curriculum time less for geography
[bookmark: _Toc7792794]Chapter 7
[bookmark: _Toc526075726][bookmark: _Toc7792795]Research Findings of the Survey:
[bookmark: _Toc526075727][bookmark: _Toc7792796]Practitioners’’ Perspectives

This section examines the responses of wave 2 practitioners’. These practitioners’ were from a closed population group within Staffordshire. They represent the viewpoints from 40 schools. 29 responses were received back via the electronic google doc form. The demographic of the population sample had an age range between 22 and 60; the gender of respondents is unknown. There were responses from academy and state schools. From the initial practitioner survey, a follow up electronic questionnaire survey was done to investigate the ideas from the original practitioner interviews (Chapter 6).
[bookmark: _Toc526075728][bookmark: _Toc7792797]7.1 Geography as a subject

This section examines practitioners’ understanding of what geography is, as a subject.

When asked to select the best definition for geography, the respondents identified that as a subject it was:
	Knowledge and Skills
	14 responses

	Values and Attitudes
	6 responses

	Mixed
	7 responses



Table 7.1: To show how practitioners’ classify geography as a subject.

The table above (Table 7.1) shows that although knowledge and skills was seen as a strong theme, it is not clear cut as to what practitioners’ understand the subject to be. This could affect what content is selected to be taught especially at Key Stage 3. 

See Table 7.12 overleaf which gives a breakdown of the comments that were recorded by practitioners’, which have been classified into the following headings:
· Knowledge;
· Values/Attitudes;
· Mixed.

	Knowledge Based
	Values/Attitudes
	Mixed

	Discovering the world and us
The study of the earth
Human and Physical Interactions
Human and Physical Factors
Natural landscapes and cultures
Investigating the world around us
Study of the world
Understand how the planet works
Physical, human and environmental interaction
Understanding physical processes
How the world works
Multifaceted topic
Physical processes shaping the land.
How the physical world operates
Your place in the world.
People place and environment
	Study of people and the environment through critical thinking and creative exploration

Increasing globalised society
Always changing

Opportunity to engage in issues

Subject to get students to think
Enquiry, real world, analytical
	Science, English and Maths

Balance of what we know and where we are going

Geography is everything



Table 7.12 Classification of Practitioner responses what is geography?

Twenty practitioners’ believe that the core function of geography is to facilitate the understanding of the physical and human world and explain the processes that operate within it. All of the practitioner responses inferred that the subject is a medium to allow students to explore the world and make sense of what goes on 
within it. This is illustrated by:

 One practitioner’s response was “understand how the world works”.

This is a clear link to the disciplines of human, physical and environment. There is very little acknowledgement of issues and values. Geography is viewed as a subject that concerns itself with knowledge rather than issues. Standish’s belief is validated by the practitioner viewpoints, but Lambert’s view is not commented on. It is a knowledge dominant perspective and one that underpins the more ‘traditional’ understanding of what geography as a subject is and confirms the opinion that modern geography students are ‘earth readers’. 

One comment suggested that geography was a combination of English, Mathematics, and Science. This isolated viewpoint identifies that geography is a ‘field of knowledge’ more than a ‘form of knowledge’. 

The Lambert (2015 interview) highlighted a skills focus but it is not a common strand to practitioners’’ understanding. Only in some cases is the subject explained as transferable skills and creative thinking. Arguably, any curriculum subject should foster these attributes in students. Nonetheless, students cannot acquire critical thinking without first acquiring knowledge, which is beyond their own experience. This acknowledges Young’s (2007) position in explaining the importance of knowledge and the call for knowledge to be put back into the curriculum. 
 
Overall, all practitioners’ believe that geography is a subject that deals with processes, patterns and an attempt to understand how the world works. Therefore, the geography taught with in the classroom should explore such relationships.
[bookmark: _Toc526075729][bookmark: _Toc7792798]7.2 How does geography differ from other curriculum subjects?

When considering how geography is different as a curriculum subject in comparison to other subjects, the data showed (see Table 7.2.1), there was no clear common comparative reason given. 

	Bridges the gap between subjects
	5 responses

	Skills based
	5 responses

	It isn’t different
	3 responses

	Issued Based
	3 responses

	Other
	11 responses







Table 7.2.1: What makes Geography different to other subjects?
Two themes were quite dominant these were:
· Bridging the Gap;
· Skills.
This gives the understanding that practitioners’ see geography as a way to embed understanding learnt within the core subjects, and that it teaches skills to use in the core subjects. Geography is a subject that can strengthen the core curriculum and allow students to make progress. It is not the ‘content’ that matters anymore; it is the skills that are taught to make the core subjects stronger. Geography’s purpose in the school curriculum is to develop skills not knowledge.

See Table 7.22 below, which gives a breakdown of the comments given by the practitioners’ classified into two groups:
· Knowledge
· Skills/Issues


	Knowledge
	Skills/Issues

	Lots of physical features
Discipline of synthesis 
Makes sense of the world around us
Very current and topical
Its current and applicable
The glue that links subjects
Its relevant to everything
It bridges human and science disciplines
Full of variety
Student experience learning about the world
Relatable to the surroundings
Marginalised
	Only subject that is cross curricular
Opinion based
Controversial
Transferable skills
Teaches about interdependence
Embraces a wide range of skills



Table 7.2.2 Knowledge vs Skills Response classification

There are many reasons given by practitioners’, the most common occurring reasons are given below: 

· Cross curricular subject – a discipline of synthesis;
· Marginalisation as a subject;
· Skills focused;
· Current and topical.
Geography as subject draws on other subjects:

One practitioner response was “is a discipline of synthesis.” 

As a subject, it enables students to apply other knowledge from other subjects and draws it all together. Rather than introduce new skills, it provides an opportunity to develop established skills from other subjects. This, therefore, enhances other subjects on the school curriculum. 
It could be argued that, geography is seemingly worthwhile to the curriculum. It concedes the view that there is little contribution to knowledge. Why have a subject that only repeats other skills from other subjects? 

One practitioner responded with “Geography content had been replicated by Science.” 

The perceived competition between science and geography can be seen at all levels, especially with limited time in Key Stage 3 and then in Higher Education (HE) Geography degree qualifications are now included in Bachelor of Science (BSC) classifications. It is not accepted as a discreet discipline but rather an additional form of study. 

Geography being a marginalised subject has been alluded to already in this analysis. Geography is not a priority when it comes to other subjects especially the core subjects. The English Baccalaureate (Ebacc) has gone some way to ensure that students study a humanities subject; arguably, schools are only doing this to ensure high progress 8 scores. 

The skills focus is identified again. Curriculum subjects all provide opportunities to develop skills, whether it being able to calculate energy loss in a chemical equation or to solve a quadratic equation. Geography as a subject is no different, but as a synthesis of other subjects, the boundaries of the discipline are certainly blurred. GCSE and A Level courses now demand that students can carry out statistical calculations and interpret graphs. Until there is a clear definition, practitioners’ will continue to see it as a subject that is skills based and teach it as such. 

A more positive acknowledgement is that due to its topicality and up-to-date nature, geography is different from other curriculum subjects. If all practitioners’ maintained this view of the subject then it will remain an important subject on the curriculum. Practitioners’ acknowledge that geography is about the world and its processes, more than skills and lifelong development. This justifies Hirst’s belief that geography was a ‘field of knowledge’. Geography is a subject combining many disciplines, whereas subjects such as Mathematics are classed as ‘forms of knowledge’, independent, fixed, and vertically structured. 

[bookmark: _Toc526075730][bookmark: _Toc7792799]7.3 Why is geography important?

Practitioners’ were asked why geography was an important subject. This was included in the research to help explore the value of the subject, triangulate the viewpoints expressed by the ‘expert’ and wave 1 practitioners’. See table 7.31 overleaf, which classifies the practitioners’ reasoning.


	Knowledge and Skills
	14 responses

	Values and Attitudes
	3 responses

	Mixed
	0 responses

	Other
	3 responses



7.31 Table to show why is geography important as a school subject

A clear common strand was that of knowledge and skills. Values and attitudes were seen less as the reason for its importance.  The table below (see Table 7.3.2) shows a breakdown of the comments received by practitioners’ classified into three main headings:

· Knowledge;
· Skills;
· Values and Issues.

	Knowledge based
	Skills 
	Values and Issues

	“It has its place”

Explain the world as it is

Develop an interest in the world. Give students a sense of place.

Give students real life experiences
Most important subject- relevant and dynamic

Bridges cultures
Raise awareness of the world

Wider understanding of the world

Applicable in everyday life
How the people and environment interact

Vital content about how the world around us works.
	Lifelong skills

Interpretative and enquiry-based skills

Cross curricular links
Wide range of skills
Transferable skills

Moulds a way of thinking

It develops many life skills important to a child’s education
Skills based

Develop a skill set
Encompasses maths
	Active a s a global citizen

Creates well rounded students
Encourages leadership and teamwork skills
Current and important changes to the world




Table 7.3.2 Why is geography important as a school subject classified reasons

In a school curriculum, subject content is based upon its importance to the wider goals set out by the political arena. During the coalition government, Gove advocated a removal of climate change from the curriculum. Whether political rhetoric or not, it raises the question of what is deemed an appropriate content within the subject itself. At the macro level, it is important to gauge why the subject is important in the wider curriculum and education agenda. One of the trends documented is the need to understand the world in which we live, and to appreciate how the world operates (processes, space, and place). These were the concepts that were included in the curriculum rewrite in the noughties.

The understanding of the world is pivotal in explaining why the subject is important. In a Lambertian twist, practitioners’ see the subject as important because it teaches lifelong learning skill sets and produces well-rounded students. This bears an ilk of Blunkett’s (2000) citizenship initiative, which the Labour Government invested heavily in at the time. Being a ‘global citizen’ is directly linked to the Lambertian claim about what geography should be about. 

The ‘Lambert/Standish’ debate is referred to when considering what geography means as a curriculum subject to practitioners’. When trying to establish the importance of the subject, the skills element cannot be ignored. Whilst knowledge is central to what geography is, as a subject, it is important because it allows skills to be developed. Whilst practitioners’ understand the subject to be world focused, they also see it as essential because it upskills students. The importance acknowledged here, unites both Standish and Lambert, where knowledge justifies skill development and the boundaries argued for become intertwined. 
[bookmark: _Toc526075731][bookmark: _Toc7792800]7.4 Curriculum provision for the subject:  Why does it get less time on the timetable?

When asked why it was thought the subject is allocated less time than other subjects on the school timetable, there were a significant number (17) responses which referred to one causational factor - the importance of the core subjects (see Table 7.41 below). 

	Core Subjects
	17 responses

	Targets Accountability
	1 response

	Other
	5 responses



7.41Table to show reasons for curriculum time allocation

English, Mathematics, and Science take priority when looking at curriculum time. The perception and acknowledgement that geography is not a ‘core’ subject is contentious.
 
One practitioner commented: “That there was no reduction in time given to geography, because the Senior Leadership Team (SLT) had a geography practitioner on it.”

Other reasons offered by the survey respondents include: 
· Progress 8 measures- Government expectations;
· Politics;
· English Maths Results;
· Science took some of the geography content;
· Core subjects as a pure form of knowledge;
· SLT does not understand the importance of the subject;
· It does not, but there is pressure for performance in English and Maths.
The issue of specialist teachers has already been discussed in the wave 1 practitioner interviews analysis. Despite wave 2 practitioner viewpoints, research conducted by Department of Education in 2012 found the following: 
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[bookmark: _Toc525989506][bookmark: _Toc526074953][bookmark: _Toc526075732][bookmark: _Toc526078957][bookmark: _Toc526079446][bookmark: _Toc526101428][bookmark: _Toc526103732][bookmark: _Toc7792558][bookmark: _Toc7792682][bookmark: _Toc7792801]Table 7.42 Teaching Hours for Subjects DfE 2012



[bookmark: _Toc525989507][bookmark: _Toc526074954][bookmark: _Toc526075733][bookmark: _Toc526078958][bookmark: _Toc526079447][bookmark: _Toc526101429][bookmark: _Toc526103733][bookmark: _Toc7792802]The table above (see Table 7.4.2) shows that the hours taught for GCSE had actually increased between 2010 and 2011 by 4800 hours. This secondary research concludes there is not a reduction in time allocation, but the primary research data conducted in 2017 has inferred the time has been reduced. 

Practitioners’, with or without subject bias believe that geography is an important 
subject on the school curriculum. Whether that be for its skills focus or because it adds to a student’s own knowledge is unknown. Where there is unity, is the opinion that, as a subject discipline, geography gets far less curriculum time.

I can concur with the practitioners’’ viewpoints, because in my own experience, as a researcher practitioner I have seen subject time reduce over the last 16 years. For example, in a Multi Academy Trust, the curriculum model for 2018-2019 will reduce 
GCSE Geography from 5 hours over two weeks, to 4 hours over two weeks for Years 10 and 11. Year 9 will retain 5 hours per week. Year 7 will have 2 hours every two weeks and Year 8 will retain 3 hours over two weeks. English and Mathematics will increase curriculum time to 8 hours over two weeks. This is contrary to what the 2012 statistics shown in table 7.42 indicate.

The current education agenda focuses on progress and the new progress 8 measures puts pressure on schools to achieve expected valued added figures. Further research needs to be undertaken to investigate the type of curriculum models schools employ and the reasons for it. Arguably, accountability has taken the enjoyment out of the classroom and schools are now merely exam factories, despite examination boards claiming specifications are more knowledge based than skills based. Until education becomes knowledge based again, there will always be pressure on non-core subjects within the school curriculum.
[bookmark: _Toc525989508][bookmark: _Toc526075734][bookmark: _Toc7792803]7.5 Recruitment issues- why is it so difficult to recruit geography teachers?

When asked why they believed it is difficult to recruit geography teachers, respondents chose the following (see Table 7.5.1 below)


	Stress/Demand of the job
	8 responses

	Not Well paid
	2 responses

	Geography degrees
	3 responses

	Industry preferred
	4 responses

	Perception of Teaching
	3 responses

	Not enough trained teachers
	3 responses

	No recruitment crisis
	1 response

	Environmental degrees not geography degrees
	1 response











7.5.1 Table to show reasons for lack of specialist recruitment

Clearly, the most common reason is the demand and stresses of entering the teaching profession. The teaching profession has seen change over time due to a change in political administration. Accountability and the additional workloads have seen many teachers leave the profession. Coincidentally, this is an issue for education and not specifically for geography. The main reason for a lack of geography teachers is the role industry plays. Geography graduates can earn more money in Industry and tend to want to work in this sector of employment rather than entering teaching.

A summary of the reasons given from the 29 responses for lack of recruitment are shown below:

· Not seen as a specialist subject;
· Different career path;
· Lack of University PGCE courses;
· Less people studying pure geography degrees;
· Geography graduates can earn more money in teaching jobs.
It would seem there is a passion for the subject and that practitioners’ believe the subject has importance. Therefore, it has worth as a curriculum subject, but there is an issue with teacher recruitment. 

Since January 2003, when the government signed a national agreement with teacher unions to work towards wellbeing and work life balance, there has been increased attention given to reducing the stress placed upon teachers. In 2001, the then Secretary of State for Education Estelle Morris wrote a paper entitled Professionalism and Trust – The Future of Teachers and Teaching, where despite laying out plans for the future of teaching, in her introduction she said ‘many teachers say they feel themselves stretched almost to breaking point’. (Morris 2001:1) 

Seventeen years later, this statement is still true. 27% of the responses from Wave 2 practitioner questionnaire indicated that there is a lack of teacher recruitment because of the stress of the profession. 

Considering the issue of geography being a specialist subject, and the perception that geography is a subject that can be taught by any practitioner; Young (2007) once advocated removing knowledge from the curriculum, but now has reviewed his position and views knowledge as a core importance in education. Geography has knowledge to offer and as such is a specialist subject.

Lastly, there is an acknowledgement that there are not enough geography PGCE courses on offer. The current model of teacher training involves direct school contact and deemed ‘on the job training’- there is not a need for PGCE (Post Graduate Certificate of Education) qualifications. If teachers do not get qualifications they cannot teach, and with a lack of pure geography degrees, there are fewer opportunities to become geography practitioners’.

The subject has a practitioner shortage and the shortfall compensated with non-specialist practitioners’. Writing in the Times Higher Education Supplement, Alan Kinder expressed his opinion that there is:

Growing concern right across education about whether the system we now have in place is securing sufficient numbers of qualified teachers to do the job that is required. (Kinder 2015)

This concern is based on research that was undertook by the Geographical Association (GA) and published in its Initial Teacher Education report 2015. Kinder also acknowledged that the Geographical Association (GA) had concerns about subject specific knowledge, and pedagogy that was developed in training. Confirming this, he reported that ‘the amount of subject-specialist input is very variable’. (Kinder 2015)
[bookmark: _Toc526075735][bookmark: _Toc7792804]7.6 Fieldwork importance

Geography fieldwork is important as it teaches practical skills and can show geography in action as well as facilitating learning. Rickinson et al advocate that:

Substantial evidence exists to indicate that fieldwork, properly conceived, adequately planned, well taught, and effectively followed up, offers learners’ opportunities to develop their knowledge and skills in ways that add value to their everyday experiences in the classroom. (Rickinson et al. 2004)   

Lambert and Reiss published an article justifying the place and importance of fieldwork in both geography and the sciences. They endorse the work of the Geographical Association (GA) and Royal Geographical Society (RGS) by stating:

The Geographical Association’s ‘manifesto’ for geography in schools , together with the Royal Geographical Society’s long standing and unwavering support for fieldwork, leaves us in no doubt that learning in the ‘real world’ is thought to be absolutely essential, contributing particular qualities that run through geography’s identity as a subject discipline. (Lambert and Reiss 2014)

Herrick (2010) makes the case that despite the threats fieldwork faces, it remains an important aspect of geography. The Quality Assurance Agency further supports this for Higher Education (QAA), its benchmark statement for Geography states that ‘an essential and characteristic aspect of geography is the role of fieldwork and other forms of experiential learning in the development of knowledge and understanding’. (QAA, 2014)

Therefore, fieldwork is both important and essential for understanding geography. The questionnaire asked practitioners’ their opinion on fieldwork; all 29 participant 
responses gave a consensus. There was a justification given that fieldwork is important to geography and that it allows theory (knowledge) to be applied in practice.

[bookmark: _Toc526075736]Wave 2 Practitioner summary

Practitioners’ view geography as a subject that is concerned with physical and human processes and interactions. An outcome of studying the subject is that it can teach students valuable lifelong skills. The skills make the subject different from other curriculum subjects. Fieldwork is an essential element of the subject, as it allows students to see theory in a practical way and understand the world around them. 
Geography is marginalised due to progress 8 measures and the pressure on core subjects to perform. Geography as a subject is not understood and is being delivered by non-specialist teachers. The School Workforce in England: November 2017 census report identifies that in 2017, 66.7% of geography teachers had a post A Level qualification, which was an increase of 0.5. Yet the numbers of hours of geography taught by a qualified specialist had reduced by 0.3. (See table 7.6 below) 
[image: ]Table 7.6 Workforce Census Data: Qualifications and Taught hours.


[bookmark: _Toc525989511][bookmark: _Toc526075737]It was reported in The Independent (2016) that The Association of School and College Leaders (ASCL) conducted a survey of its members. In relation to the use of non-specialists, 595 responses indicated that non-specialists taught subjects. This was based on a total number of 885 members. This data supports the views of practitioners’’ and supports the fact geography is surrounded by controversy










[bookmark: _Toc7792805]Chapter 8:
[bookmark: _Toc526075738][bookmark: _Toc7792806]Conclusions and recommendations
 
This chapter will summarise the findings, consider various recommendations, identify the limitations of this study, and recommend possible avenues for further research. 
[bookmark: _Toc526075739][bookmark: _Toc7792807]8.0 Is Geography Worthwhile?

The analysed documents along with the sample of experts, and practitioners’ in this study believed that geography is worthwhile. It is an important subject, and it contributes to knowledge beyond the individual’s own experience. Experts and practitioners’ both agree that as a subject value is endorsed when the subject is engaging and lets students experience ideas and processes to make sense of the world in which they live. 
[bookmark: _Toc526075740][bookmark: _Toc7792808]8.1 Research Questions 

1) How has geography developed from 1968 to the present day?
Geography is no longer simply locating countries on a map, knowing their capitals and their total population size. Traditional knowledge of patterns, processes, and place has been morphed into a values and issues approach. Whilst still incorporating place knowledge, there is an emphasis on issues such as ‘sustainability’ and combating climate change. The National Curriculum Orders 2013 outline the agreed ‘core knowledge’ that students should be taught. What was once regarded as a subject where you learnt about world countries now demands a level of empathy and social responsibility. 

Since 1968, the notion of ‘environmental literacy’ and ‘citizenship’ has been developed (Standish 2008). These disciplines have forced geography to become more issue based. With the changing government ideology, geographical knowledge has been subject to criticism and become more diverse.

Subject content discussed by Lambert and Hopkins (2006) infers that geographical knowledge has progressively changed, and, therefore, so has the expected experience offered in the classroom. This change has affected pedagogy and explained as a causational factor in why geography was deemed to be failing in schools by 2005.

The latest changes as documented by the 2016 National Curriculum Orders, have seen themes such as geography of the UK, Russia and the Middle East included, because they are deemed important knowledge. There is also a focus on numerical data and graphiacy. The new OFSTED 2015 framework looks for British values within schools and this agenda is clearly reflected in directed programmes of study for geography. 

The geography experienced in the 1970s is not the geography experienced by students in the 21st century. Arguably, this is a good thing because the world is physically changing, and it is important to be able to explain the factors that cause this. To reduce traditional geography to themes within topics, limits the depth of understanding and often creates time restraints so that traditional geography is not studied.

From a pedagogical perspective, geography has seen changes in its development because of a shortage of specialists in Key Stage 2 (OFSTED, 2002/2003) and the amount of time given to teach the subject at Key Stage 2, Key Stage 3, and Key Stage 4. Similarly, to OFSTED (2002/2003), the practitioners’ in this study believe these factors have subsequently caused geography’s failings in schools.

2) What are the philosophical understandings of geography as a field of knowledge? (Hirst 1974)

Geography as a ‘field of knowledge’ draws upon many concepts and processes, which contribute, to knowledge. As a curriculum subject, geography crosses many disciplinary boarders and, therefore, embeds other subject knowledge. 

It has continually undergone change in a drive to make it interesting and valuable to 
students. The subject has seen changes to its core knowledge structure to address a knowledge/skills balance and this ensures it helps students emerge in the world outside the classroom. 

In addressing what makes geography different form all the other curriculum subjects, one practitioner questionnaire in this study said that it was different because it allowed students to study a range of topics that encompassed other curriculum subjects. This viewpoint described geography as not having a vertical knowledge structure, but a more horizontal structure, drawing on other knowledge from a variety of curriculum subjects. It further exemplifies Hirst’s designation that geography is a ‘field of knowledge’. Lambert, Standish and Young agree that as a subject, geography is a ‘field of knowledge’. It is not viewed as having discreet boundaries and as such cannot be treated as a single subject. In summary, all 5 experts and the total 37 practitioners’ regard geography as a field of knowledge and validate the philosophical view of Hirst (1974).

3) What are teachers and expert’s perspectives, attitudes and opinions towards geography?
All 5 experts and 37 practitioners’ firmly believe that geography is a worthy curriculum subject. They acknowledge that the subject has been in crisis and exemplify many factors that have led to this. Despite their agreement, there was a division seen between the skills versus knowledge debate. Lambert and Young support a purely skills-based approach and now refer to Knowledge 1, 2 and 3 and 6 practitioners’ from the questionnaire viewed skills as less important to knowledge. 

Opinion was still split on the concepts of ‘sustainability’ and ‘environmentalism’. From wave 1, 75% of practitioners’ thought that as a discipline environmentalism was important to study. Fourteen practitioners’ who responded to the survey agreed that the function of the discipline was to allow understanding of the world. All 5 experts whilst accepting that these concepts are important to study viewed them as discreet disciplines that have been added to the geography curriculum. The addition of the disciplines, the 5 experts believe does not replace geography, but changes the emphasis placed upon content and the time allocation given to traditional geographical concepts in the classroom. 

There is a consensus from all participants in the expert and practitioner sample that geography needs enthusiastic specialist teachers who have the passion to deliver the subject in the classroom. They believe this is achieved through effective pedagogy. Similarly, to the OFSTED inspection subject findings (2002/2003), all the practitioner and expert participants in this study recommended the use of fieldwork provision to enhance the subject. This, therefore, needs to be addressed at both a school and a government level. Underpinning all of this is a commitment to provide more time and resources for the subject and the end of shrinking time allocations. 

4) Has geography been engulfed by environmentalism?
Having established that geography is an umbrella under which many disciplines are to be found. It can be concluded that whilst ‘environmentalism’ is perceived to be an important discipline, it has not engulfed the curriculum subject yet. Geographical content still concerns itself with concepts, patterns, processes and the physical landscape, but it also concerns itself with issues of ‘sustainability’ and value-based topics. Arguably, it does allow students to understand the impact human actions and natural processes have upon the physical environment. 

Standish’s (2003, 2007, and 2013) concern over the changing nature of geography is an attempt to save the subject from becoming an issue-based subject and remain more a holistic subject with both skills and knowledge. Students should be able to understand the issues faced by the world, but at the same time understand the physical and human processes that created the issues in the first place. Empathy is valid, but only when it is confirmed by intrinsic knowledge of how and why. The debate is subtler than just issue based themes. It is the conflict between knowledge and skills and in what form this manifests itself within the subject as a discipline.




5) Is there an alternative to geography or does it still have a future?
Geography, one could argue, has secured, for now, a future, as it constitutes one of the English Baccalaureate (Ebacc) subjects. The Ebacc measure helps the overall progress 8 measures, which are now used to assess the performance of schools. As geography is designated an Ebacc subject then it will remain part of the curriculum. 

All 3 academics and 37 practitioners’ confirm that the subject remains worthwhile and important. From the responses received, it can be surmised, that as a subject, geography provides opportunities to develop and extend knowledge and cannot be substituted. The debate around content versus skills remains, nonetheless the research participants’ believe as a subject, it contributes to knowledge and enables students to apply skills learnt in other curriculum subjects. Therefore, as confirmed by practitioners’ and experts in this study, geography does have a future.

It can be concluded, that as a curriculum subject, geography has been dominated by a changing education agenda. It has changed to reflect the cultural values and needs of the government, especially the reforms made under the Coalition Government (2013). The impact of such an agenda is still to be fully realised and understood.
[bookmark: _Toc526075741][bookmark: _Toc7792809]8.2 Overall Conclusions

James Callaghan gave his education speech in 1976 at Ruskin College; it was the beginning of what has been described as the ‘great debate’. Callaghan acknowledged the work of schools, but he highlighted a need to forge relationships with parents and industry. Callaghan described the purpose of education is:

To equip children to the best of their ability for a lively, constructive, place in society, and also to prepare them to do a job of work. (Callaghan 1976)

This belief has underpinned the political education agenda for the last forty-two years 
and directed education reform. Callaghan indicated that the debate about education had already started and endorses the need for further examination of the education system by stating:

 There is a challenge to us all in these days and a challenge in education is to examine its priorities and to secure as high efficiency as possible by the skilful use of existing resources. (Callaghan 1976)

Education priorities over the last four decades have changed and in particular the way this change has been facilitated. The last reform, under the direction of Michael Gove had a clear agenda. In his speech to Education Reform Summit in London he outlines polices that would be implemented. These included:

· A view to the setting of the highest standards nationally;
· Ensuring every child can follow a stretching academic curriculum to the age of 16. (Gove 2014)

  In his speech, Callaghan identified a number of concerns:

 Let me repeat some of the fields that need study because they cause concern. There are the methods and aims of informal instruction, the strong case for the so-called 'core curriculum' of basic knowledge; next, what is the proper way of monitoring the use of resources in order to maintain a proper national standard of performance. (Callaghan 1976)

Gove’s education reform focussed on rigorous monitoring, to achieve the highest standards and improve performance of schools. The academic curriculum reflected Callaghan’s idea of a core curriculum. Gove referred to this as core knowledge.

On the thirty-year anniversary of the Callaghan’s speech, the then Prime Minister Tony Blair said: 
I believe there is the chance to forge a new consensus on education policy. It will be practical not ideological. And it will put behind us the political and ideological debates that have dominated the last 30 years. (Blair 1996)

Ideology, instruction and the core curriculum are concerns that have not been resolved. Because of this, these concerns have affected practitioners’ and curriculum subjects. The success of the education system endorses rigour, monitoring, and a contrived curriculum to ensure a workforce of the future. This is not education but a system of economic success, which restricts practitioners’ from teaching in the classroom. 

The practitioner interviews and questionnaire identified that there were reasons why teacher recruitment was difficult and implies that there is a shortage of geography teachers. The education system has seen the introduction of rigorous monitoring systems (Gove 2014) that in practice do not ensure high efficiency, but instead create inefficiency where there is a practitioner shortage and retention issue. Christine Blower, General Secretary of the National Union of Teachers wrote an article in The Telegraph commenting on the government reforms:

Teachers love teaching, but they are ground down by the long hours and stifling accountability regime. With teacher morale at an all-time low – and the potential for a severe teacher shortage – it is time we saw change. (Blower 2014)

The Labour government, under Blair wanted a practical education policy not an ideological one. The concept of citizenship, under the then Secretary of State for Education, David Blunkett (2000) was introduced and another prescribed agenda was imposed. Following this, the Coalition Government made more changes, under the leadership of Michael Gove, returning to a ‘liberal education system’, which 
appeared to be ideological and not practical. There debate over what education policy should be continues and seems to alternate between ideology and practicality. This debate affects subjects by influencing their knowledge content and introduces disciplines such as ‘environmentalism’ and ‘citizenship’.

More state schools are favouring the academy model; they are converting to new academies run by trust bodies with Chief Executive Officers’ (CEO) rather than Headteachers. Schools are no longer institutions of learning but businesses with clear operating outcomes. Hayes’ article entitled Seven ways education needs to change in 2017, points out what the purpose of education should return to, and advocates the abandonment of the business-like philosophy underpinning pedagogy by the practitioners’ of today. This is relevant to the way geography is delivered and the resulting value created.

With the implementation of the academy model, there was flexibility to deliver curriculum content outside government guidelines e.g. the National Curriculum. This promoted a focus on pedagogy not on content. Schools had freedom to construct a subject scheme of work based upon choice not necessarily on a political agenda. Therefore, subjects can teach what they want to and may favour an issue/value approach more than conceptual knowledge. The regional geography that Standish (2007) argues for could disappear completely in a discreet format. This demands further discussion and research debate to evaluate the effectiveness of the academy school model.

In addition to ideology, education policy has implemented rigorous monitoring activity that threatens the retention of practitioners’. Graduates prefer to enter professions where there are higher wages and less stress. This retention issue highlights a future debate, concerning education as whole and not just attacks on curriculum subjects such as geography. If there is a shortage of specialist geography practitioners’ in the classroom, then the quality of experience students receive will limit ‘core knowledge’ and as a result impact on the how the subject is perceived to perform by external agencies such as OFSTED.

This study has established that as a subject, geography is worthwhile in its place in the school curriculum. Yet as a school subject, it is compromised by the political education policy, the insecurity of agreeing what and how knowledge should be taught. Geography as a curriculum subject has substance, but how that substance is established is much debated. Substance is ratified by knowledge and it is the debate around the ‘form of knowledge’ that frames the division between Lambert and Standish.

The ‘Lambert/Standish’ debate is far from being reconciled and continues to highlight the subject being in controversy. Organisations like the Geographical Association (GA) and the Royal Geography Society (RGS) are supporting the subject and offering a variety of opportunities to reward, engage, and inspire learners, teachers, and leaders. 

Furthermore, the challenge the subject now faces, is not the factor of content but of time allocation. One could argue it is no longer a knowledge debate, but a pedagogical one. The drive for effectiveness and outcomes has influenced the practitioner in the classroom.  

OFSTED Subject inspection reports (2002/2003) insist the need for specialist practitioners’ and the need to readdress the teaching quality in the classroom. Despite the ‘Lambert/Standish’ debate on content, there is concern expressed over how the subject is taught.  

Young (2007) confirms that knowledge needs to be brought back into the school curriculum. Geography can contribute to this, as it is a ‘field of knowledge’. Arguably, this ‘field’ classification gives geography credibility. This is because it takes the skills and forms of knowledge and enhances them, allowing learners to make links to the wider world and the school curriculum as a whole.

Kerrigan (2103) believes geography is worthwhile because it creates ‘earth readers’. To make sense of one’s own place within the world, is far more important than having a skill set that may or may not add to the country’s future economic success. 

The purpose of education remains an ideological one, nevertheless the focus of the ideology has changed emphasis, and much debate continues as to whether this is about efficiency or the transmission of knowledge.

Speaking at the 2017 Festival of Education, Amanda Spielman, the OFSTED Chief Executive (2017), described the concept of meaningful subjects as determined by subjects of substance:

One of the areas that I think we sometimes lose sight of is the real substance of education. Not the exam grades or the progress scores, important though they are, but instead the real meat of what is taught in our schools and colleges: the curriculum. (Spielman 2017)

Knowledge is back on the agenda and, therefore, the substance of subjects should be under review. Geography, at long last could have its substance revalidated by policy makers, quelling the fears of geography practitioners’ and providing students with the experience they deserve.

Spielman believes:
Because education should be about broadening minds, enriching communities and advancing civilisation. Ultimately, it is about leaving the world a better place than we found it. As Professor Michael Young wrote in his article, ‘What are schools for? (Spielman 2017)

Compared to skills, 14 practitioners’ in this study believe knowledge has far greater importance. One of the main functions of schools is to enrich students’ lives with knowledge beyond that that they already have. This justifies the need for specialist subject teachers. As chapters 5-7 have highlighted, there is a concern over recruitment of specialist teachers. In order to address this imbalance, there has been a response from the BBP University to provide the first UK knowledge-based Post Graduate Certificate of Education (PGCE).  Robert Peal, (2017) the course director believes that the PGCE would differ from other training courses because of its big focus on actual subject knowledge. Shantry (2018) published in the Times Education Supplement an article explaining how the BBP University had decided not to offer the knowledge-based qualification from September 2018. The reason for this decision has been given as strategic. This in itself highlights the debate around the importance and value of knowledge in education. 

This research has proven that there is a need to establish what geography is. Alex Standish (2009) argues that the subject of geography has moved away from place knowledge to more issue-based knowledge. He argues that the curriculum has been colonised, under the umbrella classification skills and attitudes for the global market.

Lambert (2011) argues the case that geography has a role to play in the moral education of young people, and teachers of geography at all levels must engage students with the themes and issues associated with super complex environmental processes. 

In 2013 the new National Curriculum orders were introduced and in September 2016 the GCSE and A Level’s were introduced. At the introduction of the Key Stage 3 programmes of study there were publications to help practitioners’ devise a scheme of work Lambert (2011) Kinder (2007).  In 2018 there first GCSE and A level examinations took place. The performance of students will, therefore, be under scrutiny and evaluation conducted. Discussion needs to follow as to whether Key Stage 3 fully prepares students for Key Stage 4 and 5; should they wish to study it and whether there are further reforms needed at Key Stage 3, 4 and 5.

In addition to this, is the need to investigate the resultant performance based on curriculum time allocation given to geography, to deliver content at Key Stage 4 and Key Stage 5. Some schools have longer time to deliver a GCSE course, others have reduced time, brought about because core subjects need the time or time is lost for other priorities such as character development.

Practitioners’ surveyed in this research expressed concern over curriculum time allocation. They believed that the reduced time will have a detrimental impact on performance and uptake at Key Stage 4 and Key Stage 5. The self-perpetuating cycle geography finds itself in, highlights that in fact history or in this case geography does repeat itself, and that too can be said for education.

Finally, there is the acknowledgement that under the last round of curriculum reviews, the new guidelines for geography gives teachers flexibility. In contradistinction with an increased content at Key Stage 4 and Key Stage 5 there is in fact no flexibility. The Key Stage 3 curriculum needs to prepare students for future success at GCSE and A level, but at the same time allow for interest and engagement in subject, which gives an increased uptake at GCSE. With growing numbers of startup academies across the country the quality of geographical knowledge will continue to vary. This variance will occur because of what geography departments want to study, and what they want to offer at GCSE and A level.  

I believe that there is a need to redefine the subject, by establishing ‘core knowledge’, accepting what it encompasses as a subject and creating effective resources at all key stage levels. In conjunction with the above, there is also the need to recruit specialist teachers.

So finally, as I begin my eighteenth year as a geography practitioner, I know that I will have to challenge the disconnected geographical knowledge and understanding of the Year 7 students. This has been the case over the last decade with pupils arriving from primary school being able say what a river meander is, whilst having no idea of their geographical location or knowing the names of the seven continents. One pupil excused his ignorance by saying “we didn't do geography in primary school or may be just one lesson" When prompted a little, and I asked him if he could at least define what the subject was, he said: “it’s about the earth, the weather, and the world around you.”



This geographical ignorance is commonplace in the classroom and there is no one 
causational reason. One could argue that these are down to ongoing curriculum reforms, government agendas, a lack of recruitment and a non-unified understanding of what geography is as a subject. The 5 expert and 37 practitioner responses in this research have confirmed this. This ignorance is further demonstrated during a Year 10 lesson, where students were asked what they thought geography was, and their response was  that  geography was about countries and outside or colouring in. This reflects a very disjointed exposure to geographical knowledge and this geographical ignorance makes the case that yes geography is worthwhile.
[bookmark: _Toc526075742][bookmark: _Toc7792810]8.3 Recommendations for further research

This thesis has drawn heavily upon the views of experts, practitioners’, and a variety of published documents to examine the nature of geography as a school subject. Primarily, this study provides an overview of how the subject has undergone change and been challenged. Whilst it has helped answer the main research questions, it has also identified several gaps in knowledge that would benefit from further research. One notable gap is the need to assess just how worthwhile geography is. In addition, further research should be conducted in the following areas:

1) Students need to be surveyed to investigate their opinions and understanding of what geography is a subject. 
This is important, as students are the ones that enter into the education system and, for education to be effective, it needs to be meaningful to them. By surveying student opinion and understanding, it allows gaps in knowledge to be identified and suggestions made to improve the geography content. It will also examine student’s experience of geography at all key stages (1-5) and assess to what extent geography is valued as a curriculum subject.

As geography is about ones place in the world, it is ones understanding of what the subject is, that creates a vital piece of qualitative research.  

2) From September 2016, new GCSE and A Level specification will be delivered. Comparative numerical data will need to be collected in order to make comparisons on how students performed before and after the 2016 reforms.
It will be important to measure just how effective the new specifications are. The Royal Geographical Society (RGS) has reported how the number of GCSE and A Level entries has risen since 2005, underpinning the belief that students see geography as important. By comparing entry, numbers as well as performance indicators such as, the number of achieved 1-9 results, it will be a useful to evaluate whether the curriculum content is suitable. Nonetheless, if students are interested in the content and the pedagogy employed is effective then students should make the expected progress. 

3) Analysis of support materials at Key Stage 2 and Key Stage 3 to assess how practitioners’ are aided in the delivery of the subject.

The expert interviews identified the lack of resources to support the quality of geography delivered in the classroom. This is worthy of further research. The Geographical Association (GA) consultants’ forum regularly post consultancy opportunities to help publishers develop new resources. 

4) Action research conducted by geography practitioners’ (Pedagogy) 

Evidence identifies that the quality of geography teaching in the classroom varies, especially with a high proportion of non-specialists and timetable constraints. Therefore, I believe further work needs to be done to investigate how a higher quality of geography can be delivered in the classroom. The OFSTED inspection framework, with its best-fit approach of teaching standards, one could argue, is not always useful for looking at subject excellence. Nonetheless, action research in pedagogy and content across several schools can help to address subject specific qualities, which will raise the standard of pedagogy. 


5) Investigate the Primary curriculum and primary practitioner perspectives

This study has had a focus on secondary practitioner perspectives; it only refers to primary education because of secondary literature sources. The primary practitioner perspective is important, because at this level of education the foundation understanding of the subject is facilitated. Primary practitioners’ have to deliver the subject; their opinion will help examine understanding concerning subject specialism and curriculum time. It would also allow further triangulation of common themes and outcomes to be validated.

6) Develop a geography network 

With the establishment of academy schools and a declining number of state-run secondary schools, there are no longer subject specific advisors to provide support and training for practitioners’. The development of a geography network group will help strengthen and support practitioners’ at primary and secondary level, providing a forum for discussion on topics such as pedagogy and knowledge construction. This will also support the dissemination strategy and help continue the debate around the contested nature of geography as a curriculum subject. 

These recommendations for research can help provide additional evidence to establish a clear understanding of what geography is as a subject. This understanding will then enable practitioners’ to deliver effective teaching in the classroom. 

[bookmark: _Toc7792811]8.4 A note on the Current Status of the Debate about the Nature of Geography 

In this study, I disputed claims that good subject knowledge is not pertinent to quality teaching. Knowledge is foundational in making effective practitioners’.  Subsequently, with the launch of OFSTED’s (2019) proposed education inspection framework in September 2019 and its direct focus on curriculum, it is even more important to investigate the nature of the geography curriculum. 

In Enser’s (2018) blog article entitled ‘Knowledge in the Classroom’ he says that when he entered the teaching profession in 2004 it was accepted that ‘everything was geography', meaning that there was no ordered and directed curriculum anything could be taught. Enser believes this to be ‘developing skills that ran across all topics- not knowledge’.  He notes that academics have argued that geography has been missing from geography lessons for many years, and this is, as this study has shown, was made becoming real to many teachers when the subject was failed by school inspectors in 2003/2004.  Enser contrasts the past with what geography looks like today. It is now clearly becoming situated as part of a ‘knowledge rich curriculum.’ In his view ‘[Teachers] think more carefully about what it is that we actually expect pupils to remember and why we think this needs to be remembered.’ This new curriculum allows students to gain ‘powerful knowledge’ and is illustrative of a return to liberal education. 

Enser (2018) ends his piece by saying: ‘Things are changing and at least we all now agree that the focus on knowledge is no bad thing.’ The current state of the debate about the nature of knowledge is that it has moved from academia to the classroom. This is a welcome shift and I hope to further that debate (see Chapter 9 Section 9.4). 

[bookmark: _Toc526075743][bookmark: _Toc7792812]8.5 Limitations of the Study and Possible Solutions

This research has a number of limitations. In this section these limitations are identified, and discussion given as to how they could be avoided in the future.

Due to time, distance, and availability, Kinder and Young were not interviewed face- to-face. Although they were sent the interview schedule, it was not possible to conduct face-to-face interviews. Consent was obtained; but nonetheless, it was not a replicable process for the expert sample. The questions presented to Michael Young were related to knowledge specifically, whereas for Standish, Lambert, Brace, and Kinder they were the same.

These limitations can be reduced by ensuring the expert sample is split into the relevant areas of study and questions are written to meet the research aim and the area of expertise of the expert being interviewed. For instance:

Group 1: Lambert and Standish. Questions related to their epistemological positions and their understanding of geography;

Group 2 Brace and Kinder – questions related to the perception held about geography and what it is as a subject;

Group 3 Young and the introduction of 1 other expert. Questions relating to knowledge and Hirst (1974). 

Secondly, these limitations can be reduced by planning an interview schedule in good time and organising calendared interviews. This way all participants can be interviewed in the same way. 

The demographic profile and experience of participants was not considered when gaining practitioners’’ responses either at interview or by questionnaire. Consent was asked for, but demographic data omitted. This was due to confidentiality and impartiality. The data is useful in ascertaining the experience of practitioners’ and to what extent educational reform had influenced their perception of the geography. This also relates to the work of Brooks (2006) when considering the experience of practitioners’ and how they view the subject.

This limitation can be reduced in the future by establishing demographic information either through interviews or by electronic means. The data asked for would be:

· Age;
· Length of Service;
· Qualifications and Subject of study;
· Career Professional Development Opportunities;

· Position and role in school. 

By collecting the data, a demographic profile could have helped organise groups into different categories. The grouping could then be used to test whether there were comparable patterns of thinking, and whether there was a correlation with personal characteristics.  

Face-to-Face interviews:  Not all semi-structured interviews were conducted in this research. They were only conducted for the sample of experts and the wave 1 practitioners’. Wave 2 was surveyed by undertaking an electronic questionnaire. 40 schools were identified in the wave 2 sample and 29 responses were received, this gives a 72% engagement rate. 

In repeating the research process, all 40 schools would be contacted and interviewed face-to-face. This would ensure everyone’s view is accounted for. Detailed planning and a visit to one school per week could ensure this was achievable. This limitation was unavoidable given the geographic distribution of the 40 schools in the population sample.

The future recommendations section recommends involving students in the research process. Student voice has been done previously. Kitchen (2013) conducted research using students work and some discussion. In order to triangulate further the viewpoint and opinions examined in the research, there is a need to examine what students think about the subject and gauge their understanding. Students were not involved in this research because of the time implication in conducting a meaningful survey, and the implication of lost learning hours for both students in the sample schools and the impact on my own classes as a geography practitioner. 

On the other hand, by engaging students in focus group interviews can produce additional evidence to triangulate expert and practitioner viewpoints. Using the same population as wave 2 practitioners’, select a class from each key stage 3-5 from each school; and within the focus group discuss what geography means to them, what they 
[bookmark: _Toc525989518][bookmark: _Toc526075744]find interesting, what is important. The focus group discussion is driven by the original findings of the expert and practitioner interviews and questionnaire. Of particular note would be the teaching styles of teachers and the time given to study geography. This would be the same for primary and secondary students.





























Chapter 9
[bookmark: _Toc526075745][bookmark: _Toc7792813]Dissemination of the research

[bookmark: _Toc526075746][bookmark: _Toc7792814]9.0 Dissemination Theory

In this chapter, the dissemination strategy for this research is explained. Wellington (2003) recommends that for any research to have value it must be disseminated effectively. Contributing to ‘knowledge’ is only possible if the researcher actively engages in sharing the research findings. It is the most effective way to inform the wider audience, for whom the research was conducted and published. This is an important consideration because, as a practical doctorate the core, purpose is to challenge practitioner understanding and practice. 

Silverman (2010) believes discourse is a vital part of the research process. The sharing of ideas, new knowledge, and the research methodology allows a researcher to contribute to existing knowledge and challenge policy. Debate and publication justifies the research for the researcher and the intended audience. 

Granger and White (2011) refer to this as utilisation; where by the audience, which receive the new information actually, use it in some form to add to knowledge. This can be described as awareness, understanding, and action (King 2003). Harmsworth and Turpin (2000) describe this as:

· Dissemination for Awareness. The purpose is to inform an audience of the research and its main findings and promote discussion in the appropriate forum;
· Dissemination for Understanding. Having made the research findings available in the public domain, there will be opportunity to promote understanding and questions;

· Dissemination for Action. This is the response to the research findings and furthers the work of the research questions and further recommendations.

Dissemination for action is important as it keeps research live and active, rather than dormant and shelved. It encourages participation and engagement. 

Dissemination for action supports the idea of Granger and White (2001), where receiving audiences act upon new knowledge. In the context of this research, further work can be undertaken by conducting action research or empirical research from within the geography classroom.

These three processes ensure that knowledge is never static and constantly being added to. Diagram 9.0 below shows the how effective dissemination works.






Diagram 9.0: Dissemination Model, based on King and Harmsworth 
and Turpin (2000)

When considering the nature of a professional doctorate, there is a demand that there must be a focus on contribution to practice more than theory (Bourner et al 2001). Therefore, the dissemination strategy had to ensure the findings influence pedagogy in the classroom and practitioners’ understanding of nature of geography as curriculum subject. 

Silverman (2010) considers that there are three main audiences for dissemination:  the academics, policy makers, and practitioners’. 

The term academic colleague, in this context refers to researchers usually at university level, which work in the same department as the researcher. The research findings would help support further research interests. Particularly, for this research, academic colleagues would refer to academics that have an interest in geography and education. 

The term ‘policy makers’ refers to those that are responsible for curriculum changes and developments in education. For the purposes of this research, those policy makers will be the Department of Education and associated bodies such as external quality assurance organisations (OFSTED).

Practitioners’ in this context, refer to practicing teachers who deliver geography in schools. The research has considered their views and gathered opinions. This means that there is likely to be more engagement from this audience. 

These audiences are relevant to this dissemination strategy, as all three have been considered in the course of the research. Therefore, it is important that these audiences are aware of the research findings in order to gain understanding and take action if required, and continue the debate(s) explored within this study. 

Research is conducted to increase awareness of a situation and cause further discussion. The purpose of this research is to allow knowledge exchange and knowledge transfer to happen as a flowing process. As a flowing process it means that action can take place, practitioners’ gain a voice to question change, and allows non-regulatory bodies (Geographical Association GA or Royal Geographical Society RGS) to continue to campaign for change. This will then lead to a focus on defending the nature of geography as a curriculum subject.

Dissemination operates to allow knowledge transfer, for without it information becomes static and, therefore, has less impact on influencing upon understanding and practice. Hirst (1974) believed that his fundamental error on the nature of knowledge was supposing that ‘factual knowledge’ was not discoverable through social interaction. Social interaction allows knowledge to be shared, learnt, transferred, and applied.   



[bookmark: _Toc526075747][bookmark: _Toc7792815]9.1 Dissemination Strategy

Dissemination is vital in contributing to existing knowledge. It allows debate especially between educational policy and practitioner pedagogy. The potential stakeholders of significance to this research are policy writers, practitioners’, and accredited professional bodies such as the Geographical Association (GA) and Royal Geographical Society (RGS).

Each of the three stakeholders are important audiences for educational research. Dissemination for awareness is pivotal to bringing about dissemination for action, without making stakeholders aware there can be no impact upon practice and policy change. 

If the research is published ignoring the above factors, then there is very little point in conducting the research in the first place. Therefore, these three areas are necessary and essential for effective dissemination of this research. 

The strategy concerns itself with developing an ongoing dialogue with academic colleagues, practitioners’, and policy makers. This will be achieved through publications, conference papers, the establishment of a network group of practitioners’ to further discuss the research findings and finally publishing an article in a journal. The diagram overleaf outlines the strategy showing the link with King (2003), Harmsworth, and Turpin (2000).


Stage 3: Dissemination for Action

Publication of article in the ‘Geography’ Journal (Geographical Association publication).

DfE Consultation
Stage 1: Dissemination for Awareness

Publication of findings
Small-scale article published.
Stage 2: Dissemination for Understanding

Development of Geography Network group   (Focus Group).

Conference paper presented at geography conference. The Geography Association’s annual conference.








 Diagram 9.1: Dissemination Strategy

Each element of the strategy engages with the issue of teaching and provides further avenues for further contribution to knowledge. Each section of the strategy allows discussion, debate, continual feedback, and action. 

The strategy combines what King (2003) describes as active dissemination and passive dissemination. Stage 1 of the plan involves passive dissemination, where findings are published on UDORA allowing people to read the research. Stage 2 is designed to be a more active dissemination, with the development of a network group of practitioners’, who form a focus group to formulate new ideas. Whilst challenging and devising new content knowledge for geography. A limitation of stage 2 is time and resources. There is a need to establish whether a network group for geography would be welcomed by practitioners’ and if they would attend or be allowed to attend from their places of work.

Stage 3 of the strategy is passive dissemination, whereby a final journal article is written and published, which encompasses a review of the initial research and any new findings. It maintains a discussion on the nature of geographical knowledge and geographical pedagogy.
[bookmark: _Toc526075748][bookmark: _Toc7792816]9. 2 Dissemination Activities

Dissemination can be achieved through several activities. Firstly, the research will be published on UDORA, which is in the public domain. In the first instance, this will include the initial research and its findings.
Based on the potential feedback, further articles can be published on the nature and challenges facing geography as a curriculum subject. The journal of choice for publication would be Teaching Geography. This is the practitioner magazine published by the Geographical Association (GA), it consists of smaller scale action research and articles by practitioners’ and academics. It gives a wide practitioner audience as every member of the Geographical Association receives a quarterly copy.

Within the political arena, there are opportunities to contribute to thinking on the subject. Articles and papers, which demonstrate good examples of practice and organisation of the subject, are already in the public domain on the OFSTED website. This is also a medium to use to publish findings and address policy making especially in relation to geography. 

Secondly, the research can be presented at the Geographical Association’s annual conference through a workshop setting. This will enable discussion and debate. Other smaller scale presentation opportunities will be applied for through the University of Derby and the East Midlands Salon. The stakeholders present would be academics and geographical practitioners’ for whom the information would be understandable and debated from a subject specific stance. 

Further dissemination avenues are to deliver papers at conferences or internally within the university to other education doctorate students. This provides a platform on which to share ideas, challenge current thinking, and receive peer review. 

Thirdly, the research can be disseminated through the establishment of a geography network group. Practitioners’ can meet to discuss issues and share new ideas relating to the teaching of geography. This would empower practitioners’, allowing them to share good practice and continue to make the subject worthwhile in the school curriculum level.

The interviews with the prominent academic experts in the field has helped me forge 
links and encouraged the discussions to continue. The more a subject is discussed the more knowledge transfer, understanding, and contribution can take place. Successful dissemination is achieved by preventing information from being withheld.  

The practitioner network group would be set up on monthly or bimonthly basis, at different schools within the Staffordshire education authority. The meeting agenda would be to consider curriculum topics, geographical knowledge, and pedagogy. This would then provide further opportunity to have guest speakers such as Standish, Lambert, or Young to strengthen subject knowledge. This is not the development of a local branch of the Geography Association, but a group of practitioners’ considering the challenges that face the subject. This would lead to the devising of solutions and strategies to combat the diverse nature of the subject and inform pedagogy.

Diagram 9.2: Network Group Structure

The flow diagram above (Diagram 9.2 Flow Diagram) outlines the structure of the network meetings that would take place. The structure enables discussion, engagement and provides a forum for creativity, leading to dissemination for action. The practitioner audience is a significant group to promote change. As the network group establishes itself, more content can be discussed. It will then become an active research focus group to further contribute new knowledge. 

The final dissemination activity is to write and submit an article in the Geographical Association’s Geography Journal, the purpose to present my findings and invite feedback. This form of dissemination would also give practitioners’ a voice to debate and offer their own conclusions to the worthiness of Geography. It is the resultant discourse either through face-to-face meetings, or publication that keeps the debate current and facilitates the continual development of practice. 

The Geography Association has a list of appointed consultants that can be used to deliver training or take part in focus group discussion on geography resources. I am a registered consultant; this connection could provide avenues for further discussion and debate, leading to more research and an impact on knowledge and understanding. 
[bookmark: _Toc526075749][bookmark: _Toc7792817]9.3 Dissemination Strategy Evaluation

Song (2010) describes several biases, which challenge effective dissemination. Three of these are pertinent to this research and the stakeholder audiences:

· Publication bias;
· Outcome reporting bias;
· Dissemination bias.
Outcome reporting bias occurs because of selective results/conclusion publication. The researcher exhibits bias by only publishing results that either meets the stakeholder’s agenda or that have the most significant impact. As this research considers both expert and practitioner viewpoints, there could be a perceived researcher bias towards practitioner’s viewpoints. 

As a practitioner researcher, this needs careful consideration. The outcomes that have been listed in this research represent the feedback gained from academic and practitioner geographers. Therefore, the outcomes and recommendations are based 
on the discussed outcomes from both experts and practitioners’. No one group is favoured, and bias is reduced because the purpose of dissemination is for awareness and for action.

Publication Bias: This is bias based upon the publication of this research and any future publications. It is my duty as a researcher to honestly report the findings and disseminate to the widest possible audience. I intend to make my research available to all stakeholder forums to allow discussion, debate, and understanding. There is no personal agenda to my research, I am a practitioner, analysing geography as a subject and collecting evidence to defend its right to be a curriculum subject.

Finally, the last bias to consider is dissemination bias. This relates to the findings of a research project and the resulting dissemination avenues applied. This means that, depending on the outcomes, a predetermined arena for dissemination will be applied. The whole purpose of this research was to investigate the worthiness of geography as a subject and interrogate what the subject actually is. The findings are pertinent to practitioners’, accredited professional bodies and the policy makers. Therefore, the research findings will be published in these arenas. 

Dissemination for action will allow the quality of resources to be re-investigated, a re-examination of curriculum time allocation models to take place and clearly define what geography is as a curriculum subject. As a geographer first, and a researcher second, I want to engage with all stakeholders and counter the views of school inspectors, by making geography a success. This justifies the dissemination for awareness and dissemination for action approach selected for this research.
[bookmark: _Toc7792818]9.4 Becoming a Research-Informed Teacher Educator 

This research established and explored the Standish/Lambert Debate and explained the different epistemological positions behind it. By introducing and discussing the debate with teachers, it encouraged them to reflect on how they see and teach the subject of geography. This study has ultimately contributed to professional practice. 

In identifying the debate, I have examined my own practice and considered what I believe the nature of geography to be.  I believe that having the conceptual building blocks of knowledge that allow learners to understand and explain the world in which they live is a prime function of geography as a curriculum subject. Given the previous lack of understanding of geography as a subject, which is part of a broad liberal education, and OFSTED’s (2019) change of direction on the curriculum, there is now, more than ever, a need to undertake further work with teachers and policy makers to examine and discuss what geography is and how to deliver the subject in the classroom.  

In this context I am already professionally engaged in teacher education and intend to be a catalyst for future change. Since undertaking my research, I have been given the position of professional mentor in my school to trainee teachers on the basis of my understanding of the importance of subject knowledge and, more generally of philosophy of education. I have also been asked to lecture to trainees in my SCITT on ‘researching your subject.’ I also intend to initiate debates on the nature of geography as a subject with geography teachers in Staffordshire and to organise a Geography Subject Teachers Network. 
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	Document
	Publication
	Author
	Purpose in relation to Thesis

	Knowledge and the Curriculum. A collection of philosophical papers
Book
	1974
	Paul H.Hirst
	One of Hirst seminal works on knowledge and the curriculum. Seeks to help with the understanding of knowledge and education and how geography is defined as a ‘field’ and not ‘form’ of knowledge. A key research aim

	Changing the Subject: The Impact of National Policy on School Geography 1980-2000   Book
	2000
	Eleanor Rawling
	A publication of research carried out by Rawling examining the impact on geography as a subject. Will highlight political influences and the way in which the subject was taught in light of educational reforms of the 1980’s

	OFSTED Subject Reports 2002/2003 Geography in Secondary Schools
Paper/Report
	February 2004
	OFSTED
	Based on school inspections this report highlights findings considering the David Bell report in which geography was condemned as a failing subject.

	The Value and Importance of Geography 
Teaching Geography 
Article
	Spring 2005
	David Bell HMI
	After the publication of David Bell as HMI he comments on why geography is important and why it needs to be included in the curriculum

	Geography in Schools: changing Practice 
Paper/Report
	January 2008
	OFSTED
	A further look after a 3-year period after the Bell report on how geography has been delivered in schools and the significant improvements and weaknesses

	Global Perspectives in the Geography Curriculum
Book
	2009
	Dr Alex Standish
	Alex Standish view on what geography is and what it has become in the curriculum. This makes the case for the environmentalism vs. traditional geography. Helped to establish what geography is as a subject.



	Arguing for geography in schools
Teaching Geography
Article
	Spring 2013
	Dr David Lambert
	Examining the case that geography should be on the school curriculum and why. Lambert and Standish are opposed on what geography should look like on the school curriculum.

	National Curriculum orders for Teaching September 2014
Paper/Publication
	September 2014
	QCA
	Important to see how geography is seen in 2014 where guidance is for support as orders are not statutory.







































Educational Doctorate: IS James Haden-Walker

Document Analysis Recording Grid: PILOT Draft 1

	Document Title:

Transforming Geography in our Schools

	Purpose.
?
What does this mean is it relevant?
	Publisher/Author
Kieran O’Mahony
John Hopkins University

	Date of Analysis:
October 2014



	
	Validation of Permission of Analysis.
?
What does this mean is it relevant?

	Summary of Document:
A university publication that makes the case t for 4 simple stages that can make geography more meaningful in the classroom. It gives a case study of a school in America that has made changes in the school curriculum to make Geography more meaningful. It emphasises that Geography is a science.


	Environmentalism Inferences (En)
“We must perceive the need for geography in a modern world. Where our survival depends on attitudes towards our planet and our neighbours lack of knowledge about the destruction of homeland forests”


	Field of Knowledge (GfK)
Name the subject as Geography not by any other name
Give it a name and a specific classroom
Define what Geography is – O’Mahony suggests that Geography is a science
Geography is an umbrella subject
Geography by its nature is an all-inclusive subject
Belief that Geography is a science and art.


	Value of Geography in the curriculum (GV)
A need to move away from historical lessons that suggest why Geography is a second-rate subject.
Geography was never taught to a previous generation


	Author Bias/position within Context.
O’Mahony is an author of books concerning geography education
Was a Head of Geography in a school.
Taught future teachers on the art of geographical pedagogy.







Document Analysis Recording Grid: FINAL Completed

	Document Title/Author
Transforming Geography in our Schools
Kieran O’Mahony
John Hopkins University
	Date of Publication
March 2003

	Context of Document
The article presented a case study highlighting how one school had tackled raising the profile of geography and making its students more aware of how important geography is.  The article introduced the case study be suggesting 5 step plans to transforming geography

	Summary of Document:
A university publication that makes the case t for 4 simple stages that can make geography more meaningful in the classroom. It gives a case study of a school in America that has made changes in the school curriculum to make Geography more meaningful. It emphasises that Geography is a science.

	Environmentalism Inferences (En)
“We must perceive the need for geography in a modern world. Where our survival depends on attitudes towards our planet and our neighbours lack of knowledge about the destruction of homeland forests”
	Analysis
Geography is important to understanding the whole world.
It about understands the people of the world and also what our actions do. Clearly makes reference to homeland forest destruction and the impact on the environment, It would suggest that modern geography considers environmentalism.

	Field of Knowledge (GfK)
Name the subject as Geography not by any other name
Give it a name and a specific classroom
Define what Geography is – O’Mahony suggests that Geography is a science
Geography is an umbrella subject
Geography by its nature is an all-inclusive subject
Belief that Geography is a science and art.
	Analysis
Makes the case the Geography is a unique subject and should be seen as a single subject with its own room not a combination of subjects. A clear room and, therefore, by implication its own space on the curriculum. 
Geography is all-inclusive meaning that it incorporates lots of issues related to other subjects. This could suggest that Hirst was right in considering geography as a field of knowledge and not a form and yet the article suggests the subject should have a room of its own. An important field of knowledge to the school curriculum.

	Value of Geography in the curriculum (GV)
A need to move away from historical lessons that suggest why Geography is a second-rate subject.
Geography was never taught to a previous generation
	Analysis
The case is made all be it briefly that the subject should be considered within the present time and avoid making comparisons to yesteryear. Geographical education had its weaknesses in the past and must be addressed now to improve the quality and worthiness in the future. The past should be left alone and there is a need to teach the subject to the present generation. The subject is of worth in the 12st century according to O'Mahony.

	Author Bias/Position within Context.
O’Mahony is an author of books concerning geography education
Was a head of Geography in a school?
Taught future teachers on the art of geographical pedagogy.

	Key Points to inform Interview Questions
· What is Geography a science or an individual subject
· Is Geography about environmentalism
· What were the limitations to the subject before 2014?
· Why did Geography fail in 2004/2005?
· Is the subject worthy of its own place in the curriculum being only a field of knowledge and not a form









Document Analysis Recording Grid: DOCUMENT 1

	Document Title/Author
National Curriculum in England.      Department For
Geography Programmes of Study    Education
	Date of Publication

11th September 2013

	Context of Document
The document outlines what (State) schools should deliver      Key Stage 1, 2, and 3.  It outlines place knowledge and what students should understand   and study.

	Summary of Document
The document         the following framework for Key Stage 1, 2 and 3.
- Locational knowledge
-Place knowledge
-Human and physical geography -Geographical skills and fieldwork.


	Environmentalism Inferences (En)

“Environmental Regions” in relation to North and South America.

KS3
Human and physical processes interact to influence and change landscape environments and climate.

	Analysis

KS3 only really links to Environmentalism.
Environments relate to the physical construction within places.
By implication the programme of study focuses on physical processes    human processes and countries            .

	Field of Knowledge (GfK)
'Knowledge' is that throughout the document pupils should extend their knowledge. Geographical knowledge understanding, and skills provide the framework to investigate the earths features



	Analysis
Constant reference to 'knowledge'
Knowledge of places – section in programme.  Locational knowledge –Place knowledge- Facts and concepts – Specific Facts – supporting a move to make geography a Form of Knowledge.

	Value of Geography in the curriculum (GV)
'High' quality geography education should in pupils a curiosity and fascination about the world and its people.
	Analysis
Stating 'High Quality' suggests the legacy of failing Geography – and what quality looks like.
Geography has value and it invokes                               curiosity.

	Author Bias/Position within Context.

This is a government document outlining the Department for Education expectations on delivery within schools. It represents the Governments position on geographical education.

	Key Points to Inform Interview Questions
Does the programme of study reflect the purpose of study? 
Does it reflect what geography is about?
Does this reflect employment skills?
What does high quality geography look like – Field vs Form
Standish → Environmentalism - 












Document Analysis Recording Grid: DOCUMENT 2

	Document Title/Author
The Value and Importance of Geography
David Bell                       Teaching Geography
	Date of Publication
Spring 2005

	Context of Document
This article was written by David Bell HMI in 2005 after the OFSTED Paper which condemned the quality of Geography in schools.  David Bell makes a case for saving Geography as curriculum subject.

	Summary of Document
An article that poses questions which geographers should ask. It explains why geography is important and the ideas for strengthening the geography teachers of the future. 

	Environmentalism Inferences (En)
'Aware of environmentalism issues'
Promote sustainability. HMI-Primary Inspections Local environments should be studied to develop pupil’s awareness and observational skills.
Develop real global understanding.




	Analysis
Environment is important as it allows links to be made to the global landscape – this is against the viewpoint of Standish- who does not see environmentalism as key geographical knowledge. In what context, the word environment is used is important to establish and how it links to the nature of geography.

	Field of Knowledge (GfK)
Management of risk appreciate diversity. Should geographers put the focus of the lesson to be the accumulation of knowledge or more on the application of concepts analysis. 
	Analysis
No direct knowledge but on the subject of skills this links to the field of knowledge and that geography should access other curriculum subjects.

	Value of Geography in the curriculum (GV)
Do geographers need to pay more attention to messages reflecting the needs and expectations of students? It is important that young people learn about the world they live in and on. Is the subject caught in a time warp where the curriculum is static and traditional? Is there a reluctance to change?
Not a resource for core knowledge - geography is more conceptual, less specific and more concerned with skills. There is a need to ensure that geography is a subject which reflects the changing landscape and issues of the 21st century.
	Analysis
What do think students think geography is all about?  Geography must teach about the world and what is in the world. Therefore knowledge not research skills.  Geography cannot stay static needs to be responsive and current.

	Author Bias/Position within Context.
David Bell was the HMI who published the report in 2004 condemning geography.  Here he makes the case for geography in the aftermath of his report.
	Key Points to inform Interview Questions
What is geography? → is it conceptual or less specific and all about skills. If geography is about places do the National Curriculum orders reflect a focus on place? How can geography be made relevant in the 21st century. 








Document Analysis Recording Grid: DOCUMENT 3

	Document Title/Author
OFSTED Subject Reports 2002/2003
	Date of Publication

February 2004

	Context of Document
The document was published as an analysis of school inspection visits over the academic year 2002/2003.
It highlighted key findings and makes recommendations.

	Summary of Document:
The document highlights findings of the inspection visits’ and highlights good practice within the schools. It makes recommendations about improving ICT, fieldwork and attainment.  Statistical data form part of the report structure.

	Environmentalism Inferences (En)
Fieldwork – is a link to the outside classroom. Fieldwork is important – but not linked to environmentalism.
'Raising environmental issues to addressing the implications of environmental responsibility'. 
'Participate in environmental stewardship'. Rich content for rights and responsibilities
	Analysis
OFSTED seem to like environmentalism as it is topical – but only one reference in report. Is environmentalism an additional concept to the key purpose of geography or central to it?


	Field of Knowledge (GfK) 
Weaknesses in subject knowledge are linked to the use of non-specialists.  Application of theoretical knowledge. Respond to questions with detailed factual knowledge.
'Technical subject knowledge' – some schools focus on acquisition of knowledge but not application of knowledge.
	Analysis
What constitutes 'theoretical knowledge’?
Technical terms – keywords.
Focus on facts – singularity of knowledge.

	Value of Geography in the curriculum (GV)
Fieldwork opportunities limited.
Achievement of pupils continues to improve slowly.
Best teaching develops geographical enquiry-lessons fail to inspire or make demands upon pupils
	Analysis
Does enquiry suggest making sense of the world?


	Author Bias/Position within Context.
OFSTED -Government office official document – states the findings based on observations of appointed HMI.  Have to assume professional conduct and no bias – but at the same time a support of the political ideology at the time.
	Key Points to inform Interview Questions
How do you inspire pupils – do you teach environmentalism?  
What knowledge is important to geography?















Document Analysis Recording Grid: DOCUMENT 4

	Document Title/Author
Arguing for geography in schools.
David Lambert

	Date of Publication

Spring 2013

	Context of Document
How the Geographical Association has responded to the debate around Geography’s' place in the school curriculum.

	Summary of Document:
David Lambert makes a case for Geography in terms of its relevance in a liberal education system.
What is geography and what is education - how each are linked and what the Geographical Association can do to help.


	Environmentalism Inferences (En)

No specific reference to the idea of Environmentalism
	Analysis

N/A



	Field of Knowledge (GfK)
Concerns the role and purpose of subjects and subject knowledge. Liberal education has had its critics and limitations. The idea can be reworked. Geographical Association rejects a future where geography is defined as a list of facts.


	Analysis

Geography is not just a list of simple facts. (Fields and forms of knowledge).  Was Hurst right to discount it in his forms of knowledge?  Focus on education and subject splits the focus.  It is not subject led.

	Value of Geography in the curriculum (GV)

Geography in education is a persistent issue
Role of geography as a discipline – GA Manifesto.
Geography is a disciplinary resource.
Subject specialism – teachers as curriculum makers. Geography was an aphorism
“Geography is a misunderstood subject”
“Geography is what geographers do”
	Analysis
It would be that even in 2013 people do not understand what geography is.   , therefore, how it is taught and what is delivered is important. Perception is important.

	Author Bias/Position within Context.

David Lambert, former CEO of the Geographical Association.
He makes the case for how the GA is responding to make geography important and valid – He critiques the government ideology. 
	Key Points to inform Interview Questions

“Geography is what Geographers do”- does this mean that it is irrelevant to the school curriculum – why do people think that?











Document Analysis Recording Grid: DOCUMENT 5

	Document Title/Author
Geography in Schools – Changing Practice

	Date of Publication

January 2008

	Context of Document
The report evaluates strengths and weaknesses of geography in Primary and Secondary Schools.  The report makes suggestions of how to make the subject more relevant in schools.

	Summary of Document:
A document that includes case studies of secondary and primary schools and reports findings of school inspections relation to geography.  Key findings 
Are reports based upon the OFSTED framework the only way to make subject relevant at the time.

	Environmentalism Inferences (En)
Global dimensions remain undeveloped “aware of environmental issues” One Primary case study – strong environmental ethos. A section of the report “Global dimensions”. Partnerships between citizenship and geography can make geography relevant.  

Pilot GCSE's supported the issue. Where global dimension is prominent pupils get below the surface off descriptive geography

	Analysis
Key importance on Global decisions. The world and responsible citizens.
The only way to make the subject relevant.
An issue bias here


	Field of Knowledge (GfK)
“Lack of confidence to teach it” and insufficient training to support them.
 “What pupils should know about geography”

	Analysis
Concerns over the qualities of provision for subject specialism – quality concerns in the classroom.

	Value of Geography in the curriculum (GV)
You cannot fail to be struck by the relevance of geography. A practical discipline important to learn about the world. Positive attitude towards geography good in only 40% of primary school lessons.

	Analysis
The report opens with a statement saying how important and relevant the subject is.

	Author Bias/Position within Context.
Key emphasis on global decisions. Repot based on HMI inspections and observations. Must ensure non-biased authorship reflecting the political agenda at the time.

	Key Points to inform Interview Questions
Global dimensions
Teacher training provision experience and skills.
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Document Analysis Recording Grid:  DOCUMENT 6

	Document Title/Author
Global Perspectives in the Geography Curriculum- Dr Alex Standish
	Date of Publication
 2009 Routledge

	Context of Document
Making the moral case for geography
A book making the argument for schools to return to teaching a discreet geography and the rejection of political ideology – Alex states that geography is geography and not citizenship.

	Summary of Document:
[bookmark: _GoBack1]The book addresses whether geography should be a tool to deliver citizenship. Alex Standish makes the case for a return to a liberal model of education and a rejection of the new approaches to geography.  In effect for schools to defend Geography

	Environmentalism Inferences (En)
American geographer – Joseph Staltman -1990 “While citizenship has not been a major goal of geography education, the research and writing on citizenship support it should play a prominent role.

	Analysis
The American education system is organised differently to the UK. Citizenship is very much a separate subject and although it is not enveloped within geography it is still seen as an in important topic. There is no justification for it to be delivered through geography. The American system has more flexibility in what is delivered. 

	Field of Knowledge (GfK)
Geography as a “body” of knowledge that contributes to education of young people is being undermined by the post-modern challenge.
	Analysis
The body of knowledge is the key facts of what the subject is. As society changes the ideal of what geography is has changed and thus the core content has developed and, in a sense, morphed into other subjects which has resulted in the ‘body of knowledge’ changing. 

If Geography is a body of knowledge it should, therefore, be seen as a form of knowledge, yet because of its diversity and crisis of definition it appears to be a field of knowledge. For a subject to be of worth it has to establish itself as a subject that adds to a person’s experience within the classroom.  If nobody knows what the purpose of the subject is how, therefore, it can be said to have value. 

	Value of Geography in the curriculum (GV)
Geography has an intrinsic value as a subject. The need to understand why you are teaching something. The subject is difficult in the value placed on it. Geography has been subject to rapid change
	Analysis
Has anyone asked the teachers?
Standish makes the claim that geography (quite rightly) is important but the conflict in knowledge and pedagogy has diluted the subject’s value. Geography that was taught is not the geography taught today and that matters.

	Author Bias/Position within Context.
Comparison between UK and USA
Alex is a supporter of the liberal model of education
	Key Points to inform Interview Questions
Explain your position within the debate.
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Document Analysis Recording Grid: DOCUMENT 7

	Document Title/Author
What constitutes knowledge in Geography: Roger Firth in Debates on Geography Education – Lambert/Jones
	Date of Publication

Routledge 2013

	Context of Document
This is a chapter within a book entitled Debates in Geography education. It considers the whole issue of knowledge and the curriculum.  It takes the issue from three perspectives 1) absolutism 2) relativism 3) realism. It considers how knowledge is conceptualised.

	Summary of Document:
[bookmark: _GoBack2]Taking the three ideas of absolution, relativism, realism and explores how knowledge is conceptualised – it draws on the work of Young and is making the case for what knowledge is and how it impacts on the school curriculum.  It evaluates the three perspectives in detail.

	Environmentalism Inferences (En)
Standish – pure form of geography
Indirect reference
	Analysis
N/A

	Field of Knowledge (GfK)
Different conceptions of knowledge imply and encourage ideals of thinking, learning, teaching curriculum in geography.
“Disciplinary knowledge” - 
Core Knowledge – long list of contents to be covered.

Strong support for NC achieving greater clarity over core and essential knowledge content of geography.
“Knowledge based/subject based curriculum”.
“Core knowledge tells nothing about knowledge as a phenomenon
Disciplinary knowledge within the school curriculum which can support meaningful learning.
It follows, therefore, that schools need teachers with that specialist disciplinary knowledge who are subject specialists.
Hirsch – core knowledge and cultural literacy knowledge according to relativism. Knowledge and truth are no longer out there they are constructed and relative to culture times and places.
	Analysis
Knowledge is defined in a particular way which drives how a teacher delivers the subject as a whole.
Geographical knowledge is perceived to be a list of facts; with a tick box approach- where when the list is covered the subject is complete.

The first National Curriculum saw a statement-based approach directing hat students should learn and know- has this perspective really changed or just presented in a different way.
Geography should be delivered by geography specialist who can deliver specific knowledge from an established knowledge base. Recruitment is a contentious issue.

	Value of Geography in the curriculum (GV)
Curriculum consultation – strong support for rigorous geography curriculum.  Distinguishing curriculum from pedagogy, defining the school subject getting the details right.
Absolutism – Coalition Government curriculum policy.
Constructivism – situation today regarding geography curriculum neoliberal approach to education
	Analysis
Pedagogy and knowledge are two different issues- in a simpler way t it is the ‘how’ and the ‘what’ ironically both geographical questions.
Knowledge needs to be rigour in what it seeks to add to the geographical student. Who confirms the knowledge when the nature of the subject is under debate?

	Author Bias/Position within Context.
Political loaded document clear focus on knowledge very little relation to geography –.but a wider focus on school curriculum
	Key Points to inform Interview Questions
Is geography about skills or knowledge or both? 
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       Document Analysis Recording Grid:  DOCUMENT 8 

	Document Title/Author
Changing the Subject: - The Impact of the National Policy on School Geography 1980 - 2001
	 Date of Publication
2001 

	Context of Document
A narrative book based on own experience of Rawling. The book examines policy change and its impact on the discipline of Geography over 20 years.

	Summary of Document:
[bookmark: _GoBack3]The book is a publication of research undertaken by E. Rawling on the impact on Geography. It examines policy change and the geography curriculum. Change over time from a narrative perspective- it is a research project that was published.

	Environmentalism Inferences (En)
Rawling refers to – Curriculum Newcomer – environmental studies
Battle for responsibility – academic discipline.
Agents of change -academic geography
                              classroom teachers
                              Resources
Academic – School subject related by common aims and broad principals but developed in different ways.
Perception is important in determining the destiny of a discipline.
	Analysis
It is clear that environmentalism is deemed to be something new that has been added to the geography curriculum. It, therefore, has evolved from changes in education, practitioners’ and the discipline itself. 
Perception and political agenda has challenged the subject and it could be suggested has impacted upon teacher recruitment. Clearly this research report makes the definition that environmentalism is not inherent to the subject as a whole- thus supporting the viewpoint of Standish.

	Field of Knowledge (GfK)
1988 – Ten subject structure education 
1991 – Geography order -emphasis on specific items of knowledge narrow range of subject skills
	Analysis
As a knowledge subject, the knowledge has been ratified and constructed and validated by the political education agenda. With a change in government this ratification is in constant flux meaning that it only exists if it is deemed to contribute to the political agenda hence the skills, knowledge debate (Geocapabilities project Lambert)

	Value of Geography in the curriculum (GV)
Geography has not experience curriculum stability. Since 1998 the subject has continually changed. This distinction between the vision and the reality. In the 1990's geography was not seen as a frontline contributor to curriculum debates – e.g. the citizenship curriculum was a political solution. 
1990's imposed political control with constraints.
Policy has had an impact on teachers of geography and the subject itself. Coherent public image – an image that is constant. Stronger coherent subject continuity. Utilitarian – earning living/getting a job (skills). Cultural restorations – restoring traditional areas of knowledge and skills
	Analysis
Geography is in crisis and has been under attack by Government legislation and control. The whole subject has been in crisis since the Bell Report and is being defended from all quarters so to speak. (GA/RGS/Government). The key issue is fluidity in the very definition of the subject. When it has supposition then it can have a knowledge base to deliver within the classroom and equitable time in the curriculum. There is a need to establish what geography is before acceptance and worth/value can be assigned. 

	Author Bias/Position within Context.
Rawling claims that there could be in her reporting on policy change and impact.
	Key Points to inform Interview Questions
Curriculum order impacts in the classroom?  







Document Analysis Recording Grid:  DOCUMENT 9

	Document Title/Author
Knowledge and the Curriculum: A Collection of Philosophical Papers    Paul H Hirst

	Date of Publication

 1974

	Context of Document
The philosophical papers were written as a result of growing interest in the philosophy of education. The book is edited by R S Peters the International Library of the Philosophy of Education.  It addresses the concept of “Forms of Knowledge”

	Summary of Document
[bookmark: _GoBack6]The publication is a collection of papers building a body of work on the philosophy of education with a particular focus on knowledge and the curriculum

	Environmentalism Inferences (En)
N/A
	Analysis
N/A

	Field of Knowledge (GfK)
Greek concept of liberal education - “significance of knowledge for the mind” Liberal education - pursuit of knowledge.  Education has a value for the person – fulfilment of the mind.  Freeing the mind. 
Liberal education is concerned with the comprehensive development of the mind in acquiring knowledge.

Syllabuses and curricula Cannot be constructed simply in terms of information and isolated skills.
‘it is simply false to imagine that an area of 
The logic of a subject is relevant to what is being taught. 
School subjects are products of social/historical forces.
Fields of knowledge are chosen because together they can be used to develop understanding of all the various forms of knowledge
A discipline is a logically distinct area of knowledge. 

What does not follow is the organisation of the curriculum should mirror the fundamental categories of knowledge
Curriculum interrogation is in part an attack on the subject structured curriculum. 
	Analysis
Knowledge is not one dimensional and impacts on curriculum planning. How does knowledge get contributed to by geography?




This justifies the views of practitioners’ in that ‘geography’ as field of knowledge allows forms of knowledge to be fully understood. This could suggest that fields of knowledge are as important as forms of knowledge.

For a subject to be a discipline there is a need for an agreed set of knowledge to be taught- that which extends a student’s own established experience (knowledge- links to Young)
,therefore,, a school curriculum should not be based on the forms of knowledge as a model- this is not What Gove followed in his educational policy. Hirst does not make suggests a focus on a form of knowledge heavy curriculum 

	Value of Geography in the curriculum (GV)  N/A
	Analysis   N/A

	Author Bias/Position within Context.

No bias in terms of the subject of geography. Paul Hirst attempts to explain knowledge and the quest for a liberal education
	Key Points to inform Interview Questions
How does geography provide knowledge? How does it contribute to liberal education?  Does geography restrict learners thinking?
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[bookmark: _Toc525989558][bookmark: _Toc526075005][bookmark: _Toc526075784]Sample of Experts Interview Questions Initial
[bookmark: _Toc525989559][bookmark: _Toc526075006][bookmark: _Toc526075785]Initial Practitioner Semi Structured Interview questions
[bookmark: _Toc525989560][bookmark: _Toc526075007][bookmark: _Toc526075786]Practitioner Question Schedule and Lines of Enquiry Classification





























Semi structured Interviews: Sample of Experts 
Expert Sample Initial Semi Structured Interview Questions

1) The academic literature refers to the Lambert/Standish Debate- can you explain the debate?
Can you explain your philosophical position within the debate?
Have you moved closer together on this debate and if yes how and why and if not what is preventing this


2) How does the Lambert Standish debate contribute to Hirst’s form of knowledge 1970?
Bartley (1987) critiques Hirst’s forms of knowledge from Popperian and Wittgensteinain perspectives. Wittengeinstein relates all knowledge to truth and one method of obtaining it. Is geographical knowledge based upon truth or is knowledge based upon experience and that knowledge is through induction?
Whelan (2007) suggests that the geography curriculum should provide students with not only knowledge but also a framework that will enable them to situate ideas and apply their knowledge to them. How does this view validate the knowledge debate? 


3) Geography like other subject disciplines has undergone reform and faced conjecture. Can you explain the factors which led to the Bell Report (2005)?

The OFSTED publication Geography in schools: changing practice (2007) highlighted that in many school cases geography specialists were ill trained. Is -geography failing because of this?

Marsden argues “the geography teacher should be a teacher first, and a geographer second. Is this a root cause for why the subject is under attack today”?

4) Does School Geography matter? - explain the views of teachers and practitioners’
In 2008 OFSTED called for “Modern Geography”- what should students experience in the classroom today and why?

5) What is the future of geography in 2020?

















Semi structured Interviews Practitioner Perspectives 
Initial Interview Schedule.
[image: 8FF8355E]



Semi structured Interviews: Practitioner Perspectives
Final Interview Schedule

The geographer practitioners’ were asked the following questions:

1) What makes geography different to other subjects like maths and science?
2) What topics do you feel are missing from the geography curriculum?
3) Are there any topics that are included which you feel should not be taught and why?
4) What do you think are the challenges facing the subject today?
5) Does geography have a future as a curriculum subject?
6) What can improve the geography experience in the classroom- the teaching or the subject content?

The questions related to the three lines of enquiry, which were looked at in the document analysis and the literature review in the following ways:	Comment by Ihsan: Add table title and number

	Environmentalism
	Field of Knowledge
	Value of Geography

	What topics do you feel are missing from the geography curriculum?
Are there any topics that are included which you feel should not be taught and why?
	What makes geography different to other subjects like maths and science?
	What do you think are the challenges facing the subject today?
What can improve the geography experience in the classroom- the teaching or the subject content?






Awareness


Understanding


Action









Practitioner Subject Knowledge

Knowledge Content
Critique

Pedagogy


Development of Useful Resources
And teaching ideas

GCSE/A level Focus



Keynote Speakers

Challenges to the Subject

OFSTED Inspection report Evaluation
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each subject and the total number of hours taught by subject for state funded secondary schools. The
accompanying tables (Tables 12 and 13) also show whether they hold a relevant qualification in the subject
they are teaching. The percentage of teachers with relevant qualifications for the subjects they teach has.
increased for 14 of the subjects identified compared with 2016, 13 subjects show a decrease in the
percentage of teachers with a relevant qualification

The percentage of hours taught by teachers with relevant qualifications for the EBACC subjects is shown in
Table 2 below.

Figure 2 Percentage of teachers of EBACC subjects with a specialist qualification and the
percentage of hours taught by a teacher with a specialist qualification

% of teachers | % of teachers % of hours % of hours
with a relevant | with a relevant taught by a taught by a
post A level postAlevel | teacherwitha | teacherwitha
qualification qualification | relevant postA | relevant post A
2016 2017 level qualification | level qualification
2016 2017
Mathematics 77T 780 872 871
English 874 872 904 902
Physics 627 520 753 752
Chemistry 749 AT 831 83
Biology 970 05 943 941
Combined/General 904 901 %3 %50
science
Giher Sciences 875 85 871 84
Fistory 751 AT 914 912
Geography 662 67 874 871
French 781 768 83 838
German 770 716 ] 813
Spanish 523 521 630 630
Other Modern X 73 503 526
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Developmental phases : Key features :

EXPLORATION
OF THE WORLD

Discovery, mapping and inventory-taking
[ to mid-18th century ]

Phase 1
Phase 2 ESTABLISHMENT Bridging nature and society; early
OF THE DISCIPLINE theories of environmentalism
n [ late-19th century ]
Prass 3 DOMINANCE OF Detailed area description, classification
REGIONAL GEOGRAPHY and explanation of regions
[ early 20th century |
Phase 4 EMERGENCE OF PHYSICAL)_ _______ Development of systematic geographies;
AND HUMAN GEOGRAPHY questioning the scientific basis of geography
 mid-20th century ]
Phase 5 PHYSICAL INTEGRATED HUMAN | __JStrongly divergent interests and
GEOGRAPHY | | GEOGRAPHY | | GEOGRAPHY specialization within the modern discipline
{late-20th century onwards |

3. Five main phases in the development of geography and some of their key features
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Practitioner Questions
What is geography all about?
What should the knowledge content of geography be and why?

What is your view on the new curriculum for 2014 will it strengthen the quality
of geography in the school classroom.?

Should geography be a discipline on the school curriculum.
What topics do you consider of importance to be classed as geography?

Should geography be a discreet subject or taught as part of humanities or
other structures?

In your experience how can the quality of geography be improved in the
classroom is it content or pedagogy?

To what extent does environmentalism have a place in the geography
curriculum.?

Is the freedom suggested by the curriculum reforms 2013 a positive thing for
the subject or an avenue to give a varied experience for students at KS2/3?

Are you a member of the GA Geographical Association can you explain your
viewpoint.

Can geography be delivered within other subject disciplines?

How did you train to be a geography teacher and do you think this adequately
prepared you for the role

Do you feel it is the quality of teachers that is undermining the subject or the
political educational agenda
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